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Abstract 

This qualitative instrumental case study examines school resistant students’ 

relationships with formal education, as experienced within an Alternative Education 

Program (AEP) in Queensland, Australia. The AEP examined, given the pseudonym 

the Indigo Centre, is a systemic response by the Department of Education to students 

displaying challenging behaviours in mainstream schools. The study found that despite 

the rhetoric of being ‘alternative’, the practices and expectations within the AEP 

perpetuate dominant discourses of mainstream education and as such continue to 

devalue these students’ configurations of capital. It is this ongoing devaluation of the 

students’ capital, and their subsequent disempowerment, that perpetuates the 

occurrence of challenging behaviours, conceptualised in this study as acts of 

resistance. 

Data was collected from observations, analysis of the documents guiding the 

operation of the Indigo Centre, student and teacher focus groups, and individual 

interviews with students, teachers and parents. The thematic analysis identified themes 

related to recognition and resistance: resistance towards the mechanisms that recognise 

and value some capitals within the field, while failing to recognise the value in other 

capitals. This study combines the Bourdieuian concepts of social capital, habitus and 

field (1984, 1986, 1990) with Willis’ (1977) theory of resistance, to reveal how the 

devaluing of students’ capitals perpetuates resistance towards formal education.  

Three key findings inform the understanding of the role of social capital in acts 

of resistance towards formal education. Firstly, that the students referred to the Indigo 

Centre encounter the same disempowering and exclusionary structures experienced in 

the mainstream field. Secondly, the students’ attempts to create their own social capital 

are unrecognised within the field. Thirdly, the ongoing struggle for recognition of 

capital underpins the students’ relationship with formal education and blocks the flow 

of capital within the field. Significantly, this study identified justice capital as the 

youth’s social capital unrecognised in the field, yet potentially important in increasing 

the flow of capital and transforming the students’ educational experience.  

Finally, this research contributes to the field of alternative education by 

suggesting a learning model that promotes emancipatory learning that could be used 
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to inform the development and implementation of alternative education programs in 

which students are empowered to take control of their learning. 
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Preface 

A career in education spanning two states and 24 years has delivered personal 

joys, professional satisfaction and yet at some level, a relentless uncertainty over the 

genuine meaningfulness of my efforts.  

Working across many contexts, primary and secondary physical education, 

Indigenous education, special education, school leadership, student services and 

currently in a Central Office support role, I have often felt privileged in the company 

I have found myself in:  such educators and educational leaders whose dedication and 

insight inspire their colleagues, teachers who through human spirit and passion for 

learning inspire their students to reach for the stars. Yet I myself have often found my 

own inspiration and dedication tempered by moments of self-reflection that revealed 

large question marks about my chosen vocation.    

My years working in Indigenous communities were personally enriching; I was 

“adopted”, receiving the skin name Gammarang, signifying my place in the 

relationship-based society of the Jawoyn people, and received my own (albeit 

minimal) education into Indigenous life. Yet professionally, I struggled. The 

frustration I encountered in teaching English to the Jawoyn children of the Northern 

Territory, or the Yidinji children of far North Queensland, was multiplied by the fact 

that most of them were already bilingual, a task I have still to master despite some 

effort.  

School holidays spent fishing on the banks of the Roper River in the middle of 

the “Never-Never” and listening to the children of my adopted families switching 

effortlessly between languages highlighted the apparent unnatural struggle to ‘learn’ 

that they faced in my classroom and began an endless, though often private critique, 

of my role as an educator in facilitating the learning process.  

Shortly after leaving Indigenous communities and returning to the city, I also 

returned to study, completing a Master’s degree in Special Education. I took up a 

position in that field only to find that within that setting, my newly acquired knowledge 

took a back seat to tradition. Programs were structured on what had always been done 

and new ideas received the respect due to “fads”.  While I am sure this is not the case 

in the majority of special education programs, sadly it was my experience across the 



 

Resisting education: A capital idea v

next two special education programs I worked in. Despite my confidence that I had 

something of worth to contribute, I felt disempowered, “locked out” and powerless to 

contribute. The desire to make a meaningful contribution to the lives of students, and 

the stifling I felt as a teacher, were the catalyst for my move into school leadership, 

where I believed I could influence what I saw as much-needed changes to the system.  

A brief stint in school leadership endowed me with a greater understanding of 

the bureaucracy of large educational systems, and a large dose of cynicism. As a 

teacher I had occasion to question the decisions of the administration.  While some 

decisions made reflected positively the student-centred focus of many a good 

educational leader, some decisions were what I called policy decisions, with no 

credence given to the teaching and learning process.  

As principal, while I initially revelled in my apparent autonomy, I soon felt like 

a cog in the mechanism of bureaucracy. Policy became the driving principle of my 

work. Decisions made from a policy perspective sometimes sat uneasily with my self-

view as an educator. One of the most difficult aspects I found was the use of school 

disciplinary absences (exclusion, suspension) as a consequence for inappropriate 

behaviours. I felt like a tyrant on occasion; dealing out “my way or the highway” 

consequences to young people still developing an understanding of their place in the 

world. While this strategy has a place in the management of a school, I couldn’t help 

but feel like I was commodifying learning as something you can only ‘do’ when I said, 

where I said and how I said.  

After much soul searching and reflection regarding who I am and who I wish to 

be, I relinquished my position as principal and after six years, returned to teaching. 

Following a further few years in the classroom, I eventually found my way to working 

with those students most familiar with the school disciplinary absences’ trail: students 

for whom formal schooling (and sometimes life itself) is a daily struggle, students who 

for some reason became less than themselves in the proximity of a school.  

 Armed with many years’ experience and renewed passion (that had been 

somewhat diminished during my time as Principal), I engaged wholeheartedly with 

my new role only to find the students almost completely unwilling to accept my 

assistance. While on the surface it appeared that these students, upon being delivered 

the ultimatum from school, “my way or the highway”, had chosen the highway, when 

drilling down through conversations and observations, the truth of this became 
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questionable. Further investigation into the students’ school history revealed complex 

relationships from the very beginning. In a similar fashion to the children of my 

adoptive Jawoyn and Yidinji families, while learning was not an issue, school learning 

was.  

This research project therefore is the culmination of many years of questioning 

my role as an educator, a role that has changed many times over the course of this 

research yet one that has always been about improving the educational and life 

outcomes for students, specifically those students who exist on the fringe of education.  
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Chapter 1: Introduction 

 

We shall not cease from exploration 

And the end of all our exploring 

Will be to arrive where we started 

And know the place for the first time. 

‘Little Gidding’, T.S.Eliot (1942) 

1.1 INTRODUCTION 

Those students who succeed in mainstream schooling may do so because the social 

and cultural capital they and their families possess synchronises with “the values and 

practices of the educational system which shapes educational participation” (Cardona, 

Watkins, & Noble, 2009, p. 3). For other students, entry into mainstream schooling 

reveals a disconnect between the social and cultural capital of their family and the 

capital valued in school (Bourdieu & Johnson, 1993; Crozier & Davies, 2006; Reay, 

Hollingworth, Williams, Crozier, Jamieson, James, & Beedell, 2007; Wallace, 2017). 

Such students may struggle to adapt to the values, practices and expectations of school, 

may experience the devaluing of their family capital and may find themselves 

positioned in the margins of the education system. Some students take a resistant 

stance towards this devaluing and positioning on the margins of formal education by 

engaging in behaviours that challenge the school’s values and expectations (Willis, 

1977). In Queensland, where this research was conducted, such challenging 

behaviours can result in the school enforcing school disciplinary absences, also known 

as suspensions and/or exclusions.  

This thesis examined the interactions between seven resistant students, their 

parents/carers, and three teachers within a state-run Alternative Education Program 

(AEP) in Queensland. It analysed the students’ relationship with formal education, as 

played out through their relationships with each other, their teachers, and the 

educational activities offered within the AEP.  Influenced by, and drawing on the 
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Bourdieuian concepts of capital, habitus and field, this study aimed to conceptualise 

this relationship as a network of social interactions that form a complex social field 

operating within the AEP. This study also drew on the work of Paul Willis (1977) in 

understanding how, through such interactions, resistant identities are formed and 

maintained. The way in which the students are empowered and/or disempowered 

within this relationship was considered through the lens of capital, habitus and field 

(Bourdieu, 1977, 1998; Bourdieu & Wacquant, 1992). 

This study involved collecting and analysing the perceptions of students, staff 

and parents attending the AEP and observing their interactions during the everyday 

operation of the program. It is envisaged that this knowledge will contribute to 

developing alternative education programs that support those students and ultimately 

lead to improvements in the practice, quality and effectiveness of the educational and 

social support offered to these students. 

This chapter provides a background to the study (Section 1.2). The aims of the 

research are outlined (Section 1.3) and the research question is presented (Section 

1.3.1). The following sections discuss the significance of the project (Section 1.4), the 

role of the researcher (Section 1.5), and the theoretical framework (Section 1.6). The 

chapter concludes with an overview of the study (Section 1.7) and an overview of the 

thesis (Sections 1.8). 

1.2 BACKGROUND 

This thesis examines the social factors that influence the manifestation of acts of 

resistance by students within an Alternative Education Program located in south-east 

Queensland. Acts of resistance here encompass verbal and physical aggression, non-

compliance and truancy.  

 Hemphill, Kotevski, Herrenkohl, Smith, Toumbourou, and Catalano, (2013) 

state that a management tool available to Australian schools to address persistent, 

challenging and disruptive misbehaviour is exclusionary practice, namely suspension 

and expulsion. They continue, however, to explain that exclusion can have “serious, 

unintended negative consequences for the suspended student across a range of domains 

including educational outcomes and problem behaviours” (p. 237). 

In Queensland, where this study in situated, a further systematic response to 

challenging behaviours lies in the provision of AEPs. AEPs have been established by 
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Queensland Department of Education, Training and Employment1 (DETE) to respond 

to the issue of students engaging in challenging behaviours (acts of resistance) in 

mainstream schools. Systemically, DETE considers acts of resistance as counter-

productive to effective engagement in learning and achieving educational success, 

labelling students exhibiting these behaviours as disengaged, or at-risk of disengaging 

from education. The AEP is designed as a supportive strategy to assist such students 

to re-engage in learning and achieve educational success.  

The AEP which provides the research setting for this study has been developed 

(with others) in response to both federal and state government policy initiatives 

encompassing the dual goals of student retention and the need to cater for challenging 

student behaviour. Legislatively, the national move to increase student retention was 

preceded by the Queensland Government’s implementation of a comprehensive 

education reform package. In the state of Queensland, the Education Training Reform 

Framework (ETRF) (Queensland Government, 2002) was released by the state 

government in 2002, whilst nationally the National Partnership on Youth Attainment 

and Transitions was agreed to by the Council of Australian Governments (CoAG)on 

July 2 in 2009 (CoAG, 2009). Both these legislations, along with the Queensland 

Education (General Provisions) Act 2006 respond to the national target of raising the 

Year 12 completion rate by 6.5% to 90% by 2015 (CoAG, 2009, p. 7), and focus on 

supporting disengaged youth to re-engage in formal education (Department of 

Education Employment and Workplace Relations (DEEWR), 2010). 

However, with a focus on students with challenging behaviours, the 2005 Report 

of the Behaviour Management in Queensland Schools Sub-Committee of the 

Ministerial Advisory Committee for Educational Renewal (MACER, November 2005) 

recommended to the then state Education Minister, “that there be provision for the care, 

support and learning in a safe environment for students who exhibit chronic 

infringements of expected behaviour and/or serious misdemeanours including 

alternate placements” (p. 31). In response to the MACER Report, the (now defunct) 

Centre for Behaviour Support was established, which in turn developed a number of 

policy and practice initiatives that supported the state-wide management of student 

                                                 
 
1 In 2015 the Queensland Department of Education, Training and Employment was renamed the 
Queensland Department of Education and Training, further renamed in 2018 as the Queensland 
Department of Education. 
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behaviour, such as Essential Skills in Classroom Management, Better Behaviour 

Better Learning (Education Queensland, 2014) and the provision of alternative 

program placements.  Later, the Education Queensland 2010 Strategy (QSE 2010) 

identified the provision of alternative education programs as an important strategy to 

address the growing issue of students with challenging behaviours (Education 

Queensland, 2000). The alternative education program at the centre of this research 

has an established political history of catering for students with behavioural issues 

rather than working to increase student retention rates.  

As noted, the setting for this study is a state-run Alternate Education Program 

(AEP) in Queensland called the Indigo Centre. The Indigo Centre caters for students 

between the ages of 10 – 15 years of age with a history of behaviours inconsistent with 

school success, namely, truancy, non-compliance, vandalism, and physical and verbal 

abuse. These students are considered at-risk of disengaging from formal education and 

not completing their education to Year 12. The Indigo Centre operates the same hours 

as mainstream school with students being offered an individualised and flexible 

curriculum, a mix of high interest and hands-on subjects, and functional literacy and 

numeracy objectives. 

Students arrive at the Centre through a referral process involving the 

parents/carers. This typically begins with the mainstream school’s response to repeated 

inappropriate school behaviours such as truancy, non-compliance, vandalism, and 

physical and verbal abuse. The school makes a decision that it cannot meet the 

student’s needs at that time. Once referred and accepted into the Centre, students 

remain in the Centre for a period of time, usually no greater than 18 months. The 

maximum number of students enrolled at any one time is 12. Indigo Centre staff work 

with the students to support their transition back to and re-engagement with 

mainstream educational pathways. The referral to the Indigo Centre is promoted by 

DETE as a supportive and inclusive pathway; however, my research findings suggest 

this Centre reinforces the exclusionary and marginalising structures of the mainstream 

education field. 

The majority of students attending the Indigo Centre are male, living in low 

socio-economic areas, and characterised by DETE as at-risk or disengaged. The media 

reporting of anti-social behaviours, including violence, portrays boys and young men 

in these environments as the chief protagonists, often in gangs (Mills & Keddie, 2010). 
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Similarly, the media have promoted a “moral panic” relating to the underachievement 

of boys in school and their negative attitudes to education were dubbed in the UK as a 

“laddish” anti-learning culture (Foster, Kimmel, & Skelton, 2001). These belong to a 

hypothesis of boys being the “new disadvantaged” in education (see, for example, 

Epstein, 1998; Rowan, Knobel, Bigum, & Lankshear, 2002). This has been challenged 

as representing a “unitary masculinity” which collapses and “flattens” the diverse 

social and educational experiences of boys (Watson & Kehler, 2012) and, by focusing 

solely on gender, silences other critical factors of influence (Luke, Green, & Kelly, 

2010).  

Some older studies placed the instance of problematic behaviour of boys in 

school as being biological/hormonal (see, for example, Gurian, 2002) or physiological 

(Sax, 2005), where others thought that it was due to a lack of self-regulation and self-

control (Krueger, Caspi, Moffitt, White, & Stouthamer-Loeber, 1996). It has been 

further suggested that the cause is the lack of positive models of masculinity for boys, 

frequently defined in terms of ethnicity, and the increased masculinisation of violence 

(Watson, 2007). Gilbert and Gilbert (2017), in an Australian review, discount these 

contentions and point to socio-economic circumstances as a key source of gender 

disadvantage. Whilst the student demographic in the Indigo Centre has a predominance 

of males, it is not indicative of all programs operating under the label of Alternative 

Education. This study, therefore, acknowledges issues of boys and masculinity in 

adolescence but has not made this a focus of this study.  

A comprehensive examination of alternative education is undertaken along with 

the concept of educational engagement and an argument made that the effectiveness 

of alternative education programs in re-engaging disengaged students is hindered by 

the ability of educators to fully understand the complex concept of educational 

engagement. The contrasting complexity of the concept of educational engagement 

and the quite widespread and catch-all use of the term ‘disengaged’ hinders the 

accurate understanding and the ability to support the needs of these students. In 

Chapter 2, the literature regarding resistance is also critically examined, and 

Resistance Theory, as attributed to Willis (1977), is drawn upon to reject the deficit-

laden terminology of disengaged in favour of the agentic term, school resistant. 

This thesis does not imply that educational engagement is not essential, and in 

fact supports the view of Zyngier (2008) that engagement is crucial to all students, 
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particularly those marginalised students carrying labels implying a deficit in behaviour 

or motivation. However, if the problem of disengagement is viewed as residing within 

the student, as in the perspective of a deficit model, then it becomes easy to blame the 

individual and simply apply remedial support or strict sanctions or a mixture of the 

two strategies. However, if the reasons for the disengagement are more complex than 

“the student’s fault”, then the application of strict sanctions may, at best, do little to 

address the issue and, at worst, exacerbate the issue, sending the teacher and student 

dynamic into a cycle of growing disconnect.  

The research informing this thesis holds to the premise that the provision of 

educational support based on inaccurate knowledge and understandings of the reason 

behind the lack of educational success for these students is both illogical and 

unproductive. Without accurate knowledge and clear understandings of why some 

students fail to effectively engage and therefore achieve educational success, it is a 

haphazard venture to design and implement programs aimed at increasing educational 

success.  

When students fail, finding fault with the teacher is the oft and easily taken 

approach. It is not the stance taken in this thesis to blame teachers, yet we must also 

be mindful that if we do not hold teachers accountable, we may find ourselves at the 

equally simplistic and equally erroneous conclusion that students must be responsible 

for their educational failings.  While no one could question the worthiness of such 

support programs, questions do remain regarding what factors influence students’ 

decisions to initially engage in such behaviours. If these behaviours are influenced by 

factors within the mainstream settings, and alternative sites are established as more 

supportive pathways, why do some of these behaviours continue from one setting to 

another? 

1.3 AIMS OF THE STUDY 

The general and overarching issue this study addresses is that of the 

demonstration of challenging behaviour by students in school, and how this might be 

addressed by the formal education system. The premise of this research is that, without 

deeply understanding the factors influencing student behaviour, effectively addressing 

it becomes a very difficult prospect. This study draws together resistance theory and 

the Bourdieuian concepts of capital, habitus and field to examine the complex 
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educational and social fields in which students and teachers operate so that we may 

attempt to understand the complex issues they face.  

It is the intent of this study is to provide insights that will assist policy makers 

and teachers to develop and deliver supportive and inclusive alternative educational 

programs for resistant students. It is also hoped that this study will extend theoretical 

understandings of the social factors within mainstream educational settings that could 

contribute to the creation of resistant identities.  

1.3.1 Research questions 

The central research question posed by this study is:  

What role does social capital play in resistance towards formal education by 

students attending alternative education programs? 

The corollary questions that guide this research are: 

What social capitals are available within the field and does availability influence 

acts of resistance; 

To what extent are the different habitus (embodied capitals) validated by the 

field and does validation influence acts of resistance?  

1.4 SIGNIFICANCE OF THE STUDY 

The significance of this study lies in its addressing the seemingly intransigent 

issue of student resistance. The overall aim of this research is to generate a greater 

understanding of the factors influencing why some students engage in the behaviours 

that result in their removal from mainstream education and why some students 

continue to engage in these behaviours when presented with an alternative to the 

mainstream educational contex.  

While there is a large body of literature pertaining to AEPs in all their different 

guises (see, for example, Aron, 2003, 2006; Aron & Zweig, 2003; Lehr, Tan, & 

Ysseldyke, 2009; Mills & McGregor, 2014, Te Riele, 2007, 2012; Thomson & 

Pennacchia, 2016), much of the attention in the literature has been paid to the definition 

of alternative education, the typology of programs and the collation of “best practice” 

with less attention directed to generating a greater understanding of the students 

attending AEPs (see, for example, Aron, 2003; Lange & Sletten, 2002; Mills & 

McGregor, 2010; Mills, Te Riele & Hayes, 2015; Te Riele, 2007; Thomson & 
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Pennacchia, 2015).  This study, rather, critically examines the structures, practices and 

perceptions within the AEP, from a relational perspective through the lens of capital, 

habitus and field.  

According to Zweig (2003), AEPs can be both the problem and the solution, 

potentially exclusionary and inclusionary, both educationally and socially. This 

research draws on Zweig (2003) and follows in the steps of Smyth and McInerney 

(2012) who used youth narratives to call for the need to rethink the curriculum and 

pedagogy in AEPs. This research heeds the call of Smyth and McInerney (2012) and 

will reframe the issue, moving away from a deficit model where the problem is located 

with the student (or family), and thereby examining the relationships experienced by 

students within the AEP. 

This research also follows on from Connor’s (2006) investigation of how 

relationships with formal education may influence educational success. Connor (2006) 

suggested that the structures within formal education may both empower and constrain 

the practices of teachers. This research extends the work of Connor (2006) in 

specifically examining how these same structures may impact on the students’ 

relationship with formal education.  

The study reported in this thesis found that while the students move from the 

mainstream educational context into an alternative education context, they continue to 

experience the same disempowered relationship with formal education. The resistant 

habitus, formed through the devaluing they experienced in mainstream education, 

encounters similar devaluing experiences in the alternative education program, and as 

such, the students’ resistant habitus is maintained and they continue to engage in acts 

of resistance. The institutional habitus of the AEP is strongly aligned with the 

institutional habitus found in mainstream schools, and as such AEP staff are 

predisposed to value similar practices and expectations as are valued in mainstream 

schools, which includes viewing the students’ resistance as both an expectation of 

“these students” and as a problem to be “fixed”. 

The habitus of both teachers and students is predisposed to accumulate capital 

(Mills & Gale, 2002), and social capital is conceptualised as the platform for this to 

occur (see Section 3.2.2). The AEP staff privilege engagement in literacy/numeracy 

tasks delivered through their pedagogy, as the social capital platform for students to 

accumulate further educational (valued) capital. The students, resisting both the 
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platform and the valued capital of the field, attempt to create their own social capital, 

which I call justice capital. Justice capital is conceptualised as a fluid collection of 

strategies that emphasise the social value students place in personal connections. 

Having justice capital is being accepted, valued and recognised within their 

relationship with formal education. In the students’ attempts to accumulate more 

capital, that is by having justice capital recognised, the students aim to re-position 

themselves in their relationship, empowering themselves to leverage this position to 

gain further capitals. As such, justice capital is a counter cultural capital. 

A significant finding is that the struggle by the students for recognition of justice 

capital stands in contrast to the recognition or value placed on pedagogy by the staff, 

effectively blocking the flow of capital within the field. The lack of flow of capital 

limits the students’ ability to accumulate further capitals. However, the study also 

found that such a small AEP as the one at the centre of this study lacked a strong 

unified institutional habitus, and this allowed individual habitus to infrequently 

influence institutional practices (Thomas, 2002; Walker, 2015). This finding indicates 

the potential does exist within the staff and students to collaboratively increase the 

flow of capital and engage in transformative practices.   

1.5 ROLE OF THE RESEARCHER 

The impetus for this study arose from my prior connection with the AEP and my 

abiding interest in the motivations of resistant students and how staff might better 

connect with them. I had been employed as a staff member of the AEP for three years. 

During that time, I often found myself wondering if the support I was offering matched 

the students’ needs.  

My perception at that time was that students were referred to the program 

because they were having problems at school and that my role as a staff member was 

to provide intervention and support to enable the students to overcome their problems 

and return to school or another educational pathway. I often found myself wondering 

why the students themselves behaved in ways that seemed to reject or resist my 

teaching. Furthermore, while they were able to reflect upon some past behaviours and 

decisions as having negatively impacted their schooling and overall lives, when faced 

with similar situations they often made similar decisions and repeated aggressive or 

inappropriate behaviours. Whilst neither the students nor their parents were happy with 
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the students’ level of educational success, they seemed unable to “see” the decisions 

and actions that led to the creation of that situation. I often found myself wondering if 

I too were unable to “see” the decisions and actions that had led to this situation. 

A significant catalyst to this study was my observation that the students and their 

parents appeared to “reject” me and the educational activities I offered. Whilst students 

and their parents said they valued education, they seemed to position it as more 

important for “other” students and families. This study has therefore evolved from my 

experiences, observations and reflections upon the role I play/played in these students’ 

relationship with formal education. I have included myself as a participant in the study 

along with students, parent/carers and teachers (see Section 4.4.2.4). 

Because of this prior connection to the AEP, I am not an “outsider” and have 

used my own voice in this thesis, particularly through observations and field notes. I 

have, through past experiences with the participants, been able to fill in details that 

would otherwise be missing. Sections of the thesis are written in first person to clearly 

indicate my involvement and “insider” status.  

1.6 THEORETICAL FRAMEWORK 

This research project makes use of Pierre Bourdieu’s theoretical concepts of 

capital, field and habitus, in an attempt to critically examine and understand the social 

influences affecting decisions of some marginalised students to engage in a Willis-

style counter school culture, or school resistant behaviours. Some of the common terms, 

or labels, used to describe these students, such as “at-risk” and “disengaged”, are also 

examined in the context of this study.   

For Bourdieu, formal educational institutions figure centrally in the reproduction 

of educational inequality, explained through the concepts of capital (cultural, social 

and economic), habitus and field. A significant range of educational research projects 

are underpinned by the application of Bourdieuian thinking (Field, 2016; Mills & Gale, 

2007; Portes, 1998). 

Paul Willis is a British sociologist, often described as a cultural theorist, and is 

credited with the development of the concept of the ‘counter school culture’ which 

offers to explain the lack of school success achieved by marginalised students in terms 

other than lack of natural ability or individual effort. Willis (1977) argues against 

viewing the school as central to the reproduction of inequalities, suggesting that 
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schools' influence be seen as more indirect and unintentional (Willis, 1977), and that 

students themselves, through their resistance, contribute to their continued 

marginalisation. Linking the approaches of Bourdieu and Willis suggests the need for 

a greater understanding of the students’ social and educational experiences in order to 

address educational inequalities.  

Drawing on Bourdieu and Willis, this study will explore the concepts of capital 

(specifically social capital), habitus, field and educational resistance. The concept of 

social capital is “one of sociology’s most popular theoretical exports” (Dika & Singh, 

2002, p.31). However, it is a difficult concept to operationalise because it can manifest 

as other forms of capital (human, economic capital, cultural).  Social capital, rather 

than being the end resource, forms the function of assisting the transfer and generation 

of other forms of capital. 

While the exact origin of the term “social capital” is widely debated, Bourdieu, 

Putnam and Coleman are considered the seminal theorists on the topic (Dika & Singh, 

2002). All three key social capital theorists interpret the concept slightly differently 

and while all three conceptualisations are examined in Chapter 3, it is Bourdieu’s more 

sophisticated interpretation (Portes, 1998), with the additional concepts of habitus and 

field, that underpins this study. 

The notions of field and habitus, best described as intellectual tools, or ways of 

thinking, were developed in response to what Bourdieu saw as the limits imposed by 

the domination of sociological debate by the opposing schools of thought, subjectivity 

vs objectivity (Bourdieu, 1990; Webb, Schirato, & Danaher, 2002). Habitus, described 

by Bourdieu as a ‘‘strategy-generating principle enabling agents to cope with 

unforeseen and ever-changing situations” (Bourdieu, 1977, p. 72), can be seen as how 

individuals develop “how they think” as well as the expression of an individual’s 

internalised historical and cultural references. As a way of thinking, habitus can be 

simplistically understood as common sense, or the behaviours an individual is 

orientated towards in a given situation.  Therefore, habitus alludes to the principles 

that guide practice. However it is also a conceptual tool that helps us to examine and 

understand “complex, situated actions with a range of precursors and a range of 

consequences, anticipated, unanticipated, highly visible or less visible” (Reay, 2011, 

p. 249). 
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Bourdieu’s “field” can be seen as the context of that practice. Field can be 

located, as everything exists somewhere, but it is much more than the location: it is a 

“structured space of relations” (Lane, 2000, p. 73) p.73) specific to the physical and 

relational contexts of such things as a family, organisation, team or a classroom.  If 

habitus can be “understood as a system of dispositions” (Bourdieu, 1980, p. 59) or a 

way of thinking, and field as a “structured space of relations” (Lane, 2000, p. 73), then 

these notions, central to Bourdieu’s work, weave together to explain the development 

of an individual’s perception of resistance and conformity (Brown & Rodriguez, 2009), 

and therefore both concepts will be utilised in this research project’s examination of 

some marginalised students’ decisions to resist formal education. 

Also underpinned by the notion of resistance theory, this study explores the 

evolution of resistance theory, drawing from the landmark work of Willis (1977) and 

his notion of a self-defeating resistance, and the later works of Solórzano and Delgado-

Bernal (2001), Giroux (1983, 2001, 1988) and Tuck and Yang (2011), who suggest a 

possible evolution in our understanding of resistance, from self-defeating to 

transformative. These later interpretations of resistance suggest that individual acts of 

student resistance may differ in form and function and potentially in destination. 

However, at the heart of all educational resistance lies the critique of a formal 

education system that lacks the ability to make visible the individual within the 

collective.   

Through this thesis, I advocate for consideration of the lived experiences of the 

students; this study takes up the challenge of focusing research on the restructuring of 

learning environments based on accurate understanding of students’ attitudes and 

perceptions. In the words of Ivan Illich, “most learning is not the result of instruction. 

It is rather the result of the unhampered participation in a meaningful setting” (Illich, 

1974, p. 39). 

1.7 OVERVIEW OF THE STUDY 

This study is situated within a critical interpretivist paradigm (see Section 4.2), 

drawing on the works of social theorists Bourdieu and Willis to build social knowledge 

that may address educational inequalities for students labelled at-risk or disengaged or 

marginalised, through the examination of their social and educational fields.  
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A qualitative instrumental case study design has been chosen as the most suitable 

research design for this project as it allows for a holistic research approach (Crowe et 

al., 2011) whereby the experiences and relationships of the research participants can 

be explored within their natural social and educational contexts.  

A key benefit of case study is the employment of multiple data sources within a 

real-life context that allows the researcher to generate thick descriptions, the major 

strength of qualitative research (Creswell, 2012). Therefore, the multiple data 

collection processes employed in this research project, namely, focus groups, 

interview methodology, observations and document analysis, are methods 

recommended as the most applicable for a qualitative case study (Crowe et al., 2011; 

Stake, 1995).  

The research design is guided by Yin (2003, 2009) and Stake (1995, 2006, 2013), 

who both align case study design with research conducted in real life contexts where 

the boundaries between the context of the research and the subject of the research are 

not clear. However, it is Stake’s (1995) emphasis on the contextual (social and 

historical) interpretation of meaning that is most useful in guiding data analysis. 

Beginning both data collection and data analysis simultaneously is suggested (Cohen 

et al., 2011) and necessary, given the use of focus group methodology and the often-

resistant behaviours exhibited by some of the students.  

All students currently enrolled at the AEP, along with their parents and teachers, 

were offered the opportunity to participate in the focus group and individual interviews. 

Interviews were conducted either at the site or at a mutually agreed venue at the 

convenience of participants. The interview methodology followed three semi-

structured interviews (Seidman, 2013) exploring the educational perceptions and 

attitudes of the participants. Interviews were followed by observations of students and 

teachers within the normal context of the program. Including observation as a data 

collection method serves as both a method of triangulation and as a method to generate 

understanding of the social norms of the social field as it operates within an educational 

field (Simons, 2009).  

Qualitative data collection methods can produce a large amount of data and to 

ensure efficient, effective and ethical use of the data, I employed a process of 

systematic data analysis (see Chapter Four). Written consent for all participants in the 

study was gained, as was ethical approval from both the Queensland University of 
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Technology (QUT) and the Ethics division of DETE. All participation was voluntary 

and anonymous. 

1.8 OVERVIEW OF THE THESIS 

This thesis comprises seven chapters. Chapter 1 has introduced the background 

and significance of the research project while Chapter 2 contains a review of the 

current literature pertaining to the context of the research, educational engagement, 

and alternative education programs. Chapter 2 discusses the continued relevancy and 

evolution of the theory of educational resistance as originally attributed to Willis 

(1977).  

Chapter 3 outlines the theoretical and conceptual frameworks that underpin the 

research, the application of Bourdieu’s relational thinking, and how the interplay 

between field, habitus and capital provides a platform for exploring the factors 

influencing resistance to formal education by marginalised students placed in 

alternative education programs.  

Chapter 4 describes the qualitative and critical interpretivist research 

methodologies for data collection and analysis that inform the pragmatics of the project. 

Chapter 4 sets out the qualitative data collection methods used - focus groups, 

individual interviews, direct observation and document analysis - and outlines how 

both the relevant literature and the theoretical and conceptual frameworks of this 

project guided the data analysis process. 

Chapter 5 introduces the students and teachers and illustrates their cultural 

trajectories into the Alternative Education Program. In Chapter 6, the theoretical 

framework presented in Chapter 3 is used to guide the data analysis and interpretation. 

The Bourdieuian concepts of habitus, capital, field, as well as Resistance Theory, 

underpins the analysis. 

Chapter 7 concludes the thesis by drawing together the preceding chapters, 

responding to the research question, presenting the findings of this research and their 

implications for practice, and making recommendations for future research.  
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Chapter 2: Context of the Research 

All young people have the capacity to learn and to enjoy 

learning; they do not ‘fail school’, rather, schools fail them. 

(Mills & McGregor, 2014, p.2) 

 

2.1 INTRODUCTION 

As the context for my research project is an alternative education program, this chapter 

begins with a review of the literature pertaining to the field of alternative education 

(see Section 2.2), in order to contextualise the research. The chapter will define the 

relevant terms, offer a brief outline of the history of alternative education, and describe 

the general student population and identify the gaps in literature. This will include a 

review of the pejorative labels used within the literature and education policy to 

describe and identify alternative education students and how these terms are implicated 

in the educational marginalisation (exclusion) of these students. Relevant empirical 

evidence on the effectiveness of alternative education will also be reviewed.  A critical 

review of literature is undertaken to illustrate that that despite the social and 

educational ethos of inclusivity underpinning alternative education programs, some 

programs, in particular those with a remedial approach, treat their student clientele as 

a homogenous cohort, misunderstanding or misrecognising their unique stories and 

educational and social needs, and are in themselves “barriers that prevent an education 

system from guaranteeing an inclusive education for all” (Arduin, 2015 , p. 106). 

The purpose of the alternative education program at the centre of my study is the 

re-engagement of disengaged students, and therefore the relevant literature pertaining 

to educational engagement (Section 2.3) is also briefly reviewed and the term 

disengaged is problematised. This chapter presents a review of the literature on 

resistance theory in education (Section 2.4) and drawing on this literature, argues that 

resistance theory offers a useful way to view and position these students and their 

educational and social needs.  Finally, this chapter summarises the argument that 

school resistant is a more accurate and more useful term in understanding these 

students (Section 2.5).  
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2.2 ALTERNATIVE EDUCATION 

Contextualising research within the field of alternative education is not a simple 

task, as Alternative Education is a very broad term that encompasses various and 

different educational programs, services and sites catering for students experiencing a 

range of difficulties in mainstream education (Aron, 2003; Aron & Zweig, 2003; Lehr, 

Lanners, & Lange, 2003; Mills & McGregor, 2014). Globally, services falling under 

this term are wide, ranging from remedial education for problem children, to 

individualised approaches for gifted children (Mills & McGregor, 2014; Nagata, 

2007).  

Aron and Zweig’s 2003 review of the literature (particularly pertaining to the 

US context) highlighted the lack of a single clear definition of alternative education 

that covers all models, stating that “there is no commonly accepted or commonly 

understood definition of what constitutes alternative education” (pp. 20-21), and this 

limited agreement on the definition (Prior, 2013; Thompson, 2016) continues to the 

present day. 

Further, Lange and Sletten’s (2002) claim that the term alternative education 

“can mean different things to different audiences” (p. 5) is supported by recent 

literature from the USA, where most state education authorities offer a range of 

alternative programs and services, often defining alternative education in their own 

context (Lehr, Tan, & Ysseldyke, 2009; Porowski, O'Conner, Luo, 2014; Schwab, 

Johnson, Ansley, Houchins, & Varjas, 2016). 

The US Department of Education defines alternative education as: 

…[any] elementary/secondary school that (1) addresses needs of students that 

typically cannot be met in a regular school, (2) provides non-traditional 

education, (3) serves as an adjunct to a regular school, or (4) falls outside the 

categories of regular, special education, or vocational education.  

(Sable, Plotts & Mitchell, 2010, p.61, C-1)  

The US definition is very broad and encompasses all models of alternative 

education. If applied to an Australian context, this definition would also cover the 

School of Distance Education, a service that ensures the provision of formal education 

for students in the remote parts of the country, but that is not considered in Australia 
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to be alternative education. Therefore, this definition fails to accurately define 

alternative education as it pertains to the context of my research. 

In the UK, the Department for Education uses the term alternative provision, 

defined more narrowly as:  

…education arranged by local authorities for pupils who, because of exclusion, 

illness or other reasons, would not otherwise receive suitable education; 

education arranged by schools for pupils on a fixed period exclusion; and pupils 

being directed by schools to off-site provision to improve their behaviour.(DfE, 

2013, p.3)        

This definition focuses on who is served rather than how (Thomson & 

Pennacchia, 2016a) and yet, could exclude alternative provisions within the school or 

on the same site, which can occur in the Australian context. Therefore, similar to the 

US definition, the UK definition fails to provide an accurate definition of alternative 

education that suits the purposes of this research. Furthermore, both the US and UK 

definitions mention, but fail to explicitly articulate, the difference between different 

types of alternative education models.  

Different models of alternative education are “shaped by particular religions, 

ideologies or deficit constructions of youth” (Mills & McGregor, 2014, p.15).  

Ideologies that are alternative to mainstream theories of child development drove the 

development of alternative educational models such as Montessori Schools and Steiner 

Schools (Miller, 1989; Sliwka, 2008). These models focus on a student centred, 

holistic education, and offer alternatives to what is seen as the rigidity of public 

education (Quinn, Poirier, Osher, & Skiba, 2006).  Such models are commonly 

referred to as Alternate Schools.  

Other alternative education models are more policy driven: for instance, aimed 

at increasing retention rates through re-engaging those students who have become 

disengaged from the more traditional educational pathways (Aron, 2006; Te Riele, 

2012) or catering for students with challenging behaviours (de Jong & Griffiths, 2012). 

However systemic policies aimed at improving student retention and/or reducing 

student behaviour, are often shaped by deficit constructions of youth (Mills & 

McGregor, 2014; Te Riele, 2012). These models are what are more commonly 

understood as Alternative Education Programs. In Queensland, Australia, the term 
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Alternative Education Program is most often used as a colloquial umbrella term 

capturing a number of alternative education services. Additional to the lack of 

consensus over official definitions, the terminology used is often contested (Te Riele, 

2006, 2012), with many terms often (and erroneously) used interchangeably – 

Alternative Schools, Second-Chance Schools, Behaviour Schools, Flexible Learning 

Centres, Flexible Learning Programs, Positive Learning Centres, Community Based 

Programs and Blended Learning Programs (Aron, 2006; de Jong & Griffiths, 2012; 

Plows, Bottrell, & Te Riele, 2017; Riele, 2007; Te Riele, 2012; Thomson & 

Pennacchia, 2016a). Within the Australian context, the debate over the negative impact 

of labelling of both students and programs, gave rise to a new term of Learning 

Choices, favoured by the Dusseldorp Skills Forum (an independent, not-for-profit 

organisation that aims to enhance the opportunities for education and employment for 

all young people) as a more positive term for alternative educational programs (Te 

Riele, 2012).  

Adding to the confusion are the different types of learning that may take place 

in alternative programs, such as formal, non-formal, and informal learning. A 

framework developed by Coombs and Ahmed (1974) on behalf of the International 

Council for Educational Development offered a definition of these types of learning 

still widely accepted and in use today (Merriam & Caffarella, 1999; Nelson, Cushion, 

& Potrac, 2006; Tuijnman & Boström, 2002). Therefore, in the context of this study, 

the term formal learning is used in regard to an “institutionalised, chronologically 

graded and hierarchically structured educational system” (Coombs, 1974, p.8). Non-

formal learning pertains to “any organised, systematic, educational activity carried on 

outside the framework of the formal system to provide select types of learning to 

particular subgroups in the population” (Coombs & Ahmed, 1974) p.8). Informal 

education will be defined as “the lifelong process by which every person acquires and 

accumulates knowledge” (Coombs, 1974, p. 8).   

The research that informs this thesis was undertaken in an Alternative Education 

Program, an established program operating as a part of the Queensland formal 

education system, operating off-site from a mainstream school and driven by 

government policy of catering for students with challenging behaviours. This program 

can best be described as part of the formal education system offering students a type 

of formal learning. According to the Ministerial Council on Education, Employment, 
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Training and Youth Affairs2 (MCEETYA), the most common purpose for Alternative 

Education programs in Australia is to cater for students forced out of mainstream 

schooling due to challenging and disruptive behaviours (de Jong & Griffiths, 2006).   

For the purposes of contextualising my research, such Alternative Education Programs 

will be defined as “programs designed to support students who are unlikely or unable 

to access mainstream education programs for a number of reasons” (de Jong & 

Griffiths, 2006, p. 30), and referred to using the acronym of AEPs. 

2.2.1 Typology of alternative education programs 

Given the diffuse definitions of alternative education, many educational researchers, 

in an effort to inject clarity into the debate over defining the academic field of 

alternative education, have favoured a typology based on common characteristics or 

client base over a definition (Aron, 2006; de Jong & Griffiths, 2006; Te Riele, 2007). 

These scholars argue for a classification system of common characteristics as a way of 

generating greater understanding of the different types of alternative education 

programs (Aron, 2006; Aron & Zweig, 2003; Raywid, 1994; Te Riele, 2007). While 

there is currently no single universally accepted typology, the typology developed by 

Raywid in 1994, identifying three types of alternative education based on their 

intended program goals known as Type I, II and III, continues to be used in the US 

today (Morrissette, 2011; Thompson, 2016).  

Raywid (1994) identified Type I programs as innovative, that is, those showing 

a distinct departure from traditional educational organisational, programming and 

administration methods. Attendance at these programs is generally voluntary, with a 

focus on providing genuine alternative educational choices for students and parents. 

Type I programs are usually popular with parents and students and some charter 

schools in the US follow this model. The programs are generally full-time and offer 

genuine alternative pathways to a recognised credential, through an individualised 

approach to a student’s education. A prominent example is Summerhill in Suffolk, 

UK, founded in 1921. Whilst offering mainstream credentials, Summerhill students 

navigate optional, personalised learning pathways (Woods & Woods, 2009).  

                                                 
 
2   MCEETYA is an Australian Federal Council, overseen by the Council of Australian Governments 
which was renamed the Ministerial Council for Education, Early Childhood Development and Youth 
Affairs (MCEECDYA) in 2009 and again renamed the Standing Council on School Education and 
Early Childhood in 2012.  
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Type II programs are identified as behavioural programs, and in some localities, 

have been likened to correctional facilities (Te Riele, 2009), for example, Last chance 

programs where attendance is mandatory and seen by students more as a consequence 

of previous behaviours than an alternative pathway to the future. The typical approach 

to behaviour management/modification is through segregating disruptive students 

from other students until their behaviour improves.  

Type III programs take a remedial or rehabilitative approach. Rules on 

attendance vary, from mandatory attendance to voluntary, and the focus is on ‘fixing’ 

problem students. While similar to Type II, Type III programs have a more therapeutic 

focus than Type II, offering counselling services and access to other external agencies 

(Raywid, 1994). Research from both the US and Australia indicates that while all three 

of the Raywid (1994) program types are capable of achieving positive student 

outcomes, the benefits for students engaging in Type II programs are often short term 

and temporary (Aron & Zweig, 2003; Holdsworth, 2004). 

Although leading the field in mapping the typology of alternative education 

programs, some critics (see, for example, (Hendrick, 2005; Kellmayer, 1995) have 

voiced concerns over Raywid’s perceived failure to consider the overlapping of 

program features and her inclusion of deficit or flawed models such as those reliant on 

segregation. In its defence, Raywid’s typology was developed to distinguish more 

effective models of alternative education, in an attempt to move the field towards 

models of alternative education that could offer genuine and transformative alternative 

pathways (Raywid, 1990, 1994). Therefore, as Lehr and Lange (2003) note, the only 

valid criticism should be that recent conceptualisations of AEPs offer more complexity 

than can be captured in Raywid’s initial work (Lehr & Lange, 2003), as in programs 

for children deemed to possess behaviour problems that are voluntary and include a 

remediation or therapeutic approach. 

While Aron and Zweig (2003) suggest building on Raywid’s (1994) typology by 

including dimensions such as student population, ecology, educational focus, 

administration and credentials offered, more recently Te Riele (2007) proposed an 

“alternative education landscape” map (see Figure 2.1), placing emphasis on only two 

dimensions: locus of change and stability of program.  
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Figure 2.1 Map of educational alternatives for marginalised youth (Te Riele, 2007)  
 

Through the map (see Figure 2.1), Te Riele (2007) provides a “framework for 

understanding the variety of educational alternatives” (Te Riele, 2007, p. 54) that 

contributes much value to the discussion on the effectiveness of alternative education 

programs by defining programs by whether they are aimed at changing the students, 

or whether they focus on changing the educational experience of the student. While 

the focus of Te Riele’s (2007) map is on post-compulsory education, it holds relevance 

for alternative programs catering for “young people who – for whatever reason – are 

unlikely to complete Year 12 schooling in mainstream settings” (Te Riele, 2007, p. 

54) 

Alternative programs aimed at changing the students are underpinned by a deficit 

conceptualisation of these students (Te Riele, 2007), and focus on counselling and/or 

behaviour management and improving students’ basic literacy and numeracy skills. 

Such programs are located in the 1st and 2nd quarters and share purposes similar to the 

flawed “remove, rehabilitate, return” model of alternative education (Granite & 

Graham, 2012). An opposing perspective focuses on offering genuine learning 

choices, improving overall educational success by reshaping the students’ experiences 
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through the provision of student centred, interconnected learning pathways. Such 

programs are located in the 3rd and 4th quarters (see Figure 2.1), and are designed to 

change the educational experience for the students, and provide increased opportunity 

for students to fully engage in education through the provision of an alternative 

educational experience (Te Riele, 2007).  

The use of a typological approach may be seen as adding value and clarity of 

purpose to the academic debate on the provision of alternative education programs, in 

particular when considering the most effective practices or principles of alternative 

education programs. Aligning student needs to specific alternative programs is a 

process that, while guided by policy, requires clarity of a program’s purpose, the needs 

of the students, and the alignment between the perspectives and practice of staff and 

students, in order to be successful. The literature shows that across educational 

jurisdictions, much time and consideration has been given to developing alternative 

education programs along the dimensions of who is served, where the program is 

located, what is the curriculum, and the pragmatics of how it is delivered. 

Nevertheless, there appears that a limited focus has been placed on understanding who 

these students really are and why they are where they are.  

Subsequently, an aim of my research (see Section 1.3) is to generate a more 

informed understanding of why these students continue to be marginalised and how 

they can be best supported in their education. The intention of this research is to 

question how alternative education programs are conducted in Australia, and the 

resultant knowledge used to develop a more effective model of alternative education 

programs. 

2.2.2 History and development of alternative education 

 The field of alternative education began in the early 20th century, 

shortly after the wide introduction of public education (Semel & Sadovnik, 2008; 

Turton, Umbreit, & Mathur, 2011). Its development was influenced by visionaries 

such as John Dewey, Rudolph Steiner, and Maria Montessori (Nagata, 2007). Recent 

decades have seen an increase in the number of alternative educational choices 

available across most countries affiliated with the Organisation for Economic Co-

operation and Development (OECD), such as Australia, USA and the UK (Foley & 

Pang, 2006; McFadden, 2010; Sliwka, 2008; Young, 1990).  
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In the USA, ideology and the desire for more just and equitable educational 

models solidified in the 1960s into a strong social movement with a focus on 

developing alternative schools to meet the needs of the disadvantaged and minorities. 

(Lange et al., 2002; Meyers, 1988; Raywid, 1994). Alternative schooling became 

available for students and parents searching for a more equitable education, and 

alternative education programs were offered to students who were perceived as 

needing a different form of education, outside of mainstream environments (Siegrist 

et al., 2010). This ‘perception’, a deficit construction of student identity by educational 

authorities, was usually characterised by student behaviour and/or life circumstance 

and reserved for racial minorities, drop-outs, truants, and disruptive students 

(Carswell, Hanlon, O'Grady, Watts, & Pothong, 2009; Neumann, 1994; Siegrist et al., 

2010). 

 In the United Kingdom, by the 1970s, alternative education was being provided 

for disruptive and truanting students with a goal of remediation (Grunsell, 1980). By 

2008, the UK Government released Back on Track - A Strategy for Modernising 

Alternative Provision for Young People, the White Paper articulating the UK 

Government’s comprehensive plan to address what was then a growing issue of 

excluded students (Department for Children, Schools and Families (DCSF), 2008). An 

indication of both the ongoing need and the limited success in resolving the issue, a 

White Paper entitled The Educational Excellence Everywhere, was released in 2016, 

outlining the Government’s ongoing commitment to alternative education reform.  

In Australia, specifically Queensland, the alternative education movement is 

considered to have begun in the 1920s with special provisions made for students who 

“were not making normal progress” (Logan & Clarke, 1984, p. 18). The initial intent 

of these classes, colloquially known as “backward classes”, was educational support 

for blind and deaf students. The lack of specific criteria for placement however, 

resulted in the few centres that were established becoming overrun with students 

exhibiting behavioural and disciplinary problems (Logan & Clarke, 1984). In 1926, 

these centres were renamed “opportunity schools”, and placement was restricted to 

children with government-recognised disabilities. Later, with the 1973 release of the 

Karmel Report on the needs of all schools (and how the government might address 

them) (Karmel, 1973), a range of federal government funding sources targeting 
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inclusive schooling practices were initiated that saw the widespread development of 

AEPs across Queensland (Slee, 1986). 

 In Queensland, the Education Queensland 2010 Strategy (QSE 2010) through 

its associated Building Success Together – A Framework for Students at Educational 

Risk (Education Queensland, 2000), saw the establishment of AEPs across the state in 

response to the growing issue of students whose behaviour impacted on their learning 

and the learning of others (Education Queensland, 2000).  

Whilst the overarching policy “promoted a reasonably strong social justice 

agenda” (Taylor & Henry, 2003, p. 12) and focused on improving outcomes for “at-

risk groups”, the associated framework, “rather than avoiding a deficit approach 

…actually reinforced it” according to some critics (Taylor & Singh, 2005, p. 11). 

Brader and McGinty (2005) undertook a review of Australian (and international) 

policy, approaches to re-engaging disengaged students and found policy supported the 

model’s focus on “increasing surveillance and control measures” (p. 1).  Locally, such 

a policy approach ostensibly failed to understand or solve the issue of student 

behaviour, as demonstrated by the 2013 announcement by the Queensland Education 

Minister of “an enhanced (emphasis added) commitment to alternative learning centres 

that provide highly specialised support to students with the most complex needs” 

(Queensland Government Media Statement, October 2013). Driven by policy, the need 

to provide support for students deemed ‘unsuccessful’ in mainstream education 

through the establishment of alternative and often segregated programs, demonstrates 

a less than inclusive approach to these students.  

2.2.3 Students in alternative education programs  

AEPs cater for some of the most vulnerable youth in schools, students who face 

a myriad of challenges to achieving success in school and it is imperative that AEPs 

support these students (Gable, Bullock, & Evans, 2006). However, this is not a singular 

grouping but a wide and diverse cohort (Simonsen & Sugai, 2013). For example, whilst 

some students accessing AEPs exhibit disruptive behaviours and are formally 

excluded from mainstream schooling, others (or their parents/carers) access AEPs 

voluntarily, searching for an individualised and supportive format of education they 

desire but have failed to find in mainstream schooling.  
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In Australia, most AEPs are policy driven, developed in response to federal and 

state government policy initiatives aimed at either re-engaging disengaged students 

and increasing numbers of students completing Year 12 (Te Riele, 2007, 2012), or 

addressing the need to cater for challenging and disruptive student behaviours (Arnold, 

Yeomans, & Simpson, 2009; De Jong & Griffiths, 2006; Slee, 2011; Thomson & 

Pennacchia, 2015). Much of the contemporary educational policy is underpinned by 

the notion of individual accountability, which does little more than hold students 

accountable, or to blame, for their lack of educational success (McGregor, Mills, Te 

Riele & Hayes, 2015). 

At a national, or systemic level, this type of educational policy effectively 

reduces all students accessing AEPs to an all-encompassing singular deficit label (Te 

Riele, 2012). This is not unique to Australia as, in the US, AEPs are most often used 

to cater for a diverse student demographic usually broadly labelled as “at-risk youth” 

(Aron, 2003; Smith & Thomson, 2014). This term is generally understood to mean 

youths who are at risk of not completing Year 12 and gaining employment but may 

also include youth who might engage in criminal activity or self-harm. Students 

labelled at-risk may include teen parents, suspended/expelled students, drop-outs and 

truants, delinquent teens, youth with mental health issues, low-achievers, Indigenous 

students, and ethnic minorities (Lange & Sletten, 2002; Rennie Center, 2014).  

Finnan and Chasin (2007) state that in the US, “approximately one third of all 

high school students drop out” (p. 627). The provision of AEPs to support these ‘drop-

outs’ to re-engage with education and complete their schooling is a socially just and 

honourable vocation. However, if the program’s staffing, location, curriculum and 

resourcing are all developed to assist the ‘drop-out’ through a one size fits all service 

provided to all students with said label, targeting the specific needs of each student is 

difficult. McWhirter, Shepard, and Hung-Morse (2004) demonstrated four distinct 

types of ‘drop-outs’ - disengaged, low-achievers, quiet, or maladjusted. A student who 

is a low-achiever may require support which is distinct in its approach from a student 

who is ‘maladjusted’. 

It is clear that the lines between these student populations are blurred (Te Riele, 

2012) and this may render a policy as misrepresenting the actual cohort and thus 

ineffective. Accurate knowledge of the program and the cohort it services is critical to 

providing AEPs that target the needs of the students (D’Angelo & Zemanick, 2009). 
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Without a clear ideological base from which to draw curriculum and pedagogy, it is 

possible that all ‘drop-outs’ will receive a similar intervention, negating the 

individuality of the intervention and reducing the targeted flexibility of alternative 

education to a rigidity more synonymous with mainstream schooling.  

The AEP in this study serves a cohort that is often categorised as educationally 

at-risk which, in Queensland, is used as a general term to broadly indicate students 

unlikely to finish Year 12 (DETYA, 2001). However, “policy interpretations of youth 

‘at-risk’ tend to construct ‘risk’ either as an individual attribute or as a condition of 

particular groups” (Te Riele, 2006, p. 136). The ongoing use of the term at-risk 

receives criticism in the literature as a continuation of deficit logic which does little 

more than blame the student and/or family for “the differences between the culture of 

the school and that of the pupils’ homes” (Araujo, 2005, p. 258).  

The AEP which provides the setting for this study is largely policy driven. For 

the students referred to this setting, the AEP is seen as a last resort response by their 

school to their behaviours. Other, earlier responses can range from providing in-class 

support to enforcing school disciplinary absences from school. The use of the term, 

“school disciplinary absence” rather than suspension and/or exclusion, “serves to 

emphasize that it is the child who is entirely at fault and in need of such ‘disciplinary’ 

measures” (Mills & McGregor, 2014, p.18). This pathway into the AEP suggests that 

the cohort referred to this program is shaped by a deficit construction of the students. 

The term at-risk is a deficit construction, that is not only applied to a wide 

demographic based on very broad characteristics and life circumstance, but one that 

ignores the “structural and institutionalized patterns of oppression” (Ginwright et al., 

2005, p. 28) impacting on these individuals. Therefore, the term will not be used in my 

research but rather, in Section 2.4, I will draw on the literature to argue for the use of 

the term school resistant as a more accurate and useful term in the context of my 

research.   

2.2.4 The effectiveness of alternative education programs 

It is not a straightforward task to determine the effectiveness of alternative 

education programs (AEPs). As part of the formal education system, effectiveness 

against the same “standardised assessment regimes privileged in the Australian (and 

international) educational policy sphere” (Thomas, McGinty, Te Riele, & Wilson, 
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2017, pp. 455-456) is desired by policy makers (Te Riele, Wilson, Wallace, 

McGinty, & Lewthwaite, 2017). While there is support for AEPs to include a focus 

on improving academic outcomes (Te Riele, 2009), Wyn et al. (2014) caution against 

this, suggesting the effectiveness of alternative education goes “beyond traditional 

measures of attendance, retention and pathways’ (p. 8).  Some researchers argue that 

within alternative education, the social, emotional and academic needs of students 

are interdependent (Gutherson, Davies, & Daszkiewicz, 2011; Johns & Parker, 

2017). Unsurprisingly, Te Riele et al. (2017) suggest that the wide range of services 

provided under the banner of alternative education currently have “difficulties in 

defining and measuring their product (outcomes)” (p. 126). 

Thomson and Pennacchia (2014) conducted a large-scale project exploring the 

effectiveness of AEPs. A key finding of their research, encompassing 17 AEPs across 

four countries was that, despite differences in structure, rhetoric, staffing, curriculum 

or pedagogy, there was a shared underlying goal of these AEPs to change the student’s 

behaviour. Therefore, the measure of success, or effectiveness of these AEPs, could 

be distilled to changes in behaviour, as measured through such instruments as: 

standardised tests, checklists, behaviour charts, and attendance. However, even against 

these measures, there was little empirical evidence of improved behaviour (a 

subjective measure in itself) as a measure of effective outcomes for these students. 

These findings echoed research in Australia suggesting that inconsistency is endemic 

in AEPs, subsequently reducing the likelihood of providing the kind of meaningful 

education that could result in improved outcomes (McGregor et al., 2015).   

If the re-integration of students back into mainstream school is the goal of AEPs, 

then the number of students successfully transitioning back to mainstream school 

could be an indicator of the effectiveness of programs. However, the ‘return to school’ 

phase of alternative programs is often problematic for these students, with mainstream 

schools either being unwelcoming of their return or simply providing the same rigid 

and alienating structures previously experienced by the students (Lane, Gresham, & 

O'Shaughnessy, 2002). In some cases, the stigma of attending an AEP stays with the 

students after transition, forging a reputation as ‘troublemakers’ and drawing the 

suspicion and further attention of authority figures (Granite & Graham, 2012), and 

often results in difficulty in establishing positive networks and supportive 

relationships. 
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In Australia, and Queensland specifically, a fragmented history of alternative 

education and a disconnected array of often competing, ideological and political 

agendas (Te Riele, 2007) within the field has resulted in a lack of common 

understandings and shared terminology, limiting the ability to critique and compare 

the effectiveness of alternative programs for students who have been evicted from 

mainstream schooling. 

Furthermore, as noted, in Australia and internationally, AEPs encompass a wide 

array of programs and services, approaches and ideologies catering for a wide and 

heterogeneous student demographic. While the literature discusses best practice, and 

offers a few specific ideal models, there is only limited empirical evidence supporting 

the effectiveness of AEPs (Thomson & Pennacchia, 2014), and as such determining 

effectiveness within such a broad and disconnected field is a difficult task (Aron, 2006; 

Aron and Zweig, 2003; Lange & Sletten, 2002; Mills & McGregor, 2010; Te Riele, 

2007; Thomson & Pennacchia, 2015). 

Adding to the complexity surrounding any measure of effectiveness, the very 

aspects lauded as ‘best practice’ by some researchers give rise to questions from other 

researchers regarding the role of AEPs in the continued marginalisation of these 

students. For example, reduced numbers of students and teachers may increase the 

ability of teachers to cater for individual student’s needs, with some researchers 

(Connor, 2006; Mills & McGregor, 2010; Mitchell & Carbone, 2011; Zyngier, 2008) 

arguing that smaller number of students may lead to an increase in the provision of 

relevant, challenging and negotiated curriculum and pedagogy tailored to the 

individual. Granite and Graham (2012) however contend that smaller educational 

settings face greater difficulties in providing a balanced and challenging curriculum. 

There are further concerns within the literature (Rose, 2005; Thomson & Pennacchia, 

2014) that the lack of shared ideology and understanding of the students’ needs 

amongst AEPs’ staff, corrupt the implementation of best practice, with many programs 

falling into a remedial and teacher-directed approach to engaging the students in 

‘hands-on’ practical work (Jeff Thomas, Dyment, Moltow, & Hay, 2016). One such 

pedagogy that can inform the approach educators take when working with 

marginalised students is critical pedagogy. Critical pedagogy will be considered here 

as relevant to the context of alternative education, more as a theoretical framework to 
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be applied to considerations of effectiveness, rather than a review of critical pedagogy 

literature. 

2.2.5 Critical pedagogy 

As a teaching and learning approach informed by critical social theory, critical 

pedagogy is underpinned by the desire to “empower the powerless and transform 

existing social inequalities and injustices” (McLaren, 2014, p.122).  It is an approach 

to education that “challenges the social, environmental, and economic structures and 

social relations that shape the conditions in which people live, and in which schools 

operate” (Kirylo, Thirumurthy, Smith, & McLaren, 2010.p, 332). Critical pedagogy as 

defined by Shor (1992) constitutes “habits of thought, reading and writing and 

speaking which go beneath surface meaning” (p. 129). While many authors have 

contributed to the literature on critical pedagogy (see, for example Duckworth, 2014; 

Freire, 1970; Giroux, 1983, 1988, 2005; Kincheloe, 2008, 2012, 2014; McLaren, 

2014), Paulo Freire (1970) is considered the seminal author, and his insistence on 

humanisation in pedagogy as a central tenet of critical pedagogy is of particular 

relevance to this study.  Freire argued against the traditional model of education, which 

he called the “banking education model” (Freire, 1970), which frames teachers as the 

holders of knowledge and students as passive recipients of this knowledge. In such a 

model, education is not a democratic, active process of constructing knowledge, but a 

passive process, “transferring the knowledge statically, as a fixed possession of the 

teacher” (Freire & Shor, 1987, p. 14), in which students are expected to compliantly 

adopt the dominant constructions of knowledge. Such a model dehumanises students 

and perpetuates deficit views of marginalised students, further alienating them from 

mainstream education (Giroux, 2006; Kincheloe, 2014). 

Humanising pedagogy calls for understanding and treating students as thinking 

and feeling, agentic beings. According to Freire (1970), this humanisation happens 

when ‘who’ is being taught is examined along with the ‘what’ is being taught and 

‘how’ it is taught. Hence critical pedagogy is a humanising approach, as it is 

“profoundly concerned with understanding subjugated forms of knowledge coming 

from various oppressed groups and examining them in relation to other forms of 

academic knowledge” (Kincheloe, 2008, pp.25-26). When this examination takes the 

form of a dialogue between teacher and students, students are recognised and take an 

active part in the learning process. This dialogic approach to teaching promotes 
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“conscientisation”, where students can engage in critical reflection and exchange 

ideas, debate, discuss and challenge their disempowerment (Freire, 1970; Smidt, 

2014). 

Following on from the work of Freire (1970), critical educators suggest that 

when working with marginalised students, a humanising critical pedagogy approach 

should be adopted to allow these students to take their own stance against 

disempowerment and oppression. Ade-Ojo and Duckworth (2015) describe the 

purpose of critical pedagogy as “social transformation through emancipation of 

individuals and their communities from limited or oppressive beliefs and structures 

towards a more just, equitable and empowering world” (2015, p. 107). 

In relation to the effectiveness of an alternative education program for 

marginalised students, critical pedagogy suggests that an effective, or meaningful 

educational service for these students would require a more overt awareness (and 

incorporation into the alternative program) of the way the curriculum and pedagogical 

approach contributes to their continued marginalisation (Giroux, 1983, 2005; 

Kincheloe, 2008; McLaren, 2015).  

The positioning of these students on the margins of education is accomplished 

through the “structure and evaluation of the curriculum” (Giroux, 2005, p. 14), and a 

pedagogical approach that “specifies a particular version of what knowledge is of most 

worth, what it means to know something and how we might construct representations 

of ourselves, others, and our physical and social environments” (Simon, 1987, p.370). 

In other words, “curriculum favors certain forms of knowledge over others and affirms 

the…values of select groups of students…and social relations embodied in classroom 

practices benefit dominant groups and exclude subordinate ones” (McLaren, 2014, 

p.147).  

Therefore, from a critical perspective, an individualised curriculum could only 

be considered ‘best practice’ if underpinned by a pedagogical approach that goes 

beyond providing activities that continue to privilege the dominant constructions of 

knowledge and learning. For instance, the design and provision of a ‘best practice’ 

individualised curriculum for students in an AEP would need to be based on a 

consideration of how the student’s experiences of mainstream curriculum/pedagogy 

influenced their trajectory into alternative education (McLaren, 2014).  
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This does not mean critical pedagogy sits in opposition to the features of best 

practice for AEPs described in the literature. For example, while relationships figure 

significantly in ‘best practice’ literature (Aron, 2003, 2006; Thomson & Pennacchia, 

2014; Zyngier, 2008), there are theoretical perspectives that suggest that the very 

discourse of AEPs (and formal education as a whole) promotes conflict and resistance 

rather than productive relationships for marginalised students (Maag, 2004; Reay, 

2012). Underpinned by a critical perspective, a focus on building relationships may 

also involve dissecting assumptions regarding current and historical student/teacher 

relationships with and within mainstream school (Kincheloe, 2008). 

Critical pedagogy is a “moral project and not a technique” (Giroux & Barroso, 

2013). As such, a critical approach to alternative education may offer “a potential and 

rich space for transformation where learners can explore their narratives and society 

around them” (Ade-Ojo & Duckworth, 2015, p.113). Alternative education 

underpinned by such an approach may provide an ideological unity to the 

implementation of ‘best practice’ elements of AEPs. As Haberman (2010) suggests, 

“whenever students are involved with applying ideals such as fairness, equity, or 

justice to their world, it is likely that good teaching is going on” (Haberman, 2010, p. 

86). 

2.2.6 Contribution of this research to alternative education 

The overall aim of this research is to develop better ways to support students 

attending AEPs by generating a greater understanding of the student’s relationship 

with formal education and how this is played out in an alternative education context. 

A critical review of the literature suggests the policy-driven provision of alternative 

education fails to accurately understand the needs of their students or the mechanics 

behind their movement to the fringes of the formal education system. This has resulted 

in a range of alternative education models that position students as ‘deficit’, all 

similarly orientated towards “fixing” these student deficits and returning students to 

mainstream schools. These models operate from a policy perspective that fails to 

challenge, and often perpetuates, the structural exclusionary practices operating within 

mainstream schools (Granite & Graham, 2012; Mills & McGregor, 2016; Pennacchia 

& Thomson, 2014), prompting Graham, Van Bergen and Sweller (2016) to conclude 

that attendance in an AEP is “unlikely to lead to improved outcomes” (p. 51). 
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To reiterate, while there is a large body of literature pertaining to AEPs in all 

their different guises, much of the attention is paid to the issue of defining alternative 

education, describing the typology of programs and collating lists of “best practice”. 

The term “best practice” refers to “features or characteristics thought to be esseintial 

to the success of alternative education” (Aron, 2003, p. 17) from the perspective of 

researchers and teachers alike (Lange & Sletten, 2002). Less attention however has 

been paid to understanding the students attending AEPs, their lives, perceptions and 

educational and social experiences and needs. Why do students engage in the 

behaviours that result in their removal from mainstream education? Why do some 

students continue to engage in these behaviours when presented with an alternative to 

the mainstream educational context? What is the relationship with formal education 

that led to these students taking up positions on the margins of education, and 

ultimately their relocation in alternative education?  How do the student’s experiences 

and the structure of schooling, work together to power this relationship? How would 

the students, if asked, explain this relationship and their acceptance or rejection of it?     

This research follows in the steps of, and draws from, research such as the 

examination by Smyth and McInerney (2012) of youths’ own stories of disengagement 

and re-engagement from formal education. Using semi-structured interviews, 

conducted with 100 youths aged from 13 – 22 living in regional Australia in 2010 and 

2011, Smyth and McInerney provide data in the form of youth narratives, which 

indicate the need for the rethinking and restructuring of curriculum and pedagogy in 

AEPs.  

The students in Smyth and McInerney’s study through their own narratives 

illustrate how student agency can interact with the institutional structure, characterised 

by  “large classes, impersonal and disconnected learning, constant pressure to engage 

in work that is tedious and unchallenging, competitive assessment regimes, and the 

strict and unbending disciplinary code” (Smyth & McInerney, 2012, p. 195) to 

construct “overt forms of resistance, disciplinary infractions and truancy” (Smyth & 

McInerney, 2012, p. 190). Backed by students’ own voices, the authors call for a new 

‘social space’ through which the educational ‘issues’ of marginalised young people 

could be reframed, moving away from “individualising the issue – it’s them or their 

families that are the problem” (Smyth & McInerney, 2012, p. 199).   
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This research heeds the call of Smyth and McInerney (2012) and will use the 

students’ own voices to examine the relationships experienced by students within the 

AEP and reframe the issue, moving away from a deficit model where the problem is 

located with the student, to a relational model, where the problem is located within the 

relationships and interactions between agents. 

My research builds on the work of Connor (2006) in understanding how 

relationships might present barriers to, or opportunities for, educational success. 

Connor’s (2006) research into AEPs in Logan, Queensland, encompassed five 

mainstream schools and five AEPs nominated by the regional Executive Director of 

the Queensland Education Department as “exemplifying innovative programs and 

strategies designed to meet the needs of ‘at- risk’ students” (Connor, 2006, p. 13). A 

qualitative study employing a student forum, interviews and questionnaires, found 

evidence of a considerable individual effort on the part of staff to cater for the needs 

of the students, while at a systemic level, policy and procedure hindered the practice 

and expected success for both teacher and student. Connor (2006) suggested that the 

practices of individual teachers are both empowered and constrained by the structures 

of the formal system, but did not consider whether the practices of the individual 

students are similarly influenced by the structure of the formal education system. This 

research therefore will then extend the work of Connor (2006) by including both 

teachers and students in an examination of whether both the problem and the solution 

might lie within the relationships experienced within the AEP.  

Section 2.2 reviewed literature on AEPs demonstrating that, across the field of 

alternative education, there are issues pertaining to clarity of purpose, understanding 

of student needs, and the impact of social relations and classroom practice resulting in 

alternative education. It is therefore argued that in all its guises, alternative education 

in Australia fails to achieve significant effect in terms of educational and social change 

for our most marginalised students. My research aims to go beyond examining the 

visible materiality of alternative education programs, and aims to shed light on, 

examine and understand the social relations and practices that legitimise existing 

inequalities. 

In the following section, I briefly review the literature regarding the concept of 

educational engagement and, in so doing, present an argument for conceptualising the 

students at the centre of my research as school resistant rather than disengaged. Not 
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only is education engagement difficult to singularly define (Harris, 2010; McMahon 

& Zyngier, 2009; Solomonides, Reid, & Petocz, 2012), “not all conceptions of 

engagement equally promote academic success for marginalised students” (McMahon 

& Zyngier, 2009, p. 176).  This is significant, as how educational engagement is 

understood and operationalised (and contested) influences how the process of 

disengagement is perceived, and subsequently, how programs to support the re-

engagement of students are designed and implemented.  

2.3 EDUCATIONAL ENGAGEMENT 

 Across the literature, educational engagement is conceptualised and 

defined in myriad ways; however, this lack of clarity impacts on how it is 

operationalised (Christenson & Reschly, 2012). For instance, engagement can be 

viewed from a constructivist or objectivist standpoint (McMahon & Zyngier, 2009), 

understood as both an outcome and a process (Christenson & Reschly, 2012), and be 

defined as behavioural, emotional and/or cognitive (Fredricks, Blumenfeld, & Paris, 

2004). While educational engagement is strongly associated with achievement (Bishop 

& Pflaum, 2005), Vallee (2017) suggests its use in education is “problematic and, 

ultimately exclusionary” (p. 920). Appleton, Christenson and Furlong (2008) suggest 

that “sufficient engagement with school … does not occur for far too many students” 

(p. 372) and that “the construct of engagement is useful” (p. 373). However, they also 

argue that “theoretical and research literature on engagement generally reflects little 

consensus about definitions and contain substantial variations in how engagement is 

operationalized and measured” (p. 370).   

Significantly, Harris (2008, 2011), mapping the range of understandings and 

perceptions of engagement within a cohort of Queensland teachers, found that within 

the teaching profession, as in the research field, there are contrasting and contradictory 

interpretations on what engagement is, and what strategies develop it. Logically, this 

lack of consensus must impact on those programs designed to re-engage students, as 

it is within these programs that the concept of student engagement is operationalised. 

This calls into question the use of the terms ‘engaged’, ‘disengaged’ and ‘re-engaged’ 

if the perceptions of these terms are not consistent amongst those who design and 

implement support programs for the disengaged. 
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In an attempt to achieve clarity on the concept of educational engagement, 

Appleton et al. (2008) critically examined the literature on the varied definitions of 

engagement and methodology used in its study. These authors extracted a 

multidimensional notion of engagement (two or three components with up to four sub-

types) and then noted, quite conversely, the almost two-dimensional characteristic of 

the majority of the research. Of the 19 definitions tabled by Appleton et al. (2008), five 

define engagement through relationships or connectedness and yet “in examining 

engagement, the majority of research has focussed on more observable indicators that 

are related to academic and behavioural engagement” (p. 381). Within their literature 

review, behavioural/psychological aspects of engagement are comprehensively 

discussed, while the social aspects are, comparatively, overlooked. Conway (2006) 

supports this, with the finding that a teacher’s perception of the student’s behavioural 

needs is strongly associated with the teacher’s perceptions of educational engagement, 

with students displaying inappropriate behaviours considered to be not engaged. 

Zyngier (2008) proposed that disengagement can “be seen in terms of the school 

failing to enable the student to achieve” (p. 1767). This effectively questions the 

‘ownership’ of engagement. Is it the responsibility of students to engage in school or 

the responsibility of schools to engage students?  Conceptualising engagement as a 

“thing” students do can facilitate the provision of an AEP aimed at increasing a 

student’s ability to “do it”. The AEP at the centre of my research locates the 

responsibility with the student, segregating the disengaged student and working to 

“fix” their behaviours and their ability to “do school” before returning them to the 

mainstream setting. Conceptualising engagement as a “thing” schools allow or 

disallow, knowingly or unknowingly, encourages a critical re-examination of practice. 

The purpose of this study is to undertake that critical examination of practice and re-

focus the research on the perceptions of teachers and students, the co-producers of 

educational engagement at a micro-level, that are currently all but absent from the 

literature (Brown & Rodriguez, 2009; Fredricks et al., 2004; Smyth & McInerney, 

2012).  

For educators, educational researchers and policy makers, educational 

engagement is positively associated with educational benefits: higher levels of 

academic achievement, greater school completion rates, and social benefits such as 

social inclusion (Harris, 2011), and negatively associated with attendance, 
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participation, and achievement (McMahon & Zyngier, 2009). However, exactly how 

to engage students is a complex pursuit and, therefore, so too must be the design and 

implementation of programs for students designated as “disengaged”.   

I used the literature reviewed in Section 2.3 to position the term ‘disengaged’ 

as problematic. The critique and suggested removal of the term when referring to 

marginalised students accessing AEPs should not be seen as a devaluation of 

educational engagement, which remains an important overall goal (Bishop & Pflaum, 

2005; Zyngier, 2008). However, this chapter will now offer a review of the literature 

pertaining to resistance theory, and argue for the term “educationally resistant” as a 

replacement to “disengaged”, so to better capture the complexities inherent in these 

students’ lives and actions. 

2.4 RESISTANCE IN EDUCATION 

 Caldwell (1991) argued that “resistance can take the form of 

momentous acts of organized, planned, and disciplined protests, or it may consist of 

small, everyday actions of seeming insignificance that can nevertheless validate the 

actor's sense of dignity and worth” (p. 276). 

Resistance Theory sits within the field of sociology of education and has its roots 

in theories of social and cultural reproduction. Rather than a counter to reproduction 

theory, resistance theory is a departure from the structuralist view of reproduction. 

Theories of social and cultural reproduction locate the institution of school as the 

central mechanism in reproducing and legitimising social inequities.  Theories of 

resistance differ from cultural and social reproduction theories in two main ways: an 

overt focus on agency and a more micro-social perspective. While reproduction 

theories consider the macro-social phenomenon of inequality in education, resistance 

theories allow us to more closely examine the micro-socio-political contexts of 

individuals and groups experiencing these inequalities (Tuck & Yang, 2011). 

Resistance Theory has neo-Marxist origins, emerging in the 1970s from the body 

of work undertaken by critical education scholars regarding what were seen as overly 

deterministic Marxist notions of social and cultural reproduction (Abowitz, 2000; 

Anyon, 2011; McGrew, 2011). Social and cultural reproduction theories offer a 

framework to explain stratification in capitalist society and how educational systems 

work to maintain the status quo, inculcating students into the dominant ideology to 
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ensure the material conditions of each stratum are produced and reproduced over 

lifetimes and generations. However, these theories fail to fully consider the role of 

individual agency, that is, an individual’s “ability to act to further their own interests” 

(Narayan, 2005, p. 10), while resistance theory offers a “prism through which to 

understand complex social and political events” (Tuck & Yang, 2014, p. 30). Studies 

of resistance (see, for example, Giroux, 2001; Pitt, 1998; Sassatelli, Santoro, & Willis, 

2009; Willis, 1977) have indicated that cultural and social reproduction theories offer 

an incomplete description of the mechanisms of socialisation, mitigating the influence 

of individual agency by advancing the notion that schools reproduce society through 

the reproduction of existing positions and relationships of power. Resistance theory 

argues that rather than lack of agency, production/reproduction requires agency, either 

collaborating with or contesting dominant structures. 

Resistance Theory developed from the desire to better understand how and why 

some individuals resist dominant ideology, with the focus for most research divided 

between questions of race (Fordham, 1996; Kelley, 1996; Ogbu & Simons, 1998) and 

a class-based model (Willis, 1977). Resistance theories in the literature have 

traditionally been romanticised (and masculinised) as noble efforts by the 

disempowered to overcome disadvantage.  More recent research, however, has 

highlighted resistance of the empowered, suggesting that resistance is pervasive and 

not a characteristic solely of the underclasses (Tuck & Yang, 2011). 

2.4.1 Resistance Theory (Willis, 1977) 

Paul Willis is a British sociologist, often described as a cultural theorist, and 

credited with the development of the concept of the ‘counter school culture’ which 

offers to explain the lack of school success achieved by marginalised students in terms 

other than lack of natural ability or individual effort. Willis (1977) argues against 

viewing the school as central to the reproduction of inequalities, suggesting that 

schools' influence be seen as more indirect and unintentional (Willis, 1977), and that 

students themselves, through their resistance, contribute to their continued 

marginalisation.  

 While Resistance Theory underpins research across a range of contexts, 

Willis’s (1977) book, Learning to Labor: How Working Class Kids Get Working Class 

Jobs, was instrumental in placing the school context in the forefront of research 

underpinned by theories of resistance. In fact, both Willis (1977) and Fordham (1996) 
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regard resistance as a “counter school culture” and an “anti-achievement ethos” 

respectively, while Giroux (1983) defines resistance as “a critique of schools as an 

institution, where social activities are tied to political and cultural significance” (p. 

286). According to McGrew (2011), Learning to Labor (Willis, 1977) is widely 

assumed to be the origin of resistance theory in education” (p. 239). It is an 

ethnographic study of youth subcultures in education and “was one of the very first 

books to take seriously notions of youth agency and resistance” (Tuck & Yang, 2014, 

p. 32), making it “arguably one of the most significant educational research studies of 

the 20th Century” (Dolby & Dimitriades, 2004, p. 2). Situated in an industrial centre 

in the midlands of England, dubbed Hammertown, this study, conducted over a three-

year period, consisted of one main case study and five comparative case studies of 

male students with similarities regarding academic ability, school conformity and 

class.  

The main case study comprised 12 working class boys attending a single-sex 

working class secondary school. Through qualitative methodologies such as 

participant observation and interviews, the boys or “lads” were followed as they 

engaged in a counter school culture, resisting school authority and institutional values 

through “their style”, that is, their dress, language, and behaviour. The study followed 

the lads out of the institution of education and into the institution of employment and, 

in so doing, was able to contextualise their counter school culture, or educational 

resistance, within the wider working-class culture. Juxtaposing the lads’ counter 

school culture against the working-class attitudes of the shop floor, Willis (1977) 

demonstrated that the “counter school culture and its processes arise from definite 

circumstances in a specific historical relation and in no sense are accidentally 

produced” (p. 120). In other words, the students’ resistance was inherited through the 

cultural context of their upbringing, highlighting the critical need to understand a 

student’s cultural trajectory. 

Willis’s conceptualisation of acts of resistance as socio-political acts is an 

acknowledgement that not all oppositional or defiant behaviours displayed by students 

in a classroom can necessarily be classified as resistant behaviours (Bottrell, 2007; 

Giroux, 1983; Solorzano & Bernal, 2001). Willis articulated the context of the wider 

working-class culture, mediated through the power of the informal group, the lads, as 

influential to the practices evident within the counter school culture, pointing to a 
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specificity of form (of acts of resistance) in their cultural practices as the differential 

evidence for resistance. Willis (1977) explained that “it is no accident that different 

groups in different schools, for instance, come up with similar insights, even though 

they are products of separate efforts, and thus combine to make distinctive class bonds” 

(p. 121). Resistance theorist Henry Giroux (1983) supports the argument that not all 

oppositional behaviour is resistant behaviour, stating that true resistance “emerges out 

of a latent or overt ideological condemnation of the underlying repressive ideologies” 

(p. 288). 

For Willis, student agency is a critical element of resistance as his students were 

“not passive receptacles of dominant ideology but play an active role in reproduction 

as they engage in shaping their own cultural responses to their conditions” (Nolan, 

2011, p. 139). Willis’s Resistance Theory extends our understanding of reproduction 

theory, theorising the unpredictability of reproduction; dominant groups lack absolute 

domination, allowing non-dominant groups to challenge and resist the status quo in 

forms relational to the social field.  

Based on Willis’s theory, the behaviours of the students in the study reported in 

this thesis mirror the lads’ counter school culture (Willis, 1977), resulting in further 

marginalisation from mainstream cultural keystones as in their dislocation from 

mainstream educational institutions into an alternative education program. In enacting 

their counter school culture, Willis’s lads engaged in a series of “pyrrhic victories” 

(Tuck & Yang, 2014), as they took a stand, resisting the dominant modes of education, 

yet ultimately failing to break the reproduction cycle and thereby engaging in a form 

of self-defeating resistance that reproduced their objective conditions and reinforced 

the dominant ideology.  

2.4.2 Resistance Theory since Willis 

The economic era in which theories of resistance were formulated has passed. 

Other researchers have since used Resistance Theory in the examination of race-based 

(Nolan, 2011) and class-based (Bottrell, 2007; Willis 1977; McLaren 1983) 

oppositional behaviour of youths in school.  

Resistance theory is still described as an evolving construct and it is suggested 

that, despite a range of theoretical offshoots and varying applications of the theory, it 

“continues to be a widely used lens through which to see and understand the social 
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contexts of communities and schools, and youth experiences in schooling, and in 

education beyond schooling” (Tuck & Yang, 2011, p. 523). It is not, however, without 

critics. For example, Solórzano and Bernal (2001) viewed the concept of resistance as 

too deterministic, and proposed instead that resistance manifests in a variety of ways. 

They made a distinction between three forms of resistance, and oppositional 

behaviours that are not acts of resistance (Table 2.1).  It is worth noting that the idea 

of resistance manifesting in a variety of forms is supported by Willis in a later 

refinement of his theory (Willis, 2003). 

Solórzano and Bernal (2001) argued that research underpinned only by a concept 

of self-defeating resistance offers a research scope limited to the individual’s role in 

social reproduction. Transformational resistance differs from the self-defeating 

resistance described by Willis (1977) in that it “illustrates both a critique of oppression 

and a desire for social justice … [and] … does not serve to strengthen the oppression 

and domination of the person” (Solórzano & Bernal, 2001, p. 319). According to 

Cammarota (2017), different forms of resistance can be learnt formally and/or 

informally. The concept of a “pedagogy of transformational resistance” (Cammarota, 

2017, p. 208) may hold significance for this research with the question of how to 

encourage or support students to engage in acts of transformational resistance.  

Table 2.1 Different forms of resistance (Adapted from Solórzano & Bernal, 2001) 
Form of resistance Explanation 

Reactionary Not really a form of resistance 

Manifested as neither a political critique nor with an interest 

in social justice 

Identified as moment in time reaction to events 

Self-defeating resistance The common, traditional view of resistance 

Motivated by a political critique but lacking interest in social 

justice 

Re-creates the objective conditions of their oppression 

Conformist resistance When agents are motivated by the desire for social justice but 

do not critique the structures of their oppression 
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Transformational Resistance Orientated towards social justice and is able to critique the 

structures of domination  

Offers potential for social change 

Nolan (2011) extrapolated Willis’s theoretical model into discussions on race 

and argued that Willis, through his continual focus on “the everyday lives and the 

cultural practices of youth (that) can help illuminate the repressive function of 

schooling” (p. 143), continues to make essential contributions to contemporary 

analyses of schooling and “offers a framework for understanding young people’s own 

roles in reproduction of their class positions” (p. 144). Drawing on ethnographic 

studies into youth of colour in the US, Nolan (2011) provided a strong argument that 

despite differences in the social and economic landscapes of Willis’s traditional 

working class Hammertown, and contemporary ethnographies concerning youth and 

education, his model still holds some relevance today. However, acknowledgement of 

the “new macro structural and institutional context calls for an updated analysis of the 

ways in which young people attach meaning to their oppositional behaviour” (Nolan, 

2011, p. 563).  

In UPHS, a large urban public school in the USA, Nolan (2011) conducted an 

ethnographic study of the school’s behaviour management policies and practices. The 

school had an enrolment of approximately 3000 students and over the space of a 

month, the researcher observed interactions, specifically around student behaviour in 

the context of the disciplinary process used by such a large school.  Interviews were 

both formal and informal and included students, staff and law enforcement officers. In 

undertaking this research, Nolan acknowledged that this was a different time with 

different social and economic landscapes, and therefore the students of the UPHS 

faced differences in both the objective conditions leading to resistance and the 

consequences for that resistance, than those faced by Willis’s lads.  The central theme 

emerging from this study was the students’ use of oppositional behaviour to counter 

the dehumanisation of a neoliberal schooling agenda and to “generate a sense of 

autonomy in a highly controlled context, create valued identities” (p. 570).  

Nolan’s (2011) suggestion that a change to their educational experience would 

not negate their resistance but may allow a “move toward more constructive and 

overtly political forms of contestation” (p. 570) resonates with my research by posing 
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the question to be asked, if acts of resistance are truly “motivated by a desire to create 

more just and equitable learning environments” (Solórzano & Bernal, 2001, p. 310) 

then why do the self-defeating acts of resistance continue after the students leave the 

mainstream setting? My research theorises that the structures of the AEP do not offer 

an agentic space for transformative resistance, but rather, in conjunction with student 

and teacher agency, co-produce a self-defeating form of resistance.  

Bottrell (2007) suggests that neoliberalism has resulted in “individualised 

conceptualisations of oppositional behaviour and personal deficit that are 

decontextualized from social conditions” (p. 599). This echoes the work of others 

(Araujo, 2005; Te Riele, 2006) and aligns with the more recent view from McGregor, 

Mills and Te Riele (2015) that current political ideology holds these students 

personally and solely accountable for their situation. Beliefs such as “if they only 

worked harder, or behaved better, they would do better at school” fail to adequately 

and accurately represent the student as an amalgam of their lived experiences. In 

contrast, the lens of resistance theory allows us to come to understand these students 

and their behaviour by examining that very lived experience. To counter the issue, 

Bottrell (2007) suggests it is timely for researchers to revisit Willis’s original work 

and consider the impact of individuals’ cultural capital on the acts of resistance. 

Resistance theory offers a viable alternative to the static, deficit construction of these 

students offered by the current ideological standpoint. 

 Bottrell’s Glebe study, situated in Australia and exploring the relationship 

between youth experiences and schooling, draws on resistance theory to examine why 

marginalised students achieve limited educational success (Bottrell, 2007, 2009). The 

Glebe study involved participant observation and semi-structured interviews of 12 

girls aged between 13 and 24 living in a housing estate in Sydney. From her 

interpretation of the data, Bottrell (2007) concludes that when “marginalised youth do 

reject mainstream options as limited and constraining and opt for the more rewarding 

and supportive terrain of the margins, their resistances may at times reinscribe barriers 

to conventional success” (p. 613). She suggests reconceptualising resistance theory, 

not as ‘class consciousness but as ‘identity work’ (p. 599) in order to understand why 

the margins of education may offer more attractive options for resistant students. 

Bottrell later (2009) extends the analysis of the Glebe study, stating that “peer and 

extended networks provide young people the support and resources for dealing with 
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disadvantage” (p. 476), and suggesting that social capital “enhances capacity and 

opportunity for expression of personal and social identity” (p. 498). 

Acknowledging the work of Willis by suggesting a return to resistance theory as 

an alternative to current deficit notions of student behaviour, Bottrell (2007) calls for 

acts of resistance to be examined within the social and relational contexts in which 

young people engage in both resistance and conformity in order to establish identity. 

Bottrell makes a strong case for understanding the logic behind acts of resistance from 

the perspective of a resistor; however, she provides no indication of how this may 

occur.  My research acknowledges Bottrell’s recommendations and aims to build on 

her work, employing student voice in examining the influence of social capital on the 

logic of resistance.  

On the surface, educational resistance may be seen as an educational issue. 

However, a critical examination of the literature indicates a social and perhaps 

temporal aspect to educational resistance. Extending Willis’s cultural resistance and 

drawing on the work of Scott (1986), McFarland (2001) suggests that student 

resistance may be understood as a form of everyday resistance, a form of resistance 

differing from wider and more organised cultural resistance, mainly due to the less 

permanent temporal aspect of high school classes. An ethnographic study in the vein 

of Willis, but moving from his class-based model, McFarland’s (2001) findings were 

generated by data gathered from 36 classes across two secondary schools in the US. 

The findings suggest that resistance emerged in response to the social situation within 

the classroom and the desire for change, and, importantly for my research, McFarland 

concluded that the continued manifestation of acts of resistance was supported by the 

social situation existent in the classroom. 

Hand (2010), in conducting an ethnographic study in a Canadian secondary 

school maths class, found classroom resistance was co-constructed, “across multiple 

social and cultural spaces” (p. 124) through social networks of the student, and the 

pedagogical organisation by the teacher and/or school. While the findings of Hand’s 

(2010) work are potentially limited by the fact only one class was researched, a 

limitation freely admitted by Hand, her study does reinforce the argument pursued 

earlier by McFarland (2001), that student resistance “is not just an outcome of societal 

inequities” (p. 666) but rather, can be influenced by the social setting within the 

educational context. Hand’s (2010) work supports McFarland’s (2001) general 
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assertion that, “local characteristics of schools and classrooms have important 

independent effects on student resistance that are at least comparable to total effects of 

student background characteristics” (McFarland, 2001, p. 664). 

McFarland’s summation (and surprise) that “disadvantaged students can really 

only sustain their resistant efforts when they are given the social opportunity to do so 

and when they have enough social resources to take advantage of such an opportunity” 

(McFarland, 2001, p. 665) gives direction to my research, and my focus on the social 

elements influencing the continuation of student resistance.  Drawing together the 

works of Bottrell (2007), McFarland (2001), Hand (2010) and Willis (1977), my 

research will examine the social influence on resistance in an alternative educational 

context.  

In affording us a closer examination of the educational inequalities confronted 

and contested by disadvantaged students, the lens of resistance theory makes visible 

both the possibilities and limitations for change (Pitt, 1998). The presence of both 

possibilities and limitations suggests cultural resistance can be “used consciously or 

unconsciously, effectively or not, to resist and/or change the dominant political, 

economic, and/or social structure” (Duncombe, 2002, p. 5), and this is evidenced in 

ethnographic studies from Willis’s (1977) ground-breaking work studying working 

class lads in UK to Bottrell’s (2007) analysis of disadvantaged youth in Australia. 

Underpinned by a body of work originating with Willis (1977), this research uses 

resistance theory as the lens through which to view and understand the nuances of the 

interactions that pervade a student’s social trajectory, from which the resistant identity 

ultimately emerges, while acts of resistance are the manifestations of these identities.  

2.5 SUMMARY AND IMPLICATIONS 

This chapter has reviewed the current literature on alternative education, 

educational engagement and the work of resistance theorists, and positioned my 

research within this body of work.  This chapter drew on the literature to demonstrate 

the complexity of the concept of educational engagement, and to argue against the 

label ‘disengaged’ as too simplistic and individually deficit-laden to guide research 

into the complexities of student behaviour. Across the literature there is evidence that 

engagement is an important element in educational success (Appleton et al., 2008; 

Bishop & Pflaum, 2005; Brown & Rodriguez, 2009; Fredricks et al., 2004; Smyth, 
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2006); however, lack of definitional clarity has Appleton et al. warning that “failure to 

achieve clarification and consistency may obscure a construct of considerable 

potential” (2008, p. 383).  Much of the research into educational engagement is heavily 

focused on observable indicators such as the expected behaviours associated with 

effective engagement, which may lead to students who do not display the expected 

behaviours being labelled as disengaged. The findings from this literature review 

demonstrate the need to redefine the student participants as ‘school resistant students’. 

Resistance theory attempts to explain why some individuals resist dominant 

ideology. Willis’s (1977) Learning to Labor is considered the seminal work on 

resistance theory in education, and for Willis (1977) agents engage in self-defeating 

resistance as part of a class-based struggle, playing an active role in the reproduction 

of their class-based origins. The research literature demonstrates that not all 

oppositional acts are acts of resistance, and that not all acts of resistance result in 

change to social and educational opportunity. Solórzano and Bernal (2001) suggest 

that resistant students may embark on different pathways (and therefore end up in 

different places), yet those who resist due to a “critique of oppression and a desire for 

social justice” (Solórzano & Bernal, 2001, p. 319) may potentially transform the 

objective conditions of their oppression. Therefore, some resistance may be ineffective 

and self-defeating, resulting in further social marginalisation, but the potential remains 

that resistance may offer transformational pathways. 

Underpinned by Willis’s theory of resistance, but in an attempt to go beyond 

simply describing acts of class-based resistance, this study reframes the seminal work 

of Willis’s (1977) investigation of “how working class kids get working class jobs” (p. 

1) by shifting the focus from working class kids in a working class school in 1970’s 

England, to marginalised students accessing alternative education programs in 

Australia in the early 21st century, and from working class jobs to increased 

educational and social marginalisation.   

Critical to this research is the use of resistance theory to counter deficit 

constructions of students by articulating the position of educational institutions as sites 

of power and domination. Structures of power and domination presuppose structures 

of resistance (Kanpol, 1999), and it has been argued in this chapter that for some 

students, their relationship with education is based on a struggle over arbitrary and 

socially unjust domination. In this respect, student behaviour and resistance to formal 
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education can be seen as a political act, a challenge to existing knowledge and the 

social organisations that wish to impose their future upon them.   

The literature reviewed here suggests that Alternative Education Programs are 

“inherently contradictory” (Plows et al., 2017) and can be both inclusionary and 

exclusionary (Slee, 2011; Zweig, 2003). This study heeds that suggestion and will 

attempt to build on the notion that the solution can be found in the relationship between 

the human agency and programmatic structures of alternative education programs.  

Therefore, this research focuses on the relationship between institutions and 

individuals.  The review of the literature clearly demonstrates that the work of Wills 

(1977) is still relevant in contemporary examinations of social and educational 

inequality. Giroux (1983) suggest the value of resistance is in “understanding the 

complex ways in which subordinate groups experience educational failure” (1983, p. 

107), and therefore this study conceptualises resistance as a lens through which to 

examine a student’s social and educational trajectory, their interactions, struggles and 

victories and the nuances of these social interactions that give rise to what is 

traditionally seen as educational failure.  

The following chapter offers an in-depth exploration of the relationship between 

the work of Willis and Bourdieu’s theoretical concepts, and will present an argument 

that the complexities of student resistance and the nuances of their social relationships 

influencing their struggles are best understood and explained using Bourdieu’s social 

capital and his associated concepts.  
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Chapter 3: Theoretical Framework 

3.1 INTRODUCTION 

Chapter 2 offered a critique of the Australian and international literature on 

alternative education, educational engagement and resistance theory in education 

relevant to the context of my research. This chapter proposes a significant and useful 

relationship between the works of the cultural theorists Paul Willis and Pierre 

Bourdieu. Through this relationship, a theoretical framework will be established that 

will guide the examination of the central research question: what role does social 

capital play in resistance towards formal education by students attending alternative 

education programs? and the corollary questions: what capitals are available within 

the field and does availability influence acts of resistance; and, to what extent are the 

different forms of capital validated by the field and does validation influence acts of 

resistance?  

Relating Bourdieu’s conceptualisation of cultural capital, a source of social 

inequality, with Willis’s (1977) insights into how student acts of resistance expose the 

role cultural capital plays in social reproduction (in schools), the argument presented 

in this thesis is that the students’ acts of resistance manifest in response to the lack of 

value ascribed to the students’ cultural capital (by the school). Drawing on the 

literature, I argue that the use of Bourdieu’s concepts of field, habitus and capital help 

in understanding how the different acts of resistance emerge from the students’ lived 

experiences. Viewing the students at the centre of my research through the lens of 

Resistance Theory offers a counter-argument to the static, deficit-laden constructions 

of at-risk students inherent in current neoliberal ideology. While it is evident that acts 

of resistance can manifest in a variety of different forms, it can be argued that at-risk 

students are likely to engage in acts of self-defeating resistance and thereby contribute 

to their own ongoing disempowerment (see Section 2.4). The concept of 

transformational resistance (Cammarota, 2017; Cammarota & Fine, 2008; Raygoza, 

2016; Solorzano & Bernal, 2001) is regarded as a potential pathway towards student 

empowerment. 

Drawing on elements of Bourdieu’s theory the theoretical framework of this 

study will critically examine the factors influencing students’ enactment of acts of 
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resistance. Later chapters will use this theoretical framework to explore the 

relationship of students in this study with formal education, and examine the influence 

that this relationship has on the manifestation of acts of educational resistance, whether 

self-defeating or potentially transformational.  

This chapter outlines Bourdieu’s concepts of capital (Section 3.2), field (Section 

3.3) and habitus (Section 3.4) as they are interpreted within the ontological and 

epistemological perspective of this research project and contribute to the 

methodological approach taken. Bourdieu’s capital, field and habitus assist researchers 

to examine the macro and the micro levels of social and educational inequality 

simultaneously (Martin, Gregg, Hilgers, & Mangez, 2015; Mills & Gale, 2007). Whilst 

receiving some criticism for being overly deterministic, Bourdieu’s concepts are 

flexible in application, equally able to explain social reproduction as they are able 

assist in our understanding of how pathways towards social transformation may be 

generated (Bourdieu, 1990, 1993; Yosso & Solórzano, 2006). It is the relational aspect 

of these concepts that are their strength, bridging the structure/agency divide (Jenkins, 

2002; Reay, 2004) and therefore allowing the macro/micro analysis of some central 

aspects of resistance.  

Bourdieu’s relational concepts of capital, field and habitus link with Willis’s 

insights to create understandings regarding the emergence and maintenance of resistant 

student identities. Applying Bourdieu’s concepts relationally (Section 3.3) offers us a 

way of understanding and explaining the development of such acts of resistance, 

through his formula, “[(capital*habitus) +field] = practice” (Bourdieu, 1984, p. 101). 

In the context of this research, acts of resistance are the “practice”.  

This chapter will conclude (Section 3.4) with the position that acts of resistance 

are generated by an individual’s habitus, while the exact forms of the acts of resistance 

are shaped by the intersection of field and capital. Bourdieu’s concepts are interrelated, 

requiring a theoretical approach that considers capital, habitus and field as individual 

lenses of a single theoretical perspective. However, it is first necessary to consider 

each concept individually, in order to understand them and their influence on the 

manifestation of acts of resistance.  
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3.2 CAPITAL 

The term “capital” in everyday language is most commonly understood as referring to 

financial capital. Bourdieu (1986), however, defined capital as “accumulated labour 

(in its materialized form or its ‘incorporated’ embodied form)” (p. 241) which can be 

realised in economic and symbolic form, as cultural capital and social capital. In other 

words, capital is a resource that can translate to social power. Bourdieu (1990) further 

explained that: 

[F]undamental social powers are, … firstly economic capital, in its various 

kinds; secondly cultural capital or better, informational capital, again in its 

different kinds; and thirdly two forms of capital that are very strongly correlated, 

social capital, which consists of resources based on connections and group 

membership, and symbolic capital, which is the form the different types of 

capital take once they are perceived and recognized as legitimate. (pp. 3–4) 

Here, Bourdieu indicated that while there are different forms of capital, namely 

cultural, social and symbolic, social value or power is associated with possessing those 

capitals recognised as legitimate. Associating social power with possession of a 

specific type of legitimate capital implies there are certain capitals that hold limited or 

no social power (Bourdieu, 1986).  

Bourdieu’s conceptualisation of capital as a resource which confers power and 

profit in a social world is underpinned by his notion of the convertibility of different 

forms of capital. Yet capital is not just convertible but also transferrable and is 

therefore “primarily a relational construct” (Rampersad, 2016, p. 71). This implies that 

capital accumulated in one field can be transferred and used in another field (Bourdieu, 

1998). This is apparent when educational capital (qualification gained from school) is 

transferred from an educational field to an employment field and converted to 

economic capital (gaining paid employment). The convertibility and transferability of 

capital are tied to historical and contextual perceptions of legitimacy, leading to the 

unequal distribution of valued capital (all forms) and therefore power and dominance 

across society. Not all capitals are equal. 

Bourdieu conceptualised social life as a complexity of relationships between 

forms of capital and between individuals embroiled in an ongoing attempt to not only 

accumulate and transfer capital (all forms), but to exert control over the recognition or 
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valuing of different forms of capital. It is through the lens of capital that Bourdieu 

provides one of the theoretical tools my research will use to examine the historical and 

contextual influences acting upon the relationship with formal education of the 

students attending the AEP.  These forms will be further explained in the following 

sections. 

3.2.1 Cultural capital  

Cultural capital, defined as “instruments for the appropriation of symbolic 

wealth socially designated as worthy of being sought and possessed” (Bourdieu, 1977, 

p. 488) can be thought of as cultural knowledge that enables an individual to 

accumulate symbolic rather than economic wealth within their cultural group. These 

knowledges are acquired by being part of that group, with possession influencing 

practice, for example, how a student dresses. Engaging in appropriate cultural practices 

signifies not only membership of that group but the person’s status within the group.  

Cultural capital exists in three forms: (i) the embodied state; (ii) the objectified 

state; and, (iii) the institutionalised state (Bourdieu, 1986). Cultural capital in its 

embodied state, that is, “in the form of long-lasting dispositions of the mind and body” 

(Bourdieu, 1986, p. 47) can be understood as the internalisation of cultural knowledges 

and practices of an individual’s cultural group (see Section 3.4). In its objectified state, 

cultural capital refers to material possessions whose worth is “defined only in … [its] 

relationship with cultural capital in its embodied form” (Bourdieu, 1986, p. 47). For 

example, books that represent knowledge confer symbolic value for individuals who 

own and recognise it as legitimate. Cultural capital in its institutionalised form 

symbolises cultural competency in valued practices, and in relation to this study, 

valued educational practices. In other words, cultural capital in its institutionalised 

state is educational capital, seen in the form of academic credentials, bestowed on 

individuals who display competence within the specific cultural (educational) arena. 

Institutionalised capital is therefore the valued educational practices arbitrarily 

“quantified” or “codified” by the institution into a form of capital that allows for ease 

of comparability and transfer, that is, into the workforce.  

Some students are perceived as lacking the recognised cultural capital in its 

different forms; for example, students who prefer to wear ‘hoodies’ and baseball caps, 

or chose to sit on desks rather than a chair (embodied); who do not own shoes or a 

school bag, who do not have a favourite storybook (objectified); who fail to respond 
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when the teachers ask them a question or who do not follow teacher directions 

(institutionalised). Such students enter the school and think, dress, speak and act in 

ways that are in contrast to the valued practices. Positioned by these capitals, rather 

than by ability, the transference and subsequent conversion of their cultural capital into 

educational capital is difficult, potentially leading to a lack of educational success 

(Bourdieu & Johnson, 1993).  

While cultural capital is primarily acquired in the home, it features significantly 

in educational research examining the differences in educational outcomes for 

different groups within society (Crozier & Davies, 2006; Reay & Mirza, 2005). Where 

there is significant alignment between the cultural capital in the home and that valued 

at school, students arrive at school already possessing the educationally valued cultural 

capital of school. This alignment affords easy transference of the home capital to the 

school setting. These students then readily demonstrate competence in the cultural 

practices of school and, as such, are positioned to convert family cultural capital to 

institutionalised (educational) capital. For example, students with adequate 

knowledges of the valued literacy practices of the school are able for example, to 

discuss their favourite story and/or author, taking books home to read and returning 

them to the proper place upon completion. Such practices position these students as 

better readers than those who value different literacy practices and are unable to name 

a favourite story or who forget to return home-readers.  

While cultural capital underpins much research regarding educational 

achievement, there is a common thread in the literature of cultural capital being 

singularly defined in terms of the dominant class culture, whether “white” or 

“highbrow”, or “elite” culture (Covay & Carbonaro, 2010; Dumais, 2002; Flere, 

Krajnc, Klanjšek, Musil, & Kirbiš, 2010). According to Bourdieu and Passeron (1977) 

and Di Maggio (1982) cultural capital in its conventional mode position the capital of 

the dominant (upper and middle classes) as legitimate cultural capital with such 

interpretations contributing, perhaps unintentionally, to the deficit constructions of 

students from non-dominant groups (Carter, 2005; Wallace, 2017). 

Flere et al. (2010) examined the existence of a relationship between cultural 

capital and educational achievement. The study was conducted with secondary school 

students (n=1308) in Slovenia and gathered data on their academic achievement and 

levels of cultural capital. In that study, cultural capital was measured in terms of 
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parents’ education and participation in cultural activities. Flere et al. (2010) found that, 

while accumulating dominant cultural capital assists with social mobility, field agents 

(for example, students) who possess less dominant cultural capital occupy a lower 

position of power than those with greater amounts of dominant capital. Positioned with 

less social power means limited opportunities to accumulate (more) dominant capital. 

The circular nature of this argument, if you have little capital you have less power to 

get more capital, illustrates how differential access to certain types of cultural capital 

is strongly implicated in social reproduction. 

Theoretically and methodologically, Flere et al.’s (2010) study aligns with 

Bourdieu’s writing including the operationalisation of cultural capital. The view, 

however, offered by Flere et al. (2010) essentially reinforced the position of dominant 

cultural capital as the cultural capital rendering those without it as “have-nots.” 

Viewing dominant cultural capital as legitimate cultural capital is a teleological and 

perhaps even a tautological view of the link between cultural capital and educational 

achievement: lower class students do not achieve well in school because they are lower 

class and the only way to do better at school is to not be lower class. This dominant 

interpretation of cultural capital as “an elite culture” permeates the literature despite 

Dumais (Dumais, 2002, 2006) and Lareau and Weininger (2003) demonstrating that 

interpretations of cultural capital as only “knowledge of or competence with 

‘highbrow’ aesthetic culture” (Lareau & Weininger, 2003, p. 568) offer a narrow and 

perhaps limiting scope for analysis of the role of cultural capital. Other researchers 

attempt to reframe the deficit perspective by acknowledging and recognising the 

cultural capitals within non-dominant classes  (Ball, 2003; Carter, 2005; Reay et al., 

2007), yet the continued differential value attached to dominant and non-dominant 

cultural capitals perpetuates educational and social inequity and the marginalisation of 

students from non-dominant groups.  

Investigating the link between cultural capital and educational success, Wallace 

(2017) undertook an ethnographic study of British African Caribbean students in Years 

10 and 11 in London. The study highlighted the ways in which students (and parents) 

make effective use of cultural capital to achieve school success. Guided by their 

parents, the students were well aware, and able to articulate, how certain practices are 

required to get ahead in school, such as shaking a teacher’s hand and looking them in 
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the eye. Wallace (2017) extended Bourdieu’s early work as well as challenging the 

“implicit assumption that cultural capital is synonymous with whiteness” (p. 14).  

The theoretical framework outlined in this chapter acknowledges the 

contribution of Bourdieu’s cultural capital in the examination of educational outcomes 

for students, but rejects the deficit-laden ideology that espouses cultural capital as the 

possession of the elite classes, choosing instead to incorporate an inclusive 

interpretation of cultural capital which suggests that students in an alternative 

educational program do possess cultural capital. Acknowledging possession, albeit of 

non-dominant forms of cultural capital, shifts the locus of the issue of possessing 

cultural capital, to possessing valued cultural capital.  

This section outlined the Bourdieuian concept of cultural capital and how the 

valuing of different forms of cultural capital over others, impacts significantly on 

educational success. The literature demonstrates a consistent theme, the link between 

the compatibility of home and school capital and a students’ educational success 

(Crozier & Davies, 2006; Reay & Mirza, 2005; Van de Werfhorst, 2010). The 

following section will explore and examine the concept of social capital. 

3.2.2 Social capital 

The beginnings of the modern conceptualisation of social capital can be seen in 

the classic sociology and politics of Durkheim, Marx and Weber (Adam & Rončević, 

2003; Baum & Ziersch, 2003; Portes, 1998), and while numerous authors have defined 

social capital since, it is Bourdieu, Coleman and Putnam who are considered the 

seminal theorists on the topic (Dika & Singh, 2002; Schaefer-McDaniel, 2004). Across 

the various disciplines that use social capital theory, Bourdieu, Coleman and Putnam 

are each considered pivotal thinkers and yet conjecture and criticism exist in relation 

to each of their individual definitions and application of the concept (Adkins, 2005; 

Baron, Field, & Schuller, 2000). I provide a review the central interpretations of social 

capital, in order to explain why it is Bourdieu, rather than Putnam or Coleman, who 

provides the theoretical framework necessary to capture the nuances of youth 

relationships and connections as relevant to this research.  

Bourdieu’s work brought the concept of social capital to the attention of 

sociologists, particularly those researching within the field of education as the 

contestation and distribution of capital offers an explanatory reflection of inequities in 
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society (Papapolydorou, 2015). The concept of social capital is “the product of 

investment strategies, individual or collective, consciously or unconsciously aimed at 

establishing or reproducing social relationships that are directly useable in the short or 

long term” (Bourdieu, 1986, p. 251). At its heart is the mutual “essence of co-

operation” that is inherent in effective relationships, including the student’s 

relationship with formal education.  

Linked to the fundamental premise of sociology that social connections have 

inherent personal value (Field, 2016; Portes, 1998) that may counter the negative 

effects of economic disadvantage (Stanton-Salazar & Spina, 2005; Terrion, 2006), 

social capital theory has provided the conceptual framework to research undertaken 

across a number of social science disciplines (Adler & Kwon, 2002; Pawar, 2006). 

Putnam (1995) researched social capital from a macro-social perspective as it 

related to wide scale political and economic outcomes in the US and Italy, and offered 

a very broad definition of social capital as “features of social organisation such as 

networks, norms and social trust that facilitate coordination and cooperation for mutual 

benefit” (p. 67). Putnam’s work highlights networks of trust and reciprocity, 

legitimising the existence of both positive and negative influences of social capital, as 

opposed to his earlier romanticised versions of social capital as a virtuous common 

good. However, Putnam fails to consider the ability of youth to create and use social 

capital (Weller, 2006). 

Putnam (2000) offered a conceptualisation of social capital that allows for both 

bonding and bridging elements, both of which have some use in the context of the 

examining youth relationships. Bonding social capital refers to co-operation amongst 

peers where the major benefit is to the peer group. Bridging social capital pertains to 

connections and networks between groups, or co-operation that is most beneficial to 

both the individual and society as a whole (Putnam, 2000). Putnam does not consider 

the difference in form and use of social capital between adults and youth, relying on 

social capital indicators such as philanthropy, political participation, and membership 

in formal organisations which are mostly adult orientated activities, a perspective that 

limits the contribution of his work to this study.  

Coleman’s (1988) definition of social capital shares similarities to Bourdieu’s; 

however, Bourdieu sees social capital as far more individualistic, that is, “owned” by 

individuals through their attitudes and perceptions. Coleman’s (1988) view resides in 
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and between families through the social obligations and norms of behaviour that 

structure relationships. This is not to suggest that Bourdieu views social capital as 

something that one can ‘possess’, but rather understands it as a function that one can 

instigate, namely, practices or (a series of) strategies to engage in. Whereas Bourdieu 

viewed social capital as a potential source of social inequality, Coleman positioned it 

as positive, a collective good enabling group cohesion. 

According to Leonard (2005), neither Putnam nor Coleman give due 

consideration to the networks of youth and their ability to generate social capital 

distinct from adult networks. While Coleman considered social capital as a way to 

explain why children value peer over adult approval, his work does not suggest that 

youth can develop their own social capital and, like Putnam, does not consider the 

difference in use between adults and youth (Billett, 2012a, 2012b). 

Billett (2011) suggested that disadvantaged youth who may not have the backing 

of a strong family network may make a greater investment in capital building strategies 

within peer networks rather than reproducing adult capital existent within the family. 

Such strong adult-orientated perspectives can present limitations in youth studies. 

Coleman’s suggestion that “single-parent and dual earner families are lacking in social 

capital” (Hendrick, 2005, p. 144) is strongly adult-orientated and suggestive that not 

only can youth not generate their own social capital, but that only some family 

structures provide for the transmission of it from parent to child. Coleman 

operationalises social capital in the form of stable family life and residential security. 

These aspects are frequently absent in the lives of many disadvantaged youth. This 

means in the context of this research, Coleman affords us a limited perspective on how 

social capital might function for disadvantaged youth who socialise within largely 

informal peer networks. 

Although Bourdieu does not directly consider the relationship between social 

capital and youth, it is through the inclusion of his other theoretical advancements that 

Bourdieu provides my research the tools to go beyond the thinking of both Coleman 

and Putnam and examine the contextual factors influencing student resistance to 

formal education. 

Despite the early predominance of Coleman’s social capital in educational 

research literature, Bourdieu’s interpretation has a greater capacity to explain 

differential access to social and educational resources (Stanton-Salazar, 2011). When 
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considered within the context of this study, both Coleman and Bourdieu share a 

comparatively micro-social perspective of social capital, with both contributing 

significantly to understanding the relationship between social capital and educational 

achievement. Bourdieu’s interpretation of social capital sits apart from Coleman’s in 

that his work stems from the examination of conflict and inequality that the uneven 

distribution of capital creates (Baron et al., 2000).  

In the context of this research, therefore, Bourdieu affords an opportunity not 

offered by Putnam or Coleman, to acquire a greater understanding of the nuances of 

youth relationships and connections as they navigate and/or resist the inequalities 

present in their everyday struggles. It is, therefore, drawing from Bourdieu’s 

interpretation of social capital that I conceptualise as a relationship between the social 

capital of marginalised youth and acts of educational resistance. The various 

interpretations of social capital, whilst consistently featuring the inclusion of 

relationships and social networks, can be clearly divided as social capital viewed from 

an individualistic perspective, a view attributed to Bourdieu (1986) and, at times, 

Coleman (1988), or the Putnam perspective of social capital as inherent in the social 

interactions of a community (Billett, 2012b; Schuurman, 2003).  

Given that acts of resistance are socially influenced and given the youth student 

cohort at the centre of this study, understanding both the social mechanisms by which 

capital is distributed and the concept of youth social capital is critical to this study. 

There are studies that link the protective aspect of social capital, that is, of positive 

relationships to the wellbeing of young people (Ferguson, 2006; Morrow, 1999, 2004); 

however across the literature, the issue of youth social capital is under-represented. 

When social capital theory is applied to youth within the literature, it is generally 

conceptualised as an under-developed resource that youth can draw on from their 

family or parents, with minimal focus on the social capital that may be created and 

used by youth themselves (Coleman, 1988; Davison et al., 2012; Holland, Reynolds, 

& Weller, 2007; Leonard, 2005).  

There are a few studies, however, that question this conceptualisation of youth 

social capital, suggesting that youth may use social capital to develop, understand and 

negotiate their place within their social networks (Bottrell, 2009; Holland et al., 2007). 

One such study is Weller’s (2006) doctoral research project which examined the 

influence of citizenship education on levels and types of youth community 
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participation. The study gathered data from over 600 teenagers and their parents and 

community members in a region of the United Kingdom which, at the time, was subject 

to the isolation and economic deprivation inherent in some rural communities. The 

study involved surveying students across Years 9, 10 and 11 with follow up surveys 

of just the Year 10 students five months later. A sub-sample of Year 9 students (n=20) 

engaged in diary writing and small group discussions and some less formal 

communications. A further 50 participants were drawn from the community and the 

school. Parents and community members were given opportunities to engage in 

discussions across various forums, in person, via radio, and web-based forums. 

Weller’s (2006) work challenged the dominant writers on social capital, 

critiquing them against the data generated by the youths in her study. Weller found 

that youths may use social capital in efforts to overcome “disadvantage” derived from 

a lack of other capital, namely economic, which resonates with my research. In a 

similar fashion to Willis’s (1977) “counter school cultures”, the students at the centre 

of Weller’s study enter the educational field with limited field valued capital. Hence 

social capital may be positioned as a significant resource for youth who have few other 

resources at their disposal.  

Also drawing on Bourdieu’s work, but extending it to further redefine youth 

social capital, is the study conducted by Raffo and Reeves (2000) in Manchester 

(United Kingdom). It was a qualitative study investigating the transition of youth to 

work or further study, involving young people (15-24 years of age) who fit into the 

demographic of “disadvantaged” with poor school experiences. Drawn from the data 

analysis of semi-structured interviews, Raffo and Reeves (2000) contend that young 

people’s choices regarding transitions “are conditioned to a large extent by the 

evolutionary and adaptive characteristics of their individualized systems of social 

capital, rather than prescribed social characteristics” (p. 148). This underscores the 

argument to go beyond describing students based on the objective conditions of their 

lived experiences, and to examine their access to, use and influence of their social 

networks.  

Raffo and Reeves’ (2000) theoretical framework acknowledges both the 

temporal nature of relationships experienced by these young people and the often 

overlooked “dark side” or negative side of social capital. While the literature supports 

the positive impact of social capital, it is in fact a dual-edged sword, capable of 



 

58 Chapter 3: Theoretical Framework 

blocking access to groups and information and effectively constraining social mobility 

(Adler & Kwon, 2002; Bowen, 2009; Portes, 1998). 

Raffo and Reeves (2000) positioned youth social capital as a bridge from the 

past to the future, an individual resource embedded in a constellation of relationships 

and mediated by structural factors (p. 150). In this way, the agency of youth is both 

constrained by objective structures and supported by their social networks and 

relationships. This implicates social capital in both social reproduction and social 

transformation, dependent on the field and the relationships that the structures of the 

field enable the students to experience. For instance, within Raffo and Reeves’ (2000) 

framework, four broad typologies are conceptualised (weak, strong, changing and 

fluid), explaining the “different constraints and opportunities afforded to similar 

[groups of] young people because of the specific social relations they experience” (p. 

153). Weak individualised systems of social capital (Raffo &Reeves, 2000) are defined 

as: 

A network of social relations that is relatively small, provides little practical 

informal knowledge through the interactions of that network, is often not 

practice driven, and has little access to material and symbolic resources, 

resulting in a relatively passive/static articulation of individual change and 

development. (p. 156) 

 This can mean that for students with relatively weak individualised systems of 

social capital, such as students removed from school with restricted access to other 

students, there are “few opportunities for learning from others in authentic situations” 

(p. 153). Possessing a strong individualised system however can provide greater 

opportunities for informal learning. 

Raffo and Reeves’s (2000) concept of individualised systems of social capital 

resonates with the present study as it creates a space in which to link Willis’s resistance 

theory with Bourdieu’s concept of social capital, and suggests the need to more deeply 

examine the influence of social capital on acts of resistance.   

Bourdieu (1986) suggested that “social capital is the aggregate of the actual or 

potential resources which are linked to possession of a durable network of more or 

less institutionalised relationships of mutual acquaintance and recognition” (p. 248, 

emphases added). I interpret “potential resources” and “durability of networks” as 
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being a reference to (macro) social structures and the (micro) individual’s lived 

experiences. “Potential resources” allude to the power of agency, either individual or 

collective, to undertake strategies and engage in the intentional creation of social 

capital through action (Siegrist et al., 2010), whereas the “durability of one’s 

networks” can be directly related to the structure of an individual’s social world. 

Bourdieu continues, suggesting that group membership “provides each of its 

members with the backing of the collectively-owned capital, a ‘credential’ which 

entitles them to credit, in the various senses of the word” (1986, p. 248). The “backing 

of the collectively-owned capital” has important implications to this study, in terms of 

the structure of both the alternative education program and the teachers and students 

operating within it. For the students, there may be a reliance on the collective capital 

available in the relationships within the AEP, as the volume of social capital that can 

otherwise be mobilised (through other relationships) may be limited. For the teachers, 

it has implications for the design and implementation of the AEP and the relationships 

they foster, as to the extent to which it allows students to access and benefit in the 

collective capital.  Bourdieu’s ‘institutionalised relationships’ and the establishment 

and maintenance of symbolic exchanges, can be aligned with the ‘institutional agents’ 

prominent in the work of Stanton-Salazar (2011). Institutional agents, in the words of 

Stanton-Salazar (2011) are:  

Defined as an individual who occupies one or more hierarchical positions of 

relatively high-status and authority. Such an individual, situated in an 

adolescent’s social network, manifests his or her potential role as an 

institutional agent, when, on behalf of the adolescent, he or she acts to 

directly transmit, or negotiate the transmission of, highly valued resources.          

(p. 1067)  

Social capital, as seen by Stanton-Salazar (2011), is a resource accessible and/or 

transferrable by the student through their connection with an institutional agent. For 

students marginalised from mainstream education, the relationships between them and 

their AEP teachers can be seen as a type of social capital (Stanton-Salazar, 1997) 

accessible through the teachers in the AEP acting as institutional agents. The 

effectiveness of these institutional agents would be dependent upon the very nature of 

the relationship, depth of contact and the structure of the AEP.  
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Adam and Roncevic (2003) explained that “despite problems with its definition 

as well as its operationalization, and despite its (almost) metaphorical character, social 

capital has facilitated a series of very important empirical investigations and 

theoretical debates” (p. 177). As the usefulness of social capital to this empirical 

investigation and the subsequent analysis hinges on the interpretation and 

operationalisation of Bourdieu’s social capital, I will now frame social capital in the 

context of this research. 

The concept of social capital can afford us explanatory thinking regarding the 

mechanisms of exchange involved in social relationships; however, it is a concept 

defined in a myriad of ways (Weller, 2006) and this makes social capital a complex 

and potentially ambiguous concept, open to interpretation and re-interpretation based 

on the ontological and epistemological beliefs of the researcher (Adler & Kwon, 2002; 

Dolfsma & Dannreuther, 2003; Sanders & Robson, 2009). 

This research is aimed at examining and understanding the manner in which 

social capital influences student resistance, and I have attempted to avoid the value-

laden terminology of benefits and risks, positives and negatives, and to discuss social 

capital in regard to its effects. One effect of social capital is the capacity to provide 

individuals with access to information (Adler & Kwon, 2002), and where the 

information flow is reciprocal, this can have a flow-on effect allowing the individual, 

or group, to become a “source” of information. A further effect of social capital is 

group solidarity, with strong group norms of behaviour and beliefs encouraging 

conformity to group expectations and thinking. Portes (1998) indicated that the 

solidarity produced by social capital may also produce further effects with different 

implications for both the individual and the group, such as strengthening the group 

bond to the exclusion and distrust of outsiders, including the weakened influence and 

respect of authority figures from outside the group. This can lead to individual 

members becoming blocked from membership in other groups and restricted in their 

access to non-redundant information (Bowen, 2009; Morrow, 1999). The social capital 

benefits embodied in “meaningful communicative exchanges” (Ellison, Vitak, Gray, 

& Lampe, 2014, p.870) emphasise the importance of ongoing membership in diverse 

groups. 

While possession of a durable network is a structural pre-condition, the specific 

practices or strategies employed within the network are critical (Papapolydorou, 2015). 
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Certain practices hold recognised value within particular fields, and therefore networks 

may hold potential value only if recognised practices are employed within the network.  

Table 3.1 outlines, from a theoretical perspective, the macro and micro level 

influences on social capital and the stated effects of social capital in relation to this 

research project. A mapping of the structural influences on the network as well as an 

examination of the practices within the network will be required to understand the 

effect of social capital as it relates to this research. Such an understanding is critical as 

a key value of social capital in the potential for the generation of positive outcomes. 

However, social capital can be enabling or disabling, contributing to change or 

reinforcing the status quo, dependent on relationship between the field, where the 

capital is valued, and the nature and depth of the social connections through which it 

is acquired (Bassani, 2007). 

Table 3.1 Influences and effects of social capital 

 
Influences on social capital Effects of social capital 

Structure of the networks (macro) 

durable or highly fluid  

closed vs open 

 

Access to information  

redundant vs non-redundant 

reciprocal vs one way 

useful vs useless 

Practices within the networks (micro) 

recognised as valued 

not recognised as valued 

Solidarity of expectations and thinking 

set of group norms – accepted practices 

increases conformity 

can lead to distrust or lack of respect for 

outsiders 

Drawn, therefore, from the sociology of Bourdieu, and in the context of this 

study, capital is interpreted as a resource one can acquire, with social capital 

operationalised as a platform for this acquisition to occur. Social capital “plays an 

integral role in the mobilization and formation of other types of capital” (Bassani, 

2007, p. 21), and from a methodological perspective, this operationalisation of social 

capital within the theoretical framework affords the examination of “the condition and 

effect of successful management of the capital collectively possessed” (Bourdieu, 
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1998, pp. 70-71) or, in other words, an examination of both the micro- and macro-level 

influences on and of social capital.  

The notion of justice capital emerges from my research as a previously 

unconsidered capital. While it is not considered by Bourdieu or other scholars who 

draw on Bourdieu, justice capital builds on a Bourdieuian understanding of capital as 

multiform, and as such should be considered important to the overall study of capital 

and its relationship to educational achievement. 

Through the formula, “[(capital*habitus) +field] =practice” (Bourdieu, 1984, p. 

101), Bourdieu highlighted the importance of the relationship between the concepts of 

habitus, field and capital and how the relationship is structured to create practice. The 

relationship is reciprocal rather than causal and can be described as a system which 

should not be treated in isolation (Bourdieu, 1990).  

The following section will explore and examine the concept of field. 

3.3 FIELD 

Field is a powerful conceptual lens which operates interdependently with the concept 

of capital (Gorski, 2013). Bourdieu defined field as “a structured space of positions in 

which the positions and their interrelations are determined by the distribution of 

different kinds of resources or capital” (Bourdieu, 1991, p. 14). For Bourdieu, a field 

is structured by capitals or more specifically the distribution or positioning of the 

capitals, while at the same time structuring or positioning these capitals, and the agents 

or institutions that possess them, into a hierarchy (Naidoo, 2010). The differential 

position of capitals within a field correlates with their differential social value in that 

field. The value of capital in a field is specific to that field, as capitals do not have 

value or “function except in relation to a field” (Bourdieu & Wacquant, 1992, p. 100). 

In other words, a field is structured around the differential value of capitals, with the 

value of these capitals determined by the field. The interdependence of these concepts 

highlights the fundamental relational aspect of Bourdieuian methodology.  

It is this relationship between the two concepts that provides a way of examining 

how students are positioned as empowered or disempowered. For example, in the 

context of this research, a student enters the field of alternative education in possession 

of capital/s and is positioned according to the value those capital/s have in relation to 

other capitals within the field. The position a student occupies within the field of 
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alternative education is determined, therefore, not by their capital as much as the 

position or value of their capital, in contrast to the capital of others, such as the teacher. 

The student’s access to further capitals is also influenced by this position. In this way, 

the field of alternative education functions to enable or restrict the student’s access to 

further capitals, empowering or disempowering the student within the field.  

The boundaries of a field are not only defined by what is valued (capital), but 

also the struggle and competition for the accumulation and distribution of those 

capitals (Bourdieu & Wacquant, 1992). Within a Bourdieuian field, “constant, 

permanent relationships of inequality operate … in which various actors struggle for 

the transformation or preservation of the field” (Bourdieu, 2001, p. 40).  

Bourdieu suggested that individuals, upon entering a field, synchronously take 

up their assigned positions within that field (Bourdieu, 1984, 1993). According to 

Bourdieu, this position-taking, equating to strategies individually or collectively 

employed, is born of conflict and struggle rather than collaboration (Bourdieu, 1993). 

However, Willis’s (1977) examination of the lads’ struggles, expressed through their 

counter-culture, ultimately saw them “collaborate” with the field to take up their 

“assigned” position within the cycle of social reproduction.  

For this to occur, individuals must have an awareness of the way fields are 

structured and which capitals hold or lack value (Williams & Choudry, 2016), and 

also, importantly, they possess an awareness or “sense” of the value of their personal 

capital/s in relation to that field. Such an awareness would indicate previous field 

experience. This may not be previous experience in the exact same field but in a field 

that shares “structural and functional homologies” (Bourdieu & Wacquant, 1992, p. 

105), where a “resemblance within a difference” (Bourdieu & Wacquant, 1992, p. 106) 

can be observed. For example, Bathmaker (2015) in her field analysis of higher 

education (HE) in the United Kingdom (UK) suggested that as the admission 

procedures of HE control position-taking across a portion of Further Education 

colleges (FE), that FE and HE can be conceptualised as overlapping fields, while HE 

(practices) in FE is a sub-field within the main field of HE. Drawing on Bathmaker 

(2015), this research study conceptualises the alternative education field and the 

mainstream education field as overlapping sub-fields of the formal education field, 

with both sharing structure and function. Homology of fields means that lived 
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experiences in previous fields allow students, upon entering new fields, to anticipate 

their position.  

In the context of this research, students’ lived experiences in the mainstream 

educational field condition their expectations of and position-taking within the 

alternative education field. This highlights the importance of examining students’ 

historical trajectory and the particular configuration of capitals (or field structure) 

specific to the students’ previous field experiences. 

This perspective is explored by O’Donaghue (2013) in her study into how 

working-class mothers encounter the field of education. A small group (n=5) of 

mothers in Ireland were selected, all working class and all committed to the education 

of their children. O’Donaghue (2013) drew on Bourdieu’s (1997) work to show how 

both the family and the school are fields, and through time spent in the primary field 

of the family, students become attuned to the practical knowledge appropriate to their 

position. Disconnect between the family field and the school field became apparent to 

these mothers, through their unfamiliarity with the specific language and practices of 

the school. With limited accumulated capitals valued in the field, the mothers 

perceived themselves to be on the outside of the school field. Through the use of 

phrases such as “people like us,” the mothers articulated not only their discomfort 

within the field, but also their complicity in the perpetuation of feeling out of place. 

They sense the positioning within the field as discomfort, and by moving to spend as 

little time in the field as possible, to avoid the discomfort, rather than learn the “rules 

of the game” (Bourdieu, 1997). As O’Donaghue (2013) illustrated, “to achieve in the 

field, one must not only be able to play the game, but also know the game” (p. 205).  

O’Donaghue (2013) not only shed valuable light onto the barrier the field of 

education itself presents to parents (and students) who try to enter from incongruous 

family fields, but demonstrates that individuals enter the field of education with no 

choice but to bring their “embodied history, their habituated practice, and their access 

to capitals” (p. 190). Applied to the students of this study, lived experiences in previous 

field allows students, upon entering the AEP, to not only anticipate their position, but 

also anticipate their disconnect with the educational program. 

Williams and Choudry (2016) argued that “to take up a powerful position in the 

social space of a mathematics classroom, a student must come with the mathematics 

capital appropriate to the educational field” (p. 7). This demonstrates the link with 
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previous fields (where students would acquire the appropriate capital), such as the 

general education field, but also including the family field. This raises the questions, 

in Bourdieu’s words, of what configuration of capitals operates within the alternative 

education field, and are acts of resistance manifestations of the struggle to transform, 

or the struggle to preserve this configuration?  Drawing from a Bourdieuian 

perspective, both types of struggle will be considered “practices”, or strategies 

undertaken by agents to access the power (field-valued capital) to achieve their goals 

(specific goals being either to transform or preserve) within the field (Hanks, 2005, p. 

73). 

Ferrare and Apple (2015) argued for the application of field in the analysis of 

educational practices and advocated a micro-level analysis in order to better 

understand the lived experiences of actors and the nuances of specific and local fields. 

They also argued that a more micro-level perspective counters the traditional deficit 

model and locates the deficit in the position taking structures of the educational field. 

This is highly relevant to this research project, and the inclusion of the concept of field 

in this research provides the analytical power to bridge the work of resistant theorists 

and Bourdieuian concepts in allowing an examination of the nuances of the students’ 

lived experiences across fields, and how these influence decisions within an 

educational context.  

Allard (2005) also used Bourdieu’s concept of field to undertake a micro-level 

examination of marginalised young women as they negotiated access to specific 

resources across the range of different educational, social and work contexts they 

encountered. This has implications for my study, as interrogating the women’s stories 

from a Bourdieuian perspective illuminates the nuances and complexities of the social 

contexts in which they lived, allowing a “better understanding of the complex 

intersections of power relations and individual agency” (Allard, 2005, p. 73).  

Bourdieu’s field offers a framework through which we can use other conceptual 

tools, capital and habitus, to view and explain the structures of the relationships 

through which all actors, not just students, struggle for power (Martin et al. 2015). 

While Bourdieu’s concepts are “tools for conducting empirical research” (Gorski, 

2013, p. 20) aimed at examinations of power and struggle, they are not isolated 

theoretical constructs but intended to be applied as a framework (Bourdieu & 

Wacquant, 1992). The theoretical framework that underpins this study draws on the 
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concept of field as a theoretical tool to construct the space in which to examine the 

particular configuration of capitals, specific to the AEP, that influence the continued 

manifestation of acts of resistance. 

In this research, that examination space, or field, refers to the relationship 

students experience with formal education. This relationship is a Bourdieuian field, in 

which the students, positioned by a specific configuration of capital, struggle to 

accumulate valued capital within the overlapping fields of alternative education, 

mainstream education and family. The struggles are observable in the daily 

interactions within the AEP, and the discussions regarding formal education by 

significant members of the student’s family and social network. This chapter posits 

that through the use of Bourdieu’s concepts of capital, habitus and field a micro-level 

critical analysis of the factors influencing the manifestation of resistance can be 

undertaken. 

By locating the students’ relationship with formal education as an overlapping 

field within the broader field of formal education, this chapter has satisfied the first 

step of a field analysis (Bourdieu & Wacquant, 1992). The second step, “map the 

objective structure of the relationships between positions occupied by the agents” 

(Bourdieu & Wacquant, 1992, p. 105), and the third step, “analyse the habitus of the 

agents” (Bourdieu & Wacquant, 1992, p. 105), will be undertaken as part of the 

analysis phase of this research and reported on through a “descriptive account and 

analysis of the relational social positions” (Krarup & Munk, 2016), p. 13) in Chapters 

5 and 6 respectively. 

In this section the concept of field was identified, which, along with the concept 

of capital, are relational concepts to assist researchers view and analyse the 

complexities of society that create and allow inequality (Murphy & Costa, 2015). The 

next section will focus on habitus. 

3.4 HABITUS 

Within an extensive body of work, Bourdieu had opportunity to define and 

elaborate on the concept of habitus many times. Habitus, as described by Bourdieu in 

different stages of his oeuvre, is: 

 “systems of durable, transposable dispositions, structured structures 

predisposed to function as structuring structures” (Bourdieu, 1977, p. 72); 
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 “a subjective but not individual system of internalised structures, schemes 

of perception, conception, and action common to all members of the same 

group or class” (Bourdieu, 1977, p. 86); 

 “a system of durable, transposable dispositions which function as the 

generative basis of structured, objectively unified practices” (Bourdieu, 

1979, p. vii); and, 

 “a kind of transforming machine that leads us to `reproduce' the social 

conditions of our own production” (Bourdieu, 1990, p. 87). 

Despite slight variation in wording, Bourdieu’s intent is consistently clear: the 

concept of habitus captures the interrelatedness of the agent’s operations and the 

structures in which they have been operating, and are operating, within. Habitus is the 

embodiment of one’s biography, or historical social trajectory, operating in the present 

to orientate an individual’s thoughts and actions through future trajectories. It “is thus 

a past which survives in the present and tends to perpetuate itself into the future by 

making itself present in practices” (Bourdieu, 1977, p. 82). 

Fields are organised around the struggle for capital (Gorski, 2013) and it is the 

availability of and access to (valued) capitals within the field that generate the habitus. 

It is in this way that the field structures the habitus. The habitus generates practices, 

through our perceptions and in response to dynamic everyday circumstances. Habitus 

is also the lens through which we perceive and reflect on our practices and how the 

field responds to them (Hilgers, 2009). The ability to cope with change (Bourdieu, 

1977) suggests a reflective element to this lens, allowing us to perceive the (re)actions 

of others operating in the field against our anticipated (re)actions of others. It is this 

reflective capacity that is described by Reay (2004) as “the genesis of new creative 

responses that are capable of transcending the social conditions in which it was 

produced” (p. 435). 

Habitus is used in research across a range of fields (Nobel & Watkins, 2003). To 

develop this theoretical framework, I draw however on educational research that has 

used habitus to understand “how the structure of schooling shapes individual students’ 

social trajectories” (Horvat & Davis, 2011, p. 143). Reay (1994, 2004) argued that 

habitus both empowers, and demands, us to ask such questions. In a highly influential 

text, Reay (2004) challenged the entire research field to “put habitus into practice,” 
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and operationalise the concept rather than simply reference it. Critiquing the 

superficial use of habitus by much of the research field, including her own work, 

Reay’s call to action led to increased focus on using habitus in educational research as 

a conceptual tool to aid data analysis (Abrahams & Ingram, 2013; Bodovski, 2010; 

Lingard, Sellar, & Baroutsis, 2015). 

Dumais (2002), in an embryonic attempt to “operationalise the concept of 

habitus” (p. 62), examined the influence of habitus on the educational success of 

students. This examination incorporated the concept of habitus in an attempt to 

advance the research field through examination of individual aspects of cultural 

capital. Significantly, however, the findings showed that habitus, operationalised as 

occupational expectations, has a far greater effect than that of cultural capital. Dumais 

(2002) contended that “other variables-- including habitus - are more important to 

grades than is cultural capital, which even at its strongest will not raise a student's 

grade noticeably” (p. 59). This research indicated a necessity for the current study to 

consider student, parent and teacher expectations as important aspects of the habitus. 

Bodovski (2014) also heeded the call of Reay (2004) and built on the work of 

Dumais (2002) in a study undertaken in the US using data from the Early Childhood 

Longitudinal Study – Kindergarten Cohort (ECLS-K). Bodovski (2014) examined the 

relationship between parental practices and student disposition. This research 

employed habitus as the conceptual lens to analyse students’ educational expectations 

and thereby extended the work of Bourdieu (1986), Lareau & Weininger (2003) and 

Dumais (2002, 2006), and provided empirical evidence that the individual habitus is 

influenced by a collective “set of dispositions,” through either peers, family or 

institution (Bourdieu, 1977). 

Taking up Bourdieu’s (1977) notion of a set of dispositions or a collective 

habitus, Reay (1998) theorised that in education, an ‘institutional habitus’ would bring 

together a “complex mix of curriculum offer, teaching practices and what children 

bring with them to the classroom” (p. 67). The influence of both an individual and an 

institutional habitus is significant to my research as it “confines possibilities to those 

possible for the social group the individual belongs to” (Reay, 2015, p. 357) and the 

institution the individual attends. In relation to this study, this means the students’ day-

to-day behaviours are influenced by their family and peer context and reinforced or 

refined through the accepted values and practices of the institution, or AEP.  
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The conceptual duality of a habitus that is individual yet collective in nature, 

holds potential and problematics for empirical research in terms of operationalising 

the habitus. While the concept of an “institutional habitus” (Reay, 1998) has its critics 

(Atkinson, 2011), my research proposes that distinguishing the institutional habitus of 

the AEP from the individual habitus of the students and teachers, whilst difficult, 

would assist in examining the co-construction of acts of resistance. Drawing on 

resistance theory, the habitus the students bring is interpreted as a resistant habitus. 

Yet if resistance is co-constructed (see Chapter 2) then it becomes necessary to 

examine the collective or institutional habitus as a co-constructor of the acts of 

resistance.  

This poses difficulties analytically, as we can only come to understand habitus 

through observing and interpreting the practices of individuals (Maton, 2018), and 

individual practices that align with the collective habitus risk being camouflaged by 

the “taken for granted” nature of such practices. Conversely yet no simpler, individual 

practices at odds with the collective perceptions or expectations may provide greater 

visibility of one’s individual habitus. Should the student’s habitus be one of resistance 

and the collective habitus not, this may be simpler. However, if resistance is co-

constructed then the student’s acts of resistance cannot be positioned as at odds with 

the expectations of the collective. 

Habitus, however, is not solely the actions or practices of an individual, nor the 

accumulation of experiences, but rather the “schemes of thought, perception, 

appreciation and action” (Bourdieu & Passeron, 1990, p. 40) influenced by the 

interrelations between agent and structure, and as such, a complex and situated, social 

process (Murphy & Coast, 2015; Reay, Crozier & James, 2011). It can be thought of, 

in layman’s terms, as our common-sense view of how to act and behave in certain 

situations. Bourdieu’s understanding of habitus is as a “subjective but not individual 

system of internalised structures, schemes of perception, conception, and action 

common to all members of the same group” (Bourdieu, 1977, p. 86), so that it 

“functions at every moment as a matrix of perceptions, appreciations, and actions” 

(Bourdieu, 1977, pp. 82 – 83, emphasis in the original) underpins the argument that 

the students have incorporated resistance as the embodied expectations of field.  

Resistance is embodied in the student’s ways of thinking, speaking, dressing and 

walking (Bourdieu, 1990). In short, the various ways they “do school.” Willis (2003) 
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explained how resistance “becomes a kind of second nature that continues to orientate 

bodily style, attitudes and values” (p. 394), suggesting the theoretical link between 

habitus (its embodiment and physical deployment) and resistance. How the students 

perceive or identify themselves in relation to the institutional habitus influences the 

development of their resistant identities.  

Stahl (2015) made use of habitus in his research into the construction of learner 

identities in South London. Conceptualising an egalitarian habitus, a “counter-habitus 

to the neoliberal rhetoric of schooling” (Stahl, 2015, p. 27), habitus in his study is 

operationalised as the aspirations of working class male students to “fit-in.” While 

emphasising the adaptability of the habitus to “contest, resist and possibly transcend 

social and economic conditions” (Stahl, 2015, p. 33), Stahl clearly demonstrated how 

the habitus acts to mediate between the agentic aspirations of the working-class boys 

and the structural limitations imposed by the neoliberal schooling field through a 

continual negotiation with itself. For these boys, the struggle between being loyal to 

one’s self (identity) and loyal to their aspirations, required, and was possible, through 

the constant modification of their habitus. 

For the students in my research, their engagement in acts of resistance is not only 

influenced by what Bourdieu called a “feel for the game” (Bourdieu, 1990, p. 66) but 

their identity as a “player” within this game. As habitus guides the navigation and 

“game play” within new contexts, explained as a “strategy-generating principle 

enabling agents to cope with unforeseen and ever-changing situations” (Bourdieu, 

1977, p. 72), a resistant habitus guides the acts of resistance the students engage in 

from one educational context to the next. 

For example, the students at the centre of my research enter the education field, 

carrying perceptions and dispositions generated by the family, or primary field 

(Bourdieu & Passeron, 1977), confirmed by early encounters with the educational 

field. Once in the educational field, for these students the game of “doing school” has 

involved feeling unjustly treated, devalued, disempowered and marginalised. This 

“feel for the game” that these students bring to the AEP is the result of a complex 

social process, not simply the result of the habitus the students bring.  

Habitus is also a conceptual tool (Costa & Murphy, 2015; Reay, 2004; Stahl, 

2015) or a lens: a way of conceptualising and viewing this complex social process, this 

“subconscious understanding through time of the rules of social interaction in a 
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particular field” (Horvat & Davis, 2001, p. 144). While there is some criticism that 

Bourdieu’s habitus is overly deterministic (Jenkins, 2002), there is in fact the potential 

for both reproduction and/or transformation through the habitus (Reay, 1995), 

underlining the need for this research to go beyond simply knowing what habitus the 

students bring into the field but also understanding the collective habitus operating 

within the institution.  

Habitus guides practice, indirectly, and legitimate (field-valued) practices can be 

designated as capital (Fowler, 2000). Social capital, “the successful management of 

the capital collectively possessed” (Bourdieu, 1998, pp. 70-71), indicates that aligning 

the appropriate habitus for appropriate field constitutes a type of symbolic capital 

(Duckworth, 2013).  Bourdieu establishes a dialectic relationship between agency and 

structure through the notions of habitus and field (Bourdieu, 1990) and, in doing so, 

provides a framework that can explain the value and function of social capital in both 

the creation of and the resistance towards social inequality. This framework has been 

applied to a range of educational research from pre-service literacy teaching to 

examining pedagogic decisions to education reform (Marsh, 2009; Rawolle & Lingard, 

2008; Wright, 2008). 

The habitus students bring becomes active upon entering the field and when 

there is an alignment between their habitus and the educational field, the potential for 

field success is high: for example, students who understand the symbolic capital 

associated with following the school’s expectations. However, when the habitus does 

not align with the field there is a disruption to the habitus (Edgerton & Roberts, 2014; 

Reay, 2004), as students’ regular practices do not meet their anticipated outcomes. 

This disruption to their habitus can be met with resistance and cause acts of aggression 

and/or non-compliance which can present as problematic within the education field. 

However, disruption of the habitus can offer a potential liminal space through which 

divergent habitus can emerge. For students with a resistant habitus this disruption, 

dependent on the flow of capitals (Adkins, 2002), can generate a habitus orientated 

towards Solórzano and Bernal’s (2001) transformative resistance, or reproduce a 

habitus orientated towards more Willis-style acts of self-defeating resistance. 

While the influx of additional and new capitals would influence the re-working 

of the habitus, a lack of additional capital limits the re-working of the habitus. It is the 

natural orientation of the habitus, whether reproductive or transformative, to seek to 
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accrue capital (Mills & Gale, 2002). For these resistant students, it is social capital, the 

platform for this acquisition of addition capitals, that may play a significant role in the 

continuation of acts of self-defeating resistance or the enactment of transformative 

resistance.  

To fully understand the perpetuation of acts of resistance within this field, it was 

critical for this research to undertake a deeper analysis into the interaction between the 

students’ resistant habitus and the field. Therefore, this research attempted to go 

beyond asking what habitus the students bring to the field but rather, how the concept 

of habitus can be used to understand the (resistant) practices as they are situated within 

this specific field.  

The theoretical framework underpinning the present research operationalises the 

student’s habitus through the key disposition of “recognition” or “validation.” This 

refers to the aspiration of the students to have their position within the group validated, 

to be seen as having value or worth. This means that student behaviours, specifically 

acts of resistance, should be understood in terms of the habitus they bring to the field 

as well as their position and interactions within the field. Reay (2004) suggested that 

“habitus cannot be directly observed in empirical research and has to be apprehended 

interpretively” (p. 439). Therefore, the methodology required for this research must be 

sufficient to observe field practices (behaviours and interactions) as well as reveal the 

students’ lived experiences across the overlapping fields in which they operate so as 

to interpret the behaviours from the standpoint of the students’ lived experiences (see 

Chapter 4).  

3.5 APPLYING BOURDIEU 

While Bourdieu’s concepts have been criticised, Mills (2008) argued much of 

this is due to misinterpretation of his work. Mills and Gale (2007) provided a 

theoretical argument that a Bourdieuian methodology “has the potential to see 

possibilities for socially just action in education realized” (Mills & Gale, 2007, p. 445). 

Furthermore, they argue that research underpinned by Bourdieu’s “theoretical 

concepts have made significant contributions in the late twentieth and early twenty-

first centuries to understanding the role that schools and school systems play in 

reproducing social and cultural inequalities” (Mills & Gale, 2007, p. 434). Specifically, 
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Mills (2008) suggested that Bourdieu’s conceptual tools provide great potential in 

improving the “educational outcomes for marginalised students” (p. 79). 

A demonstration of the analytical power of Bourdieu’s theoretical framework as 

it can be applied to education can be found in Marsh (2006). Adhering to what Mills 

and Gale (2007) term a Bourdieuian methodology, Marsh (2006), in researching pre-

service teachers in England on their perceptions of popular culture in the literacy 

curriculum, draws on Bourdieu’s concepts as an integrated theoretical framework as 

intended by Bourdieu (Bourdieu, 1984; Bourdieu & Wacquant, 1992; Reay, 2004), as 

opposed to selecting specific Bourdieuian conceptual elements in isolation. The four-

year project, in which data were generated regarding the attitudes, beliefs, and 

experiences of pre-service teachers through group and individual interviews, was 

underpinned by Bourdieu’s concepts, field, capital and habitus, to “explore how 

student-teachers accepted or resisted dominant literacy traditions within schools” 

(Marsh, 2006, p. 163). 

The findings of Marsh (2006) demonstrate how the relationship between the 

participants’ habitus and capital interact with the field to produce conformity or 

resistance in terms of literacy teaching. Participants who possessed capital that aligned 

with the field (established literacy teaching methods of the school) were less aware of 

dominant discourses, mis-recognising them as “normal”, and thus were less likely to 

challenge them.  

Bourdieu’s theoretical framework is central to the research of Holt (2012) into 

choices of young female school leavers living in rural Australia to move to elite city 

universities. The article draws from data gathered during a four-year study into young 

women considered disadvantaged and, although failing to explain the reasons for the 

disadvantaged label, Holt (2012) provides a deep examination of the interplay between 

capital, field, habitus, and how habitus is constructed over time. Drawing on Bourdieu, 

Holt (2012) demonstrates how these young women’s self-narratives of “being smart” 

influenced their choices to move to the city for further education, and further 

demonstrates how such identities are the result of the “capital” invested by their 

teachers and parents and “embodied” by the young women into habituses that make 

such choices seem almost inevitable.  

Christ and Wang (2008) used Bourdieu’s concepts of capital, field and habitus 

in an ethnographic study of how first grade students develop procedural practices in 
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order to engage in literacy groups. Conducted over 12 months, investigating both the 

home and school culture of minority students from low socioeconomic backgrounds, 

their study employed multiple forms of data collection, focussing on the student-led 

literacy groups but also capturing data on the wider literacy session so that the school’s 

cultural context could be established. Identifying the small literacy group as the field  

and using an analytical framework that drew on capital, habitus, field, and also the 

Bourdieuian concept of practice (practice being the outcome of the interaction between 

habitus, capital, and field), Christ and Wang (2008) demonstrated how the interaction 

between students’ capital and habitus, within the field, led to the development of 

practices that either conformed to or resisted the wider class practices, or resulted in 

the co-construction of field specific practices. Christ and Wang (2008) stated that “our 

findings suggest that Bourdieu’s thinking tools provide a useful means of exploring 

the co-construction of practices” (p. 205), and that “procedural practices … can be 

used as an entry point to understand students’ different cultural practices and habitus” 

(Christ & Wang, 2008, p. 206). 

Thompson (2011) engages in a Bourdieuian analysis of a work-based learning 

program, Entry 2 Employment (E2E) in England that aimed to “re-engage young 

people with ‘barriers to learning’” (Thompson, 2011, p. 15). Thompson draws on 

international research to support the argument that credential inflation has meant that 

“the forms of capital these young people possess have been progressively devalued” 

(Thompson, 2011, p. 19). Furthermore, Thompson (2011) states that the field of E2E 

is “formed from the intersection of a number of fields … [of which almost all] … 

occupy dominated positions with respect to the field of power” (p. 18). This in effect 

positions this type of learning program as work focussed or practical based, denying 

the students attending, seen as workers rather than thinkers, “access to the forms of 

knowledge required for full participation in society” (Thompson, 2011, p. 16).  

Thompson (2011) stated that “different orientations to education or employment 

can arise, with the same broad set of dispositions and broadly similar objective 

conditions, from specific differences in experience, not only of schooling but of all the 

fields constituting a social world” (p. 22), simultaneously demonstrating both the 

complex and dynamic relationship between habitus and field, and the flaw in 

generalising family background of students as deficits, or “barriers to learning.”  
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3.6 SUMMARY 

This chapter outlined the theoretical framework and relevant concepts guiding 

this research. The central question, what role does social capital play in resistance to 

formal education by students attending alternative education programs, links the work 

of Bourdieu and Willis in an examination of the phenomenon of social and educational 

inequality manifested within an (alternative) educational setting.  

The different interpretations of social capital by the key theorists, Putnam, 

Coleman and Bourdieu, were examined in the context of this study and it was argued 

that Bourdieu offered a greater opportunity to understand the nuances of the 

interactions between the individuals and the institution through his central interest in 

conflict and inequality, and the power of his conceptual tools.  

An exegesis of Bourdieu’s work informed the argument that Bourdieu’s 

theoretical constructs, capital, habitus, field, provide powerful tools for exploring the 

factors influencing resistance to formal education by marginalised students. The 

significance of Bourdieu’s conceptualisation of capital as multiform (economic, 

cultural, social, and convertible) was discussed and linked to educational success 

and/or the lack thereof, for these students. The relationship, or contrast in value 

between the students’ capital and the valued capital of the field, positions these 

students in such a way as to disempower them from accessing the further capital.  

Bourdieu’s work was shown to have provided a research framework that has 

underpinned much educational research ranging from micro-level examinations of 

pedagogic decisions and pre-service literacy teaching, to more macro-level general 

education reform and policy initiatives (Lingard, 2010; MacLennan & Lingard, 1983; 

J. Marsh, 2006; Rawolle & Lingard, 2008; Wright, 2008).  

 

This chapter has demonstrated the relationship between Willis and Bourdieu, 

with both acknowledging the role of the school system in the reproduction of power 

distinction between classes (Bourdieu & Passeron, 1990; Sassatelli, Santoro, & Willis, 

2009), and both acknowledging resistance by the dominated (Bourdieu & Wacquant, 

1992; Bourdieu 1984). Yet whether acts of resistance by students are part of the 

mechanism of institutional power and domination, or simply challenges to the 

hegemonic structures of formal education, or indeed move beyond both these 
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conceptualisations and can lay claim to potential transformative power, the question 

remains, in what way do the social relations influence the educational trajectory of 

students?  

Taking a Bourdieuian perspective, the disposition to resist is generated by an 

individual’s habitus, while the exact form the acts of resistance take are shaped by the 

intersection of field and capital. Therefore, by employing Bourdieu’s concepts, this 

study undertakes an in-depth analysis of the logic behind acts of resistance, an 

examination of not only the form such acts take, but also some of the central aspects 

that influence the manifestation and perpetuation of acts of resistance. This research 

seeks to answer these questions through critically examining the social landscape of 

an Alternative Education Program (AEP). 

In this section, it was argued that habitus is produced by our experiences within 

the various social fields in which we exist. Our experience within the social world 

guides the development of the habitus and our habitus governs how we perceive the 

world and, in this respect, it “is thus a past which survives in the present and tends to 

perpetuate itself into the future by making itself present in practices” (Bourdieu, 1977, 

p. 82). In relation to a student’s practices, or acts of resistance, the student’s resistant 

stance towards formal education is manifested in the habitus and related to the dis-

connect between the student’s embodied cultural capital (habitus) and capital valued 

in the educational field. When acted upon, the enacted form of these acts of resistance 

is related to the position of the students and the capitals available to them within the 

field (Duckworth, 2013; Reay at al., 2005). 

 I propose that using Bourdieuian thinking to examine the duality of resistance, 

implicated in social reproduction and required for social transformation, can provide 

new understandings that could assist in the restructuring of learning environments as 

more equitable educational spaces for all students, reducing educational ‘failure’.  

This chapter outlined the theoretical framework underpinning this research. The 

relationship between Bourdieu’s concepts of capital, field and habitus and students’ 

acts of resistance was identified and positioned as complementary to the purpose of 

researching educational inequality. Chapter 4 provides details about the research 

methodology employed as informed by the theoretical framework presented here. 
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Chapter 4: Research Methodology 

4.1 INTRODUCTION 

This chapter outlines the research methodology used to critically examine the 

connection between school resistant students’ social capital and their acts of resistance 

as played out through their relationship with formal education.  

This research follows a qualitative research methodology, outlined in Section 

4.2 to “develop an in-depth exploration of a central phenomenon” (Creswell, 2003, p. 

206). The research question, introduced in Section 1.3.1, is re-introduced and 

discussed in Section 4.3. The research design (Section 4.4) is aligned with the 

theoretical framework previously outlined in Chapter 3. The methods of data collection 

are discussed in Section 4.5, and data analysis, including ensuring the trustworthiness 

of the data, is presented in Section 4.6.  The remaining sections of the chapter deal, in 

turn, with limitations (Section 4.7), and ethics (Section 4.8).  The chapter concludes 

with a brief summary of the research methodology, presented as Section 4.9.  

4.2 QUALITATIVE METHODOLOGY 

Stake (1995, 2006) suggests the defining characteristics of a qualitative study 

are that it is holistic in nature, empirical, interpretative and empathetic. For this study, 

I employed a qualitative interpretive methodology in order to “explore in detail social 

and organizational characteristics and individual behaviors and their meanings” 

(Lapan, 2011, p. 69).  

Qualitative methodologies are “interested in uncovering the meaning of a 

phenomenon for those involved . . . [by] understanding how people interpret their 

experiences, how they construct their worlds, and what meaning they attribute to 

their experiences” (Merriam, 2009, p. 5). This aligns with interpretive research 

approaches that aim to create meaning through “studies that endeavour to understand 

a community in terms of the actions and interactions of the participants, from their 

own perspectives” (Tobin, 2000, p. 487).  

The theoretical framework (Chapter 3) presupposes a belief in the social 

construction of reality, which ties an individual’s construction of reality to their 
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specific socio-political and cultural contexts. From an interpretivist perspective, what 

an individual sees as reality, or what exists, is constructed through that individual’s 

context and/or culture. However while this perspective lends itself to criticism for 

assuming a value-free position, following the belief that “all constructs are equally 

important and valid” (Schram, 2006, p. 45) is not the same as suggesting that all 

constructs hold equal legitimacy. Therefore, the issue of legitimacy requires a critical 

examination as “what counts as worthwhile knowledge is determined by the social and 

positional power of the advocates of that knowledge” (Cohen et al., 2011, p. 32).  

In other words, one’s reality is constructed by the way one interacts and 

experiences the world and while it is important to recognise that while each reality is 

valid, it is equally important to be critically aware of the contradictions between the 

different social realities that can lead to the creation and perpetuation of inequality. In 

this study therefore, it is important to consider the social realities, or histories of the 

students, their lived experiences, and how this influences their interpretations of the 

social and educational world around them. This view aligns with resistance theorist 

Henry Giroux’s (1983) suggestion for researchers to “link the behaviour under 

analyses with an interpretation provided by the subjects who display it” (p. 109). 

Resistance theory holds that there are dominant structures in society operating 

to ensure a social reality based on power rather than ‘truth’, and social capital theory 

suggests that social relationships hold value and can be both a source of power and the 

result of being in power. Therefore, this examination of the social and educational 

fields of marginalised students is situated in a critical interpretivist paradigm as it seeks 

to uncover truth as it exists in “local and specific constructed and co-constructed 

realities” (Guba & Lincoln, 2005, p. 193), whilst recognising that “all thought is 

fundamentally mediated by power relations that are socially and historically 

constituted” (Kincheloe & McLaren, 2005, p. 305). The focus on histories and lived 

experiences led to the decision to use a narrative voice to present the participants’ 

stories (Chapter 5) in a way which “foregrounds the ‘voices’ of participants and 

respects them as agentic and performative narrators” (West, 2013, p. 1). McMahon 

and McGannon (2016) argued that: 

… narrative provides researchers and the researched with the potential 

space to represent the complexity and range of embodied experience … [which 

should] be ‘captured’ and represented as complex, multi-dimensional, 
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multifaceted and layered embodied encounters … rather than just providing a 

one-dimensional story. (p. 98) 

Whilst a critical interpretivist approach aligns the theoretical framework with 

methodological design, it is not easy to differentiate between the educational and social 

causes and effects of student resistance to formal education. Therefore, as this research 

holds both social and educational implications, the use of case study methodology is 

most appropriate (Merriam, 2009; Simons, 2009; Stake, 1995, 2006; Yin, 2009). 

Defined as “a holistic inquiry that investigates a contemporary phenomenon 

within its natural setting” (Harling, 2002, p.1), case study “explores a real-life, 

contemporary bounded system (a case) or multiple bounded systems (cases) over time, 

through detailed, in-depth data collection involving multiple sources of information… 

and reports a case description and case themes” (Creswell, 2003, p. 97). According to 

VanWynsberghe and Khan (2007), whilst case study methodology can be situated 

within an interpretivist paradigm, where “reality is a social construct that emerges from 

the way in which individuals and groups interact and experience the world” (p. 8), it 

simultaneously affords us an opportunity to work within a critical paradigm to “detail 

a history of contradictions that has led to injustices” (p. 8). Therefore, case study is a 

research method well suited to exploring the relationships between equality and 

inequality, power and resistance, in order to gain a more in-depth awareness and 

understanding of social and educational inequality. 

Robert Stake (1995, 2006) and Robert Yin (2009) are considered the key authors 

on case study methodology (Baxter & Jack, 2008; Cohen et al., 2011; VanWynsberghe 

& Khan, 2007) although they offer different methods of data analysis (Baxter & Jack, 

2008), with Yin assuming a more analytical focus and Stake taking a more holistic 

perspective. Stake’s emphasis on understanding the meaning behind participants’ 

experiences situates him within an interpretivist paradigm, whilst Yin’s approach to 

data analysis is more positivist, for example emphasising criteria for generalisability 

(Crowe et al., 2011), and therefore, while both Yin and Stake have much to offer to 

case study methodology, I found Stake’s work much more suitable for the purposes of 

this qualitative research project. Case study is not in itself a strict method, as different 

researchers can use a case study design while employing different methods, including 

quantitative research methods (Bassey, 1999; Merriam, 2002; Simons, 2009; Stake, 

1995, 2006; Yin, 2009). A review of the literature on case study design indicates the 
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salient features of case study as a real-life or holistic research approach (Crowe et al. 

2011;  Huberman & Miles, 2002; Merriam, 2009; Stake, 1995, 2006; Yin, 2009) and 

the use of multiple data sources (Stake, 1995, 2006, 2010; Yin, 2009).  

Stake (1995, 2006) suggests there are three types of case studies, intrinsic, 

collective and instrumental. An intrinsic case study has as “the main and enduring 

interest… the case itself” (Stake, 2006, p. 8), whilst a collective case study draws 

together data from several sources (Stake, 1995). In an instrumental case study, the 

researcher attempts to gain insight into an issue beyond the actual case, for instance, 

when the researcher “selects a small group of subjects in order to examine a certain 

pattern of behaviour” (Zainal, 2007, p. 4). 

 Bourdieu describes the site in which different groups compete for power as a 

field, and in the context of this study the field is the relationship between the students 

and formal education. This study proposes that within this field, the demarcation 

between the social and the educational is blurred, and the ways in which the two 

competing groups come together, bringing with them different capitals, creates a social 

struggle. For some students, this struggle may manifest as acts of resistance, displayed 

across multiple physical sites but is most apparent where the two groups connect, 

within the boundaries of the Alternative Education Program.  

Therefore, I have chosen to further refine the research design as a qualitative 

instrumental case study, as the research is interested in gaining insight into the social 

mechanisms involved in the manifestation of acts of resistance by these students in an 

AEP, rather than the AEP itself.  Baxter and Jack (2008) describe an instrumental case 

study as being “used to accomplish something other than understanding a particular 

situation. It provides insight into an issue or helps to refine a theory. The case … plays 

a supportive role, facilitating our understanding of something else” (Baxter & Jack, 

2008, p. 549). The life histories and experiences of the participants in this study and 

observations of the research setting play the “supportive role” in this study. 

The natural boundaries (temporal, physical, enrolment) of the AEP impose limits 

on the students’ relationship with formal education (the case), enabling the case to be 

defined as a ‘bounded system’ (Creswell, 2012; Merriam, 2009; Stake, 2006). The 

bounded real-life context of the AEP allows for a holistic, in-depth examination of the 

social relationships and educational experiences of all of the participants in the 

program, specifically the students, with the aim of understanding the role social capital, 
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habitus and field play in the decisions of students to resist the education offered by the 

alternative program. The students’ actions are generated from the interplay between 

field, habitus and capital. This aligns with Bourdieu’s (1986) epistemology; the way 

we can know social capital is through the examination of the interplay between an 

individual’s field, habitus and capital.  

Therefore, in responding to what exists to be researched, how we can know about 

what exists, and why this research is important, a qualitative, instrumental case study 

was adopted, through it being suited to the theoretical framework of social capital 

within the field of education and being appropriate to my ontological position as a 

researcher.  

4.3 RESEARCH QUESTION 

The central research question, introduced in Section 1.3.1, is:  

What role does social capital play in resistance to formal education by students 

attending alternative education programs?  

The corollary questions that guide this research are: 

What capitals are available within the field and does availability influence acts 

of resistance; and, 

To what extent are the different forms of capital validated by the field and does 

validation influence acts of resistance?  

As outlined in Chapter 3, this research is underpinned by a theoretical framework 

that posits a relationship between two central elements of the research question, social 

capital and educational resistance, that can be understood through the examination of 

capital, field and habitus. Student resistance towards formal education is generated by 

the students’ habitus and can manifest as acts of resistance generated by the interplay 

between capital and habitus, which is, in turn, linked to the students’ field history.  

Therefore, this research is an examination of a complex and contextualised 

phenomenon, situated within a critical interpretivist paradigm, and best suited to a case 

study research design, allowing researchers to build social knowledge through the 

contextual interpretation of the subjective meanings those participants give to their life 

experiences. This knowledge can then be used to “understand, explain and demystify 

social reality through the eyes of different participants” (Cohen et al., 2011, p. 19) 
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which can then be used to inform the development of pedagogy and curriculum aimed 

at establishing critical resistance as both a social ontology and an epistemological 

approach. 

4.4 RESEARCH DESIGN 

This section presents details of the research setting and the participants of this 

study.  

4.4.1 Research setting – The Indigo Centre 

The context of this study is the Indigo Centre, an Alternative Education Program 

run by the Queensland Department of Education, Training and Employment (DETE) 

that offers intervention for 10 – 15 year old students with chronic histories of engaging 

in behaviours considered to be inconsistent with school success: truancy, non-

compliance, vandalism, and physical and verbal abuse. Currently operating within the 

grounds of a mainstream primary school, it has operated in three other locations since 

the program began in 2000 and has only been in its present location since the middle 

of 2013. I was employed at the Indigo Centre as a teacher during this last relocation. 

Initially, the Indigo Centre began life in a house in a metropolitan suburb. The program 

was established in 2000 by the state government as part of the Queensland State 

Education 2010 (QSE 2010) (Education Queensland, 2000) to cater for disengaged 

students. In 2004, the Indigo Centre was relocated for the first time when its original 

location was sold. This move saw the Indigo Centre operating out of a premise that 

also housed other education department services. It was relocated twice within these 

same premises. Various systemic and structural changes to the provision of education 

in Queensland saw a nearby department-owned building become vacant. The decision 

was made by DETE to relocate the Indigo Centre for a fourth time, to this facility, after 

a refurbishment. 

This current iteration of the Indigo Centre operates as a “medium term, intensive 

support program for students aged 10-15 years who have or are at significant risk of 

disengaging from schooling and has a focus on improving the referred student’s ability 

to be successful in school” (Behaviour Co-ordinator interview 1: 05/06/14). In order 

to improve students’ ability to be successful, the Indigo Centre focuses on improving 

the students’ skills in positive behaviour, engagement and participation, wellbeing, 

literacy, numeracy; and skills for learning. Table 4.1 illustrates how the day schedule 
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of the Centre compares to that of a typical day schedule in a mainstream school in the 

state of Queensland.  

Table 4.1 Comparison of a school day in the Indigo centre and a typical Queensland 

mainstream school 

 
A typical Queensland mainstream 

school 

The Indigo centre 

Students arriving at school are 

supervised but are under their own 

direction until school begins. There 

are usually a number of acceptable 

activities available and students can 

choose with what and whom they 

engage. 

Students are under direction of staff as 

soon as they arrive. They are expected 

to engage in a staff chosen whole 

group activity. 

Lessons times are defined. The start 

and end of lessons and breaks is 

signalled by bell/music. 

Lessons times are flexible. Lessons 

start when staff believe students are 

ready. Start and finish of lessons is 

announced by the teacher.  

Learning is timetabled – lessons start 

and finish at a pre-determined time. 

Changing the timetable usually 

requires negotiation across many 

staff. 

The timetable is flexible and start and 

finish times can be changed easily and 

quickly. 

Learning is structured by subject 

and/or learning areas and learning is 

sequential (builds on previous 

lessons). 

Learning is structured around 

students’ engagement in their 

preferred (games) or non-preferred 

activities (school work). 

There are set times for eating/playing 

when staff supervise students but 

when students are expected to be 

under their own direction. 

Students constantly under close 

supervision and direction from staff. 
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Non-contact time for staff (scheduled 

time when there is no contact with 

students – preparation time). 

Staff have no non-contact time away 

from students. 

Student learning progression is 

systemically assessed and graded. 

No assessment is undertaken and no 

grades assigned. 

 

 The Indigo Centre is run by two permanent teachers and one-part time teacher 

aide and is supported by a visiting Art teacher and one part-time Guidance Officer. 

The academic program is also supported by a music program, run by the teacher aide. 

The staff are line-managed by a co-ordinator who works off-site and a management 

committee, consisting of Principals from a number of the region’s state schools, which 

meets once a month to discuss operational procedures (see Figure 4.1, Governance 

Structure of the Indigo Centre). The program is funded centrally but connected to the 

regional behaviour support service. 

The Centre is part of a broader government-provided service that also offers 

early intervention for students between the ages of seven and ten who exhibit 

challenging behaviours, and an Advisory Visiting Teacher (AVT) service that offers 

in-school support for low level behavioural issues. All services operate from the same 

physical location with some overlap; for instance, students attending the Indigo Centre 

may have received AVT and early intervention support at one stage. 

One of the espoused (and documented) goals of the Centre is to provide an 

alternative, flexible educational pathway for students up until the end of their 

compulsory school period; however, the fact that it is run under the broader ‘behaviour 

services’ label, and operates within the same physical location as intensive behaviour 

programs, and the student cohorts of the different behavioural programs overlap, are 

all contextual elements that may produce some confusion as to the exact purposes of 

the program. The perceptions of staff working in the program are therefore crucial in 

furthering our understandings and it is important they are included in the research. 
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Figure 4.1 Governance structure of the Indigo centre 

 
Schools wishing to refer students to the Indigo Centre initially send referral 

paperwork to the Behaviour Co-ordinator. Background information is collected 

usually through a telephone conversation with the contact person at the school. The 

referral is then tabled at a meeting of the Governance Group and either accepted, 

rejected or put on a wait list. While it is not documented as a policy, the Behaviour 

Co-ordinator explained that the only reasons a student referral would be rejected are if 

they posed a threat to the safety of others or there was a lack of available places.  

When a referral is accepted, the Indigo Centre staff are notified by the Co-

ordinator and meetings are scheduled with school, parent and student. At this meeting 

parents and students are taken through an orientation to the program, and attendance, 

transport and behaviour expectations are outlined. Generally, the students start within 

the following fortnight.   

4.4.2 Participants 

 As Stake (1995, 2006) mentions, an instrumental case is determined through a 

careful selection to ensure productive outcomes, and although there was no formal 

sampling prior to the case being selected, it could be argued the sampling occurred 

through the researcher’s involvement in the alternative education field. In a qualitative 
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case study, triangulation occurs through multiple perspectives and sources of data. 

Drawing on multiple sources of data enables trustworthiness, and drawing on data 

from different sources, permits identification of patterns and themes (Baxter & Jack, 

2008; Stake, 1995; Yin, 2003). Therefore, this study collected data from the various 

perspectives of members associated with the Indigo Centre. 

The participants in this study comprised selected students in the Indigo Centre 

(Section 4.4.2.1), their parents/carers (Section 4.4.2.2) and teachers (Section 4.4.2.3). 

The researcher is also a participant with “insider” knowledge of the participants and 

the research setting (Section 4.4.2.4). As Stake (1995) observed, the researcher is a 

sort of biographer who observes and studies a particular aspect of the life of an 

individual/s.  

4.4.2.1 Students 

The student participants in this study had been referred to the Indigo Centre 

because of a range of behavioural concerns. They represent a non-randomised 

opportunistic sample. Because of this, I needed to consider the issue of student 

participation in the research from both the professional and the ethical perspective. 

Professionally, it is usually only parental permission that is required to complete tasks 

with students. It is generally accepted in schools that by attending on any given day, 

students have given their tacit approval to engage in all regular activities. Only for 

changes to regular routines is parental permission sought and rarely if ever, is student 

permission required.  

However, ethically, to involve an individual in a research project requires the 

individual’s understanding and approval. I was conscious that this in itself may prove 

to be challenging, as my previous experience had shown me that Indigo Centre 

students are fully aware that generally when a teacher “asks” a student to do something, 

it is less about giving the student a choice and more about wording an “order” nicely. 

Furthermore, the students invited to participate in the research project are not often 

willing participants in school tasks. Therefore, in the participant selection phase, I 

endeavoured to meet with each student to personally explain the research, their 

potential involvement, and to clarify any questions they may have, in order to make an 

informed decision as to whether they would be involved.  
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As the student enrolment at the Indigo Centre was spread across both morning 

and afternoon sessions, students from both programs were invited to participate in the 

research project. Interestingly, all the students attending the afternoon session declined 

to participate and the students who chose to participate were all attending the morning 

session. Table 4.1 introduces the seven students who agreed to participate. It also 

details their age, an abbreviated reason for referral, and period of enrolment and 

attendance pattern within the Centre. All participants were male. 

Table 4.2 Details of student participants 

 
Participants1 

(N=7) 

Age2 Reason for referral3 Period 

enrolled 

at Indigo 

Centre4 

Attendance 

(days per 

week)5 

Victor 14 years      

4 months 

Absenteeism, verbal abuse 9 months 1 

Neil 12 years      

9 months 

Violent behaviour 23 

months 

2 

Michael 11 years     

6 months 

Non-compliance 11 

months 

4 

Neville 13 years     

7 months 

Absenteeism, task refusal, 

leaving classroom without 

permission, verbal aggression 

7 months 2 

Eric 12 years     

1 month 

Physical aggression, verbal 

abuse 

14 

months 

3 

William 11 years     

6 months 

School refusal 14 

months 

3 

Ewan 11 years     

9 months 

Anger, physical and verbal 

abuse 

14 

months 

3 

 

Notes to Table 4.2 

1. Pseudonyms given to students who participated in the study. 

2. Participants’ age at time of data collection (May 2014) 

3. Reasons for referral summarised from document analysis (see Section 4.5.1) 
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4. Period of enrolment at the Indigo Centre at the Indigo Centre (in months). Some participants 

have been enrolled in other Centres prior to their current enrolment or had flexible 

attendance arrangements within mainstream schools 

5. This is the days of attendance required as part of the enrolment. The different days in 

attendance required for each student, combined with their absenteeism, created difficulties 

in completing all interviews and observations 

4.4.2.2 Parents / Carers 

Student involvement in the research relied on both their own informed consent 

and that of their parents or carers. Example consent forms for students and parents are 

provided in Appendix A and Appendix B respectively. Before approaching the Indigo 

Centre students, I had to make contact with and seek approval from the parents/carers 

as all were minors, that is, under 18 years of age. I also wanted to advise them of the 

research aims and objectives and invite parents to take participate. They were also 

given the opportunity to engage in dialogue to resolve any concerns they had with the 

research. 

Almost all parents/carers I contacted — using details obtained from the staff at 

the Indigo Centre — responded positively to the idea of educational research involving 

themselves and their students. Establishing and maintaining effective communication 

with all the parents/carers, however, proved difficult due to mobility and changing 

phone and other contact details. The following anecdotes, describing three failed 

attempts at recruiting participants, illustrate the instability in the lives of many of these 

students and their families.  

In the first instance, a student’s mother declined to participate, citing the fact that 

she did not believe her son would be attending the Centre for much longer and that he 

was transitioning back to a mainstream school. At the start of the data collection period, 

the student was no longer in attendance at the Centre but neither had he transitioned 

back to mainstream school. I was unable to gain reliable information about this 

student’s further connection in formal education or contact details for the family.  

In the second instance, there was initial difficulty in contacting a student’s 

parents. Several calls went to voice mail while others rang out. When contact was 

established, both parents agreed to be involved, expressing their favourable attitude 

towards the research project. However, the student’s mother failed to attend either of 

the two meetings scheduled with her. Further phone communications led to her asking 
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for the consent forms to be mailed to a post office box and these were promptly 

returned signed. However, later phone calls were not answered and no further contact 

could be established with either parent. When data collection began, the student was 

no longer attending the Indigo Centre as, according to staff, his parents had 

discontinued his enrolment. I was unable to source reliable data on the student’s further 

connection with formal education or contact details for his family. 

The third instance concerned a student who was in foster care. In order to contact 

students living in care, I was advised by the Indigo Centre Co-ordinator to contact the 

Department of Communities. The process of establishing initial contact proved most 

arduous as despite many attempts to telephone, the caseworkers were unavailable. 

Once contact was finally established, my request to contact the students and invite 

them to participate was noted and I awaited approval from the Case Supervisor. This 

took several days and several more phone calls. I was finally granted permission to 

approach these students through their carers. While contacting the students’ carers was 

straightforward, arranging times to meet was quite difficult and took quite some time 

to arrange. A meeting was arranged at a given time at the student’s residence. I drove 

21 kilometres arriving at the scheduled time to find no-one at home. I rang the carer’s 

phone and received no answer. I waited in the car outside the residence for 30 minutes. 

Just as I was about to leave, the student and carer arrived home. The carer informed 

me that, despite the scheduled meeting, the student had decided he wished to go to the 

library and so they went to the library until he was ready to leave.  

Table 4.2 introduces the parents/carers who agreed to participate in the study. It 

provides details of their connection to the student participants introduced in Table 4.1. 

I had an existing positive relationship with Victor’s mother (Rita) and Neil’s 

parents (Lauren and Paul) as I had previously taught both students (see Section 5.2). 

Both sets of parents immediately expressed an eagerness to be involved. Meetings 

were arranged at the respective families’ homes and informed consent was received 

from both parents and students. 
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Table 4.3 Details of parent/carer participants 

 
Parent/Carer1 

(N=8) 

Student 

(N=7) 

Relationship to       

student 

Rita Victor Mother 

Lauren and Paul Neil Mother and Father 

Tracey Michael Mother 

Nigel Neville Father 

Terase Eric Grandmother 

Samantha William Mother 

Von Ewan Mother 

Notes to Table 4.3 

1. Pseudonyms given to parents/carer who participated in the study 

I made phone contact with Michael’s mother (Tracey), and although we did not 

know each other, she told me that she knew who I was through her other child who 

had been at a school where I had worked. She expressed a favourable attitude towards 

the research but failed to attend any of the three meetings we arranged. While I had 

resigned myself to the possibility that Michael and Tracey may not participate in the 

research, I later received an email from one of the staff at the Centre stating that she 

had been asking about the research. Using the staff member as a point of contact, 

another meeting was arranged. I met with Michael and Tracey at the Indigo Centre and 

discussed the research; they both provided their written consent. 

I was able to make contact with Neville’s father, Nigel. Neville was in care but 

spent considerable time each week with his father and was transitioning back to reside 

with him. We arranged a meeting and discussed the research. Neville’s father was very 

keen to be involved and so I left the consent forms with him to read and consider. A 

few days later, he called me to inform me that both Nigel and Neville had given their 

consent and I picked up the consent forms from their home.  

I met Eric, also in care, and his carer at a local fast food outlet where we had a 

meal together. Eric recognised me from a previous school where I had taught and that 

he had attended several years ago. Eventually, happily, he gave his consent to 
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participate. His carer provided me with contact details for Eric’s grandmother, Terase, 

and suggested she would be the most appropriate adult to participate. I contacted her 

and, after a brief meeting, she gave her consent although she expressed concern she 

may not know the answers to all questions I asked, as she only saw Eric occasionally 

since putting him in care. 

William’s mother, Samantha, was ill when I first made phone contact and, while 

introductions were made, no meeting was arranged. During our second telephone 

conversation a few days later, a meeting was arranged where I went to their house to 

meet with both Samantha and William. Whilst Samantha assured me that she was well, 

she appeared to me to be still quite ill. They both signed the consent forms. However, 

shortly after the initial interviews were conducted with both William and his mother, 

staff at the Indigo Centre informed me that Samantha had been hospitalised and 

William had been sent away to be cared for elsewhere. No further contact could be 

established. 

I contacted Ewan’s mother, Von, by phone and we arranged to meet during her 

lunchbreak from work. She was positive and seemed very interested in the aims of the 

research. She expressed a desire to be involved and asked to take the forms with her 

to read thoroughly to make sure she understood them before signing. A few days later, 

I received the signed consent forms for Von and Ewan via email. 

4.4.2.3 Indigo centre staff 

Throughout 2012 and 2013, when I worked at the Indigo Centre, I held regular 

meetings with all staff including the Behaviour Co-ordinator, in which I outlined the 

broad scope of the proposed research and the proposed level of involvement for staff 

if they wished to be involved. In 2014, once all the required approvals were obtained, 

I arranged a formal meeting with the staff through the Co-ordinator to formally explain 

the research project and formally request his written consent to conduct the research 

in the Centre. The approach letter to the Behaviour Co-ordinator and the example 

consent form are provided in Appendix C and Appendix D respectively. I had not 

worked at the Indigo Centre since the end of 2013; however, I had retained positive 

professional relationships with all staff and the meeting was quickly and easily 

arranged. However, at the time of the meeting only two of the staff could attend due 

to changing work commitments. Informed consent was received from these two staff 

(who were later given the pseudonyms, Tina and Oliver). Both expressed a keenness 
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to be involved and were hopeful that local research would assist them in providing the 

best support possible for their students. I attempted to make contact and gain informed 

consent from the other staff members, with informed consent gained from a further 

three staff, Richard (teacher aide), Edward (Behaviour Co-ordinator), and the 

Guidance Officer.  

However, before data collection began, the Guidance Officer suffered an 

accident preventing her return to work and therefore she was not interviewed. The final 

staff member (Vivian - pseudonym) initially declined to participate in the research 

project, however after the classroom observations began, Vivian became interested in 

the research and then provided written consent to classroom observations and 

interview by conversation.  

Once informed consent had been established, but prior to starting classroom 

observations, I met with the staff to discuss the pragmatics of the observations. As only 

those participants who had given consent could be observed, and not all students had 

done so, I had concerns as to how this would impact on the scheduling of the 

observations. Ultimately this did not present an obstacle. Fortuitously, the students 

who declined to participate did not attend at the same times as the students who were 

participating. This grouping of the students into two similar yet separate programs and 

the fact that this grouping coincided with students willing and unwilling to be involved 

in a research project in itself may have offered some valuable data. Unfortunately, 

without informed consent, this avenue of examination was not within the scope of this 

research project. 

4.4.2.4 The Researcher 

The researcher in this study is not a detached or objective observer (see Section 

1.5). I was familiar with the setting, staff and the operations of the program due to 

prior work in the program and in local schools. I had previous direct experience with 

two participants (Victor and Neil) and indirect experience with Michael and Eric 

through the teaching of siblings or at the same school. By association, I also had a prior 

professional association with some of the parents/carers. This prior knowledge led me 

to the decision that attempting to remain completely “outside” of the classroom 

activities would be difficult and unnatural. I continued to liaise closely with staff to 

maintain balanced participation, which meant observing lessons without participating 

but at times participating in some games such as Uno.  



 

Chapter 4: Research Methodology 93

At times, my knowledge of these participants, particularly of students and their 

respective parents/carers, and of the research setting has been used to fill in gaps in the 

data.  This positions me as an “insider” and additional informant to the study.  

My recounts, particularly as annotations to others’ life histories or from my field 

notes, adopt a first-person narrative voice. This approach also allows my voice to be 

heard in a similar way to Yip’s (2013) research. She argued that this made her work 

more transparent and allowed her to “include more possibilities in revealing ... [her] 

experiences” (p. 126). The analysis therefore takes on the character of witnessing, 

described by Ropers-Huilman (1999) as being “when we participate in knowing and 

learning about others, engage with constructions of truth, and communicate what we 

have experienced to others” (p. 23).  

At all times, I maintained a professional research approach by choosing a 

location at the back of the class where I could observe without interrupting or 

distracting anyone. I recorded any questions I had during classes and used break times 

to ask questions of staff. I negotiated my arrival and departure times with staff and 

kept them informed of my movements. 

4.5 DATA COLLECTION 

Yin (2009) explained that the main sources of data used in qualitative case 

studies are interviews, direct observation, documents and archival records. The data 

collection methods adopted by this study, namely, document analysis (Section 4.5.1), 

focus groups (Section 4.5.2), individual interviews (Section 4.5.3) and direct 

observation (Section 4.5.4), align with general qualitative methodology approaches.  

4.5.1 Document analysis 

“Document analysis is a systematic procedure for reviewing or evaluating 

documents” (Bowen, 2009, p.27). Using documents as a data source can be useful to 

determine the culture of an organisation (Simons, 2009), although some issues can 

arise over the validity and reliability of some documents as well as the confidentiality 

of some of the contained information (Denscombe, 2014).  Over the course of the data 

collection period, relevant school level documents were gathered to support the data 

collected through observation and interviews. The content of the documents also 

enhanced understandings of the culture of the program, specifically the structures of 
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the educational field, the relationships between the staff, students, rules or expectations, 

and the set learning tasks.  

Table 4.3 details the documents reviewed which provided background data for 

each of the student participants. These included referral, enrolment and medical forms, 

and in the Indigo Centre are collectively referred to as a student file. In this thesis, I 

shall also use this term when referring to these collective documents. 

Table 4.4 Documents relating to student behaviour and achievement 

 
Document Description 

Referral forms Completed by previous schools, includes school history, 

academic and behavioural history and the reason for referral to 

Indigo Centre 

Enrolment forms Outlines expected behaviours, roles and responsibilities and 

operational procedures. Requires students and parent signature – 

legal requirement 

Medical forms Indicates any medical issues – Requires parent signature – legal 

requirement 

Communication 

Behaviour Contract 

Emails, record of phone contact, meetings 

Signed statement of behaviour expectations – explained to and 

signed by students agreeing to meet the expectations 

Parent interviews Record of any interviews with parents 

External organisations’ 

reports 

Reports of assessments/interventions carried out by agencies 

other the Department of Education and Training 

Standardised Testing 

Reports 
Results of any standardised testing undertaken by students 

School-based 

assessment reports 
Results of any non- standardised testing undertaken by students 

Student work Samples of the work undertaken by students at the Indigo Centre 

Incident Forms Documentation of any crisis situations that occur 

Case Notes Daily anecdotal evidence of students’ progress 
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The case notes and incident reports provided contemporaneous data relating to 

the types of behaviour, including acts of resistance, that the participants engaged in. 

These case notes also provided evidence of the types of acceptable and unacceptable 

behaviours (and the ensuing consequences) in the Indigo Centre. Table 4.4 provides 

details of the documents that inform and guide the daily operations of the Centre. 

Table 4.5 Documents relating to organisation and operations 

 
Document Description 

Department of Education, 

Training and Employment 

Strategic Plan 2014 – 2018 

Responsible Behaviour Plan 

for Students 

Articulates strategic vision of the department for all 

schools in terms of deliverable outcomes, targeted 

strategies and performance indicators 

Describes high standards of behaviour required so 

that the learning and teaching can be effective 

2014 Program Manual Sets out the operational procedures of the Indigo 

Centre 

Daily timetable Sets out the schedule for the day 

Curriculum documents Pertaining to the academic work, the teaching and 

learning, undertaken in the Indigo Centre 

Lockdown procedures Procedures to be followed in a crisis when Indigo 

Centre students’ and staff safety may be at risk 

 

4.5.2 Focus groups 

The use of focus groups has a long-standing association with research in the 

social sciences. From its early use by Bogardis in the 1920s (Kitzinger, 1994) to the 

popular works of Merton, Fiske, & Kendall in the 1990s (Krueger, 1994), the use of 

focus groups as a methodology has developed as a way to use the interactions of a 

group to generate data (Merton et al., 1990; Morgan, 1996). It is also a way to “provide 

access to participants’ meanings and conceptualisations as they interrogate and debate 

the issues raised” (Barbour, 2007, p. 111). The use of focus groups offers the potential 

for more data to be generated between participants than can be generated by individual 

interviews. 
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In this study, two focus groups were conducted, one with the students and one 

with the teachers. Having two focus groups allowed light to be shed on the interactions 

within these groups in order to support data collected on the interactions between these 

two groups during the daily operations of the program. Unlike the teachers and 

students, the parent body was not a connected group, they did not spend a considerable 

amount of time together or with other groups, and therefore I made the decision not to 

conduct a focus group with the parents.  

The unit of analysis for this case study is the perceptions of the students, and 

Kitzinger (1995) stated that focus groups are “particularly useful for exploring people's 

knowledge and experiences and can be used to examine not only what people think 

but how they think and why they think that way” (p. 299). Barbour and Kitzinger (1999) 

suggested that focus groups offer a positive and supportive method when researching 

hard-to-reach groups, while Bloor, Frankland, and Thomas (2001) indicated the value 

of focus groups in examining the process of decision making. Furthermore, the use of 

focus groups offers value in understanding a targeted group’s thinking and experiences 

of contested topics (Clark, 2009; Hughes & Dumont, 1993).  

In reference to the theoretical framework guiding this research, the use of focus 

groups played an important role in the examination of a field within a field, that is, the 

interactions, including attitudes and decision-making processes, of and between 

marginalised students as they navigate a social field that has been constructed within 

an educational field. While the group of students, and similarly the teachers, attending 

the Indigo Centre constitutes a social field, this is not a social group that would have 

necessarily developed naturally, despite some similar characteristics, without the 

outside influence of an educational system that refers disparate students to occupy the 

same time and space and employs adults to collectively staff the program. 

Given the dynamics of the student group within the study, the use of a focus 

group for this research raised specific issues for the participant selection process, as it 

was important to understand the individual needs of the students and consider how the 

involvement of individual students might affect the dynamic of the entire group. This 

was an area that required significant consideration, as the use of a focus group 

“capitalises on communication between research participants in order to generate data” 

(Kitzinger, 1995, p. 299), and careful participant selection was paramount in ensuring 

that the group had the ability to discuss topics without the situation becoming 
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unmanageable due to arguments and inappropriate behaviour. The participant 

selection process for the focus group was therefore informed by the current attendance 

figures, guided by the document analysis, and determined in collaboration with the 

program staff.  

Within the literature, the recommended size of a focus group varies from four to 

20 participants (Howard, Hubelbank, & Moore, 1989; Kitzinger, 1995; Merton et al., 

1990; Stewart & Shamdasani, 2014) and while this falls within the range of students 

attending the Alternative Education Program of 8 – 12 students, group size was limited 

by a number of factors. Only those students who provided written consent to 

participate could be invited to participate in the focus group, with that number reduced 

further for any students for whom the document record on the student and information 

from the program staff indicated a possibility of serious obstacle to discussion or group 

safety. Whilst neither the document analysis nor the program staff revealed a need to 

limit focus group participation, on the actual day of the focus group, although the focus 

group consisted of only six students, program staff did decide it would be prudent to 

stay in close proximity to the group due to some behavioural issues displayed by two 

of the students in recent days. Although the focus group was conducted without any 

major issues occurring, the possibility led to careful consideration of the final number 

of students invited to the focus group.  

Student Focus Group 

The student focus group was conducted at the Indigo Centre and although I 

envisaged the session would last approximately 45 minutes, its duration was 

considerably shorter (20 minutes 47 seconds), ending when the students became 

restless. Throughout the focus group, I had continually monitored the participants’ 

mood, responses and body language. When the students began to appear restless, 

swinging on chairs, and making negative comments about each other, I decided that 

continuation of the focus group would not have been beneficial for the students’ 

wellbeing, nor for the further generation of meaningful data. 

Six students participated, namely, Victor, Neil, Michael, Eric, William and 

Ewan. Neville did not take part. His carers telephoned the staff to advise he was 

refusing to attend. The student focus group was audio-recorded and I took field notes 

in my journal. 
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I had prearranged the time with the staff to cause the least amount of disruption 

to their program and this meant that two students (Neil and Victor) were not scheduled 

to be in attendance at the time of the focus group. Several days prior to the focus group, 

I contacted these two students and their family and arranged to pick them up and bring 

them to the Centre for the focus group and then take them home. As we arrived at the 

Centre, William was leaving, walking up the road. Neil yelled out to him and he 

returned, visibly angry. He informed us that he was off, leaving the Centre as they 

(staff) were annoying him. Neil tried to encourage him to return and participate in the 

focus group, however I felt it pertinent to check with the staff as to what had happened 

and if he was able to return. Victor and I went inside where I conferred with the staff 

regarding William staying for the focus group.  

The staff said he had chosen to leave on his own accord and suggested that this 

was just the normal volatility experienced within the group; a student storming out of 

the building was expected behaviour. The staff said they had no objection to his 

returning and participating in the focus group. I went outside and spoke with him and 

while he seemed eager to leave, with considerable encouragement from Neil, he agreed 

to stay and participate in the focus group.  

The student focus group began with my introducing myself and outlining the 

structure of the proceedings to generate participants’ familiarity with the topic matter 

(Parker & Tritter, 2006). Each participant was then given an opportunity to introduce 

himself. The boys began to laugh at this and it occurred to me that perhaps this laughter 

was generated from slight embarrassment at what they saw as an “odd” request to 

introduce themselves when they all knew each other. I explained the introductions 

were for the audio-recording but the introductions had stalled. 

I then started reading the vignette I had selected as a stimulus to the discussion 

(Figure 4.2) and the students were invited to respond (see Appendix F for full vignette). 

They were asked for their thoughts regarding the actions, and motives behind the 

actions, of characters in the vignette and the impact these actions have on others. I had 

decided to use a vignette, a fictional scenario, as the catalyst for discussion with the 

students (Jenkins, Bloor, Fischer, Berney & Neale, 2010; Steiner & Atzmüller, 2016). 

It is a validated technique founded in the simple notion of putting yourself in the place 

of another. Responses to a vignette ask participants to: 
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…. search … [their] memory for similar actions of … [their] own and, finding 

such, can draw from them a general principle concerning the relation of their in-

order-to and because-motives. … [They] can then assume that this principle 

holds true for the other person’s actions as well as for … [their] own and can 

proceed to interpret the other person’s actions by “putting himself in …[his/her] 

place. 

(Schutz, 1967, p. 174) 

Using vignettes can assist in alleviating defensiveness attributed to participants’ 

personalising the topics (Clark, 2009; Jenkins, et al., 2010). To elicit accurate 

responses and to generate rich data, the vignette must be plausible and relate to the 

participants’ lived experience rather than those “than those which invite astonishment, 

incredulity or disbelief” (Jenkins et al., 2010, p. 19). Benedetti, Jackson, & Luo (2018) 

contended that “implausible vignettes can result in negative reactions from 

participants, including feelings of confusion, distress, embarrassment, anger, or 

disinterest” (p. 224). The spontaneous laughter from the students when asked to 

introduce themselves is an instance of perceived implausibility. 

Figure 4.2 presents an excerpt of the vignette (see Appendix F for full vignette) 

developed to reflect the research context and the lived experience of the students. It 

was based on Clark’s (2009) use of vignettes in interviews. 

If Albert rides his skateboard to school, he has to lock it in office until 3pm. 

When he goes to school he likes Science and Sport. He likes sport but not all the 

games that they have to play for sport. Sometimes the games the teacher picks aren’t 

as good as others. Sometimes they involve lots of running, even when it’s hot. 

Sometimes Albert just sits out and doesn’t play even though he knows he can get in 

trouble for that. Sometimes they have to do writing and reading and maths and 

Albert isn’t that good at that. Some maths is fun though but Albert isn’t always sure 

what to do and he doesn’t like it when the other kids know that. The school has a 

dress code and Albert is always told he can’t wear his clothes. Sometimes it’s just 

easier to stay at the skate park where he doesn’t get in trouble. 

 

Figure 4.2 Excerpt from vignette used in the student focus group  



 

100 Chapter 4: Research Methodology 

Participants were asked to create future or alternative scenarios for the characters. 

I played a facilitator role in the discussion with an emphasis on staying on topic. At 

the conclusion of the focus group, the students left the room and joined into the regular 

tasks for the day. William said he was still leaving and requested a lift home from me, 

however when the staff said this was not in line with procedure, he swore and he 

walked off visibly annoyed. I took Neil and Victor home (I had parent permission for 

these two but not for William) and returned to the Centre. 

Teacher Focus Group 

The Teacher Focus Group was conducted at the Indigo Centre at the end of the 

day after the students had left. Three teachers (Tina, Oliver, Richard) took part. The 

teachers and I sat in the office and I asked an open-ended question about students in 

general and the reasons why they might be referred to the Centre. The question, what 

are some of the reasons the students are referred here? prompted considerable 

discussion which I guided through more specific prompts about the progress students 

make in the program. The focus group lasted only 28 minutes with Tina contributing 

more to the discussion than Oliver and Richard.  

A potentially powerful outcome of focus groups is the generation of 

serendipitous data (Stewart & Shamdasani, 2014) whereby the group discussion yields 

unexpected insights into a topic. In this instance, Tina’s dominating the conversations 

and her reasons for that revealed a power dynamic between the staff. Tina justified her 

dominance in a later interview stating that the other two don’t talk much so she feels 

she has to do all the talking. 

4.5.3 Interviews 

Interviews offer an opportunity to “understand the lived experience of other 

people and the meaning they make from that experience” (Seidman, 2013, p. 9). Cohen 

et al. (2011) suggested that open-ended interviews offer a more culturally sensitive 

approach when researching socially marginalised and/or minority participants. The 

open-ended structure emphasises the participants’ “voice”, an oft-ignored element, 

thus aligning data collection with the emancipatory ethos of the study. Further, semi-

structured interviews “afford the researcher the opportunity to “elicit additional data if 

initial answers are vague, incomplete, off topic, or not specific enough” (Mackey & 

Gass, 2016, p. 225). 
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I conducted semi-structured interviews with students, teachers and students’ 

family members in the four weeks between April 2014 and May 2014. As the interview 

times and locations were arranged at the convenience of the participants, most were 

conducted at the Indigo Centre. Most parents/carers found this easier as they had to 

drop off and pick students up there regularly. Some parents chose to be interviewed at 

home (as did two of the older students) and one parent asked for me to conduct the 

interview at her workplace during her lunch hour. Teachers were interviewed at the 

Indigo Centre either before or after the workday began. Teachers and parents were all 

happy to be interviewed and keen to voice their thoughts.  

The interviews followed a design described by Seidman (2013), consisting of a 

three-interview structure (see Table 4.5). Sample interview questions are provided in 

Appendix G. Seidman (2013) credited the original design to Dolbeare and Schuman 

(Schuman, 1982, as cited in Seidman, 2013) and suggested the structure situates or 

contextualises the participant’s experiences. Following on from Seidman’s (2013) 

work, I planned to conduct the three interview sequence over a four-week period for 

each participant. This can reduce the influence of the immediate environment on 

interview outcomes. 

Table 4.6 Three step interview structure (adapted from Seidman, 2013) 

 
Interview # Aim/ Focus 

Interview 1 to explore the life history of participant, that is, past experiences 

in school 

Interview 2 to gather details of present lived experiences, thoughts and 

perceptions of formal education 

Interview 3 to encourage the participants to reflect on their understanding 

of the experience of schooling and education 

 

My previous experience working in the Indigo Centre had given me an insight 

into the often-tumultuous environment in which the students lived and, if the 

interviews were scheduled too close together, there was a possibility that life events, 

ill health, family issues could affect the validity of data. However, despite this 

interview structure, environmental factors such as ill health and mobility did, indeed, 
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exert some influence on the interviews, with some participants not being interviewed 

three times (see Tables 4.6, 4.7, and 4.8). Furthermore, over the course of the data 

collection period, the interview structure for the students changed from a formal semi-

structured interview to conversational interviews that were conducted as we completed 

tasks such as Scrabble or card games.  

Interviews were recorded and transcribed within 48-72 hours to ensure the 

capturing of the contextual aspects of the raw data. Field notes were recorded to 

describe key environmental/contextual aspects that impacted on the interview 

(Creswell, 2012; Maxwell, 1996). 

A total of 16 student interviews were conducted with seven students. Four 

participants (Victor, Neil, Michael and Neville) took part in all three interviews. The 

volatility of student circumstances and their behaviours prevented the others 

completing the planned set of interviews. Table 4.6 summarises participation and 

completion of student interviews. 

Table 4.7 Student interviews  

 
Participants 

(N=7) 

# Interviews 

(N=16) 

Interview 1 

(n=7) 

Interview 2 

(n=5) 

Interview 3 

(n=4) 

Victor 3 ✓ ✓ ✓ 

Neil 3 ✓ ✓ ✓ 

Michael 3 ✓ ✓1  ✓1 

Neville 3 ✓ ✓ ✓1 

Eric 1 ✓2 X3  X3 

William 1 ✓ X4 X4 

Ewan 2 ✓ ✓ X4 
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Notes to Table 4.7 

1. Interview by conversation 

2. Conducted with Ewan 

3. Student refused to participate in the interview 

4. Unable to be contacted 

Table 4.8 summarises the details of the semi-structured and additional interviews 

held with Indigo Centre staff. Two of the three completed all three interviews and 

additional information was gathered from informal interviews by conversation. 

Table 4.8 Teacher interviews 

 
Participants 

(N=X) 

Interview 1 

(n=4) 

Interview 2 

(n=3) 

Interview 3 

(n=2) 

Additional 

interviews 

Tina ✓ ✓ ✓ Interview by 

conversation 

Oliver ✓ ✓ ✓ Interview by 

conversation 

Richard ✓ ✓ ✓1  

Edward ✓ X X  

Vivian X X X Interview by 

conversation 

Notes to Table 4.8 

1. Cancelled through teacher illness 

 

Table 4.9 summarises the interviews held with the parents/carers of the students 

participating in the study. A total of 18 interviews were conducted with 8 

parents/carers.  
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Table 4.9 Parent/Carer interviews  

 
Parent/Carer1 

(N=8) 

Student 

(N=7) 

Relationship Interview 1 

(n=7) 

Interview 2 

(n=6) 

Interview 3 

(n=5) 

Rita Victor Mother ✓ ✓ ✓ 

Lauren and Paul Neil Mother/Father ✓ ✓ ✓ 

Tracey Michael Mother ✓ ✓ X1 

Nigel Neville Father ✓ ✓ ✓ 

Terase Eric Grandmother ✓ ✓ ✓ 

Samantha William Mother ✓ X2 X2 

Von Ewan Mother ✓ ✓ ✓ 

Notes to Table 4.9 

1. Unable to be conducted 

2. Unable to be contacted (illness) 

 

4.5.4 Observations and field notes 

Observation as research requires the researcher to engage in a systematic method 

of looking and noting the behaviours of others (Cohen et al., 2011). Observations differ 

from interviews as they are naturally occurring and are witnessed firsthand (Merriam, 

2009). Observation techniques can range from participant researcher to non-

participant researcher (Creswell, 2003; Simons, 2009). The data provided by 

observations in this study are primarily descriptive; observations are important as a 

method to support the findings from other data sources as well as for merging data 

sources to create the thick descriptions that constitute a major strength of qualitative 

research. Observations can uncover the unwritten rules or social norms of a group or 

field (Simons, 2009) and can be used to give voice to marginalised individuals. 

Furthermore, observations can also “provide specific incidents, behaviours, and so on 

that can be used as reference points for subsequent interviews” (Merriam, 2009, p. 

119). In this way, the use of observation as a data collection tool was particular useful 
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for my research in allowing later interviews to benefit from insight into the different 

meanings that participants gave to specific incidents I had observed.  

Direct observations were conducted across 18 days over a 4-week period. A 

primary record of field notes was kept during the observation period. Field notes 

consisted of written observations, including diagrams of seating arrangements, and 

audio recordings of my thoughts regularly throughout the day. Data collected 

described interactions between staff, between staff and students, and between students 

and students. Data were also collected on adherence by both teachers and students to 

the espoused behaviour expectations (as identified through document analysis). As 

noted, due to the consent of only some students being provided, direct observations 

could only be conducted in the morning program, between 9 am and 1pm.  

Observations, recorded as field notes, were written as first-person narratives and 

informed the discussion and analysis in this study. A description of a typical session 

at the Indigo Centre, based on observation, is presented in Chapter 5, in Section 5.5.1.  

4.6 DATA ANALYSIS 

As explained in Chapter 3, via a thorough investigation of field, social capital, 

habitus and symbolic violence, this research aimed to examine and understand the 

influence of social capital on resistance to education by marginalised students 

attending the Alternative Education Program and, therefore it is these concepts, along 

with considerations of ethics and data management, that guided data analysis. 

Thematic analysis is one of the main data analysis methods used in qualitative research 

(Grbich, 2013, Vaismoradi et al., 2016) and can be described as an inductive process 

of recovering embodied meaning from participants’ descriptions of their lived 

experiences (van Manen, 2016). 

Data analysis involved the organisation of data, guided by the conceptual 

framework, to facilitate the uncovering of meaning (Maxwell, 1996; Simons, 2009). 

Data was organised initially according to data collection methods and then arranged 

and coded against the unit of analysis using the concepts as described in Chapter 3. 

Appendix H indicates the alignment of the research question with data sources and 

analysis foci. 

When considering the primary focus of the different data collection methods 

employed, it was prudent to initially separate and apply two distinct approaches to data 
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analysis, one for focus group data and another for the analysis of data collected from 

other sources. Kitzinger (1994, 1995) and Freeman (2006) suggested that for focus 

group data, analysis not only of the interactions between participants but the types of 

interactions, is essential to gain maximum benefit. These interactions are an inherent 

feature of focus groups, and therefore focus group data analysis primarily considered 

interactions between participants whilst other data, interview and observations, 

focussed more on attitudes and perceptions.  

Data analysis can be problematic due to potentially large amounts of data and 

procedures that are implemented to ensure efficient, effective and ethical use of the 

data. To assist my interpretation and reporting of data, and to ensure the existence of 

an audit trail, I employed a process of systematic data analysis, following the model 

(Figure 4.3) outlined by Creswell (2003). To structure my own thinking, I likened this 

model to a spiral, progressively focusing my thinking as I spiralled down into the data, 

conducting several data passes to draw to the surface the salient features of the data 

(Cohen et al., 2011).  

 

Figure 4.3 Data analysis model used for data analysis (Creswell, 2012) 
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Prepare and organise data 

Throughout the data collection period, audio-recordings were made of individual 

interviews, focus groups and observations as well as my own thoughts and comments 

on specific events. I kept detailed records in a journal of the interviews conducted and 

observations undertaken and, at the end of each day, the audio files were downloaded 

to computer and backed up. Using a software program, Sound Organizer, the original 

audio files were arranged into relevant categories of students, teachers, parents, 

interviews and focus groups.  

The interview and focus group audio files were then transcribed using a 

professional transcription service. These were then formatted as per the example 

(Figure 4.4) with two columns, one for transcribed text and one for my comments, 

with each turn numbered and with speakers differentiated for easy identification. These 

were then printed, single-sided and stapled.  

Speaker 2: I fix some of my mates' helicopters now. 

Speaker 1: How did you learn to do that? 

Speaker 2: Pretty much just smashing mine apart and putting 

it back together when I crash it. 

Speaker 1: Did anyone show you? Is there any stuff you don't 

understand you've got to get some help? 

Speaker 2: No, usually I just sit there and have a think, watch 

TV, then it just pops in my head and then I'll do it. 

Speaker 1: Okay. Have you ever asked anyone for help? 

Speaker 2: No.  

Speaker 1: Do you go out to the shop where you bought it 

from and ask them what to do? 

Speaker 2: No, I don't buy it. 

 

Figure 4.4 Example of an interview transcript  
 

The audio files of my own comments were not transcribed, nor were the audio 

files of classroom observation. I chose not to transcribe the recordings of the classroom 
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observation as they included considerable cross-talk of different people and classroom 

background noises. As I had taken field notes during the observations, including noting 

the time of specific events, I analysed the audio-recordings in conjunction with my 

field notes as it was more effective than attempting to use transcriptions containing 

considerable cross-talk. After conducting some interviews and observations I had 

recorded my own thoughts as a quicker method than writing; however, these were 

short recordings, sometimes just suggestions for myself to follow and therefore I chose 

not to have these transcribed. They were however uploaded and copies were backed 

up on computer. 

Explore and code the data 

The literature suggests best practice is to begin data analysis as soon as data 

collection begins (Cohen et al., 2011; Grbich, 2013; Huberman & Miles, 2002) and 

this meant that the first reading, or data pass, was in the order in which interviews and 

focus groups were conducted. I read all the transcriptions, making notes in the column 

as I read (see Figure 4.5).  

 

Figure 4.5 Example of initial data analysis 

 
Some of the data gathered in this initial data pass were used to inform and further 

refine observations and interviews. For example, in the interview transcript shown in 

Figure 4.5, I made a note regarding this student as an independent learner. During 
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subsequent classroom observations I looked for further evidence or behaviours 

regarding the type of learning the student engaged in or tried to engage in.  

I then began coding the data. Coding, “as the process of data reduction is an 

element of data organization in most qualitative approaches” (Vaismoradi, Jones, 

Turunen & Snelgrove, 2016, p. 103), can be understood as deconstructing the data and 

rearranging it in a way that can be grouped, or themed, and compared for frequency, 

similarities and differences (Maxwell, 1996; Polit & Beck, 2010). Coding is 

“segmenting and labelling text to form descriptions and broad themes” (Creswell, 2012, 

p. 243). In undertaking coding, I “segregated, grouped, regrouped and relinked in order 

to consolidate meaning” (Grbich, 2007, p. 21).  

It was at this stage that I had originally intended to move from reading and re- 

reading the data for analysis to employing the aid of qualitative data analysis software 

such as NVivo 10, and had undertaken a two-day training workshop on NVivo before 

starting data collection and analysis. However, despite the intent to use this software, 

after beginning the initial data analysis through close text reading, I felt a sense of 

close comprehension of the data that I did not experience when I started utilising 

NVivo software. The “hands on” feel of manual analysis made the data feel alive, with 

multiple categories emerging as I read and re- read, and I chose to continue with 

manual analysis as I felt a need to be close to the data in order to make sense of it 

(Vaismoradi et al., 2016). 

During this phase I continued to read documents such as the student files and 

case notes. After data collection was complete, I began again and re-read all the data 

that had been collected. For this second data pass, or data reading, I arranged the work 

flow by student, reading first the student’s interview and then that student’s parent 

interviews. I read line by line, refining my comments as I read.  Then, using Sound 

Organizer, a computer software program enabling me to easily pause, move forwards 

and backwards through the audio recordings, I listened to the recordings of the 

classroom observations as I consulted my field notes, making further comments in my 

journal, in a different coloured pen and timestamping the audio-recording as it 

corresponded with the field journal comments. 

A code can be “a word or short phrase [or sentence] which symbolically assigns 

a summative, salient, essence … for a portion of language based data” (Saldana, 2013. 

p.3). While I began with a list of pre-set codes guided by the research question and the 
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theoretical framework, I also purposely prolonged the data analysis phase, arranging 

and rearranging the order in which I viewed the transcripts, documents and audio files 

so as to allow further codes to emerge inductively from within the data (Miles, 

Huberman & Saldana, 2014), in an attempt to reduce researcher bias (Simons, 2009) 

as well as looking for data that appeared to be contradictory, or any data that were 

interesting or anomalous.  

Table 4.10 Example of codes used in analysis 

 
Pre- set codes Emerging codes 

Friendships 

Networks 

Self-perception as a learner 

Rules 

Decision-making 

Resistance towards school 

Sources of capital 

Validation 

Co-construction of power 

Choice/control 

Allegiance/loyalty 

Aspirations 

Resentment 

Trivialisation 

 

I undertook a line-by-line or detailed approach as described by van Manen 

(2016), examining sentences, sentence clusters, statements and phrases for salient 

features that align with the analysis foci (Appendix H). The first step of descriptive 

coding requires limited interpretation of the data (Saldana, 2009), simply reading 

through and highlighting sections of text and writing the codes in the adjacent column. 

Codes used ranged from the very general, such as rules to the more specific codes, 

such as co-construction of power. After descriptive coding, I re-read the transcripts, 

attempting to understand what was going on for the participants and to move towards 

analytical coding (see Figure 4.6). 
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Figure 4.6 Example of data analysis – coding 

 
For example, as in Figure 4.6 I began to code (highlighted in orange) the student’s 

interview transcript using pre-set codes. During this process other codes began to 

emerge from the data itself.   

Build description and themes 

In this step, I was looking to build categories and as Stake (1995) argues, to 

consider the differential data that can be generated through categorical aggregation 

and/or direct interpretation of individual occurrences, that is, seeking to interpret and 

understand the importance of both types of data; that which occurs often enough to 

create a category; and that which occurs once, as both types offer potentially important 

new meanings (Stake, 1995).  

Categorising the codes, while informed by the theoretical framework and 

research focus, is “largely an intuitive process” (Merriam, 2009, p. 183). In this step, 

I re-focussed from my line-by-line analysis and began to look for relationships and 

patterns between the codes, for instance, the frequency with which some codes 

occurred, or whether different codes all represented a similar underlying concept. As 

I grouped codes into clusters, I initially did so without concerning myself with the 

names of the groups of codes. As the groups of codes grew, names emerged from the 
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cluster of codes, such as aspirations and alliances, and I began to form categories 

looking for patterns, overlap of meaning or connections (Braun & Clarke, 2006).  

        Table 4.11 Examples of categories 
 

Categories 

Alliances with people (forced/needed) 

Relationships with people (desired) 

Recognising others’ intent 

Relationships to school work 

External expectation/ways of behaving 

Internal expectations/ways of behaving 

Acceptance of status quo 

 
Categories are ideas “directly expressed in the text” (Vaismoradi et al, 2016, p. 

102), and I continued to further refine the categories, combining them where necessary 

and disaggregating if required. For example, an initial category was group membership, 

which I later disaggregated into two categories - alliances with people and 

relationships with people (see Table 4.11).  I made this distinction based on the 

observable output of the group membership, such as two students talking about their 

weekend (relationship); two students encouraging each other to tease a third student 

(alliance). 

My aim in this step was to use “coding, categorization, and analytic reflection” 

(Saldana, 2009, p. 24) to build themes that addressed the research question, as well as 

remaining open to identifying themes that may prove contrary. Analysing the 

categories against the theoretical framework, four interrelated themes emerged. 

Represent and report 

This step involved analysing the themes against the theoretical framework in 

Chapter 3 and establishing the relationship between the themes to the theory and the 

literature. To assist in the deeper analysis and interpretation of the data, I collated the 

themes into several visual organisers to create and represent categories of thought and 
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initial understandings (Miles, Huberman & Saldaña, 2014). Through this process, 

layers of abstraction began to emerge and the sophistication of the connections, or 

relationships became apparent. The major themes are recognition and resistance. The 

minor themes related to recognition are: 

 (what are) legitimate capitals (within the field) 

 (what are) illegitimate capitals (within the field). 

The minor themes relating to resistance are: 

 towards the recognition of some capitals over others 

 as a co-construction. 

Interpreting findings 

Interpretation is “making sense of the findings” (Creswell, 2012, p. 257), and the 

analytical and interpretative work undertaken in this phase is articulated in Chapters 5 

and 6 of this thesis. The narrative discussion of these chapters weaves the major and 

minor themes together with the literature and the theoretical framework presented in 

Chapters 2 and 3. The use of narrative to present the teachers’ and students’ stories is 

based on Connelly and Clandinin’s (1990) assertion that “narrative is a way of 

characterizing the phenomena of human experience” (p. 2). Further, using narratives 

allows “for a rich description of these experiences and an exploration of the meanings 

that the participants derive from their experiences” (Wang & Geale, 2015, p. 195).  

Validate findings 

If research is not deemed valid, either in process or findings, then it is, in effect, 

worthless. However, validity, as a term, is more suited to quantitative research than 

qualitative research (Cohen et al., 2011; Maxwell, 1996). That is not to say that issues 

of validity have no place in qualitative research, and for the purposes of ensuring 

maximum validity of this qualitative case study, I focused on ensuring trustworthiness 

of the research through the establishment of a clear document trail, member checking 

or respondent validation (Guba & Lincoln, 2005), and the triangulation of data sources 

(Cohen, et al., 2011; Simons, 2009). 

A clear audit trail of data is essential to maximise trustworthiness of the research 

and I attended to this during data collection, through the use of audio and/or video 

recording of interviews, field notes and during data analysis by following Creswell’s 
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(2012) model of data analysis (see Figure 4.3), and by using tables and diagrams to 

document codes, categories, themes and interpretative decisions. 

Respondent validation or member checking was done throughout the data 

collection period. Methodological triangulation is an aspect of trustworthiness, 

embedded within the case study design, utilising different data sources, document 

analysis, interviews and observations, to generate data on the same object of study 

(Cohen et al., 2011). After the interviews were transcribed I endeavoured to ensure 

each participant received a copy and had time to check and verify the accuracy of the 

transcript. Unfortunately, with two students, Ewan and William, I was unable to gain 

a response from them for all interviews due to their moving away. I was unable to 

engage William’s mother in member checking also. 

4.7 LIMITATIONS 

It is important to not only consider the strengths of the methodological design, 

but also the potential limitations of the study. “All proposed research projects have 

limitations” (Marshall & Rossman, 2010, p. 76) and this research is potentially limited 

in the following ways: 

 The research cohort is bounded by the alternative education program’s 

maximum enrolment. 

 The gender of the researcher and the research cohort  

 The skill of the researcher in conducting interviews and focus groups.  

Whilst the bounded context of the Alternative Education Program allows for a 

holistic, in-depth examination of the phenomenon (see Section 4.4), there are potential 

limitations given the restricted student enrolment and the frequent high rates of 

absenteeism. The student cohort has historically comprised 100% adolescent males, 

and in the context of a focus group and interviews, facilitated by a single male 

researcher, issues associated with gender need to be considered, as  “the issue of how 

interviewees respond to us based on who we are...such as age, gender…is a practical 

concern” (Miller & Glassner, 2010, p. 134). The influence of personal bias on data 

collection and analysis is a limitation associated with the individual skill of the 

researcher.  
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4.8 ETHICS 

Upon gaining ethical approval (QUT Ethics Approval Number: 1300000842) 

from the Queensland University of Technology University Human Research Ethics 

Committee (UHREC), and reviewed as meeting the mandates of the National 

Statement on Ethical Conduct in Human Research (National Health and Medical 

Research Council (Australia), 2007), approval for research was sought and obtained 

from the Director of Research Services, Strategic Policy and Portfolio Relations, 

Department of Education, Training and Employment (DETE). After approval was 

gained (See Appendix K), the approach letter, consent forms and research proposal 

(see Appendices C, D & E) were taken to a meeting arranged with the Behaviour 

Services Co-ordinator, the manager of the Indigo Centre.  

Having previously worked at the Indigo Centre, I had a positive pre-existing 

relationship with the Co-ordinator which facilitated an in-depth dialogue through 

which the full nature of the research was outlined and explained with relevant literature 

provided, including excerpts from the researcher’s own unfinished thesis, to assist in 

gaining informed consent. Written approval was received from the Co-ordinator who 

was eager to have research conducted within the program. Both the Co-ordinator and 

I then disseminated the research information and consent forms to staff, initially 

through a whole staff meeting and then individual follow up meetings.  

Conducting research requires ethical considerations during all stages of the 

research as well as from the perspective of an insider researcher. Ethical considerations, 

such as anonymity, informed consent, participants rights, including the rights of young 

people to have a voice, are paramount during data collection, data analysis and 

reporting (Darbyshire, Macdougall, & Schiller, 2005; Wiles et al.,2006). 

4.8.1 The right of a child  

The involvement of the students was similar to the standard conversational 

meetings that are an aspect of the educational environment and no individual was 

identifiable from the data. Names of students were coded and changed in the 

transcription of the data. There were no inducements offered to participate. The 

research undertook a participatory approach where each participant had control over 

their participation.  



 

116 Chapter 4: Research Methodology 

The right of a child to be heard and taken seriously is outlined in Article 12 of 

the United Nations Convention on the Rights of the Child (UNCRC). Acknowledging 

the age and maturity of the child, assurances need to be given that a child capable of 

forming their own views is given the right to express those views freely in matters 

affecting the child (Naties, 1989).   

The ethical considerations for this research therefore involved respecting 

student’s participation and non-participation, and providing genuine opportunity for 

their voices to be heard and for them “to be able to express views without pressure” 

(Naties, 1989, p.22).  Based on the above, as well as the National Statement on Ethical 

Conduct in Human Research (NHMRC, 2007) and QUT ethics requirement of 

respecting the participant, student participants were made aware that the research 

would not impact on them negatively. Participants were free to share or withhold 

information and were free not to disclose information if they chose to. Records were 

maintained in a locked cabinet that only the researcher had access to and electronic 

files were password protected and stored in a hard drive off site. Where possible, 

member checking was undertaken to ensure accuracy of their voice. 

The students were made aware that participation, or non-participation, would 

neither benefit or disadvantage them in any way. Non-participation was respected. 

Students who chose to participate had their views included in the research without any 

smoothing of the data.  

Risks to participants included the risk that they may not wish to disclose all 

information about activities that led to suspension from school or in some cases 

involvement with the police. The risks of discomfort and disclosure were minimal as 

the students were free not to disclose information. The school grievance procedure 

within the school was available to all student participants to use if required.  

Students who did not give permission or whose parents did not give permission 

to participate were not interviewed Students were informed their contributions would 

be anonymous and they were free to withdraw from participation within a stipulated 

period of time.  

Being an Insider Researcher 

As I had previously been employed as a teacher for three years at the AEP central 

to this study, I was not an “outsider” to the research context. I had previous experiences 
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and relationships with some participants and as such, there was a sense of my 

“belonging” within the context of the research. Such research, conducted by members 

of the institution being researched, can be considered insider research (Coghlan & 

Brannick, 2005; Mercer, 2006). I have used my own voice throughout the thesis to 

indicate my “insider” status and have included myself as a participant in the study (see 

Section 4.4.2.4)   

While insider research is a well-established research method in educational 

establishments (Noffke, 2009) with insider researchers well positioned to explore the 

phenomenon under examination due to close proximity to the data, they may also have 

empathetic understandings beneficial to the research (Mercer, 2006).  Further, insider 

research has the added benefit of insider knowledge about the social, cultural aspect 

and history of the participants. However, Kincheloe’s (2012) warning about neutrality, 

that there is “no value free, privileged knowers” (Kincheloe, 2012, p.  216) needs to 

be addressed and, therefore, it is important to consider the ethical implications (Costley, 

Elliott, & Gibbs, 2010) of insider research. 

It was important for me to consider my personal history as a previous teacher of 

some of these students and a colleague of the teachers within the program and how 

this might influence the research. For instance, Ryan (1996) suggests that students may 

misinterpret invitations (such as research participation) as a requirement.  Careful 

consideration of my position as an insider researcher allowed steps to be taken to 

ensure the pre-existing relationships did not negatively affect the research study.  

The ethics of being an insider researcher is accounted for through the recognition 

of my connections with the teachers and students, and the use of a theoretical 

framework that recognises the social construction of reality and the “local and … co-

constructed nature of data” (Guba & Lincoln, 2005, p. 193). Firstly, while I had 

stopped teaching the students before I started the data collection, the pre-existing 

relationship did assist in ensuring a sense of trust with the participants. It was this sense 

of trust that assisted in gaining informed consent and enabled the participants to reveal 

much of their personal narratives. It was this same sense of trust that empowered some 

students to choose not to participate in the research.   With teachers, I ensured that they 

were informed about my insider status prior to data collection and that they were 

welcome to leave the study within the stipulated period of withdrawal. Further, they 
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were also provided contact details for the university’s counselling centre in case they 

experienced any discomfort or distress as a result of their participation in the research. 

4.9 SUMMARY OF METHODOLOGY 

This chapter situated the case study within a critical interpretive paradigm 

articulating that the goal of research should be to not only understand but to illustrate 

social and educational inequalities. The choice of research design, a qualitative 

instrumental case study, was linked to the literature, the theoretical framework and the 

research question.  

The qualitative methods of data collection and analysis, as drawn from the 

literature and aligned with the qualitative research design, were outlined. The validity 

of research is paramount and the term was discussed and while the concept of validity 

is adhered to, the term was replaced by ‘trustworthiness’, and the processes to 

maximise trustworthiness were outlined. Finally, ethical considerations relevant to this 

research project were discussed.  

Chapter 5 introduces and contextualises the participants, through the device of 

narrative, situating the analysis and interpretation undertaken in Chapter 6, within the 

social reality of the participants.  
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Chapter 5: Narratives 

5.1 INTRODUCTION 

Chapter 4 outlined the interpretive and critical research methodology used to 

“link the behaviour under analyses with an interpretation provided by the subjects who 

display it” (Giroux, 1983, p.109). This chapter provides a contextualisation of the 

students and teachers, through the device of narrative, so that the lived experiences of 

the young people may become evident. The stories presented here have been 

synthesised from document analyses, observations, focus groups and interviews and, 

as such, form part of the data analysis. By introducing and contextualising the 

participants, it is my intention to anchor the analysis and interpretation undertaken in 

Chapter 6, in the social reality of the participants.  

Understanding the participants’ lived experiences and the complexities inherent 

in their cultural trajectories contributes to the contextualisation of the data. Seven 

student narratives are presented in Section 5.2 while three teacher narratives are 

presented in Section 5.3. These narratives are framed using the concepts of capital and 

habitus. Section 5.4 offers a summary of the document analysis, to further 

contextualise the values, expectations and practices of the teachers and students.  

Observations undertaken in the Indigo Centre (Section 5.5) support the analysis of data 

collected from other sources and provide another avenue to understand the lived 

experiences of these students. 

5.2 STUDENT NARRATIVES 

At first glance, the group of students attending the morning session appeared to 

form a homogenous group and, indeed, on initial examination, their school histories 

revealed some commonalities. However, as noted in Chapter 2, Section 2.2.3, while 

the formal education system groups all these students as requiring alternative 

educational programs, rarely are the student groups attending alternative programs 

internally homogenous (Te Riele, 2012; Zweig, 2003).  The students in the study were 

first introduced in Section 4.3.2. They are Victor (Section 5.2.1); Neil (Section 5.2.2); 

Michael (Section 5.2.3); Neville (Section 5.2.4); Eric (Section 5.2.5); William (Section 

5.2.6); and, Ewan (Section 5.2.7). Each narrative introduces the student before 
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detailing their family structures and school history. The students and their 

parents/carers are informants to their stories. 

5.2.1 Victor 

Victor is a male student aged 14 years and 4 months at the time of the data 

collection (May 2014). I had worked with Victor at a previous AEP where, despite 

being confronted with his frequent acts of resistance, manifesting mainly as extreme 

verbal abuse directed towards myself and other staff and students, we had over the 

course of a year developed a positive relationship.  Towards the end of my time as his 

teacher, Victor and I would engage in friendly conversations about family, interests 

and aspirations outside of schools. Whilst I have no accurate data from that period, my 

memory is that while the severity of the verbal abuse directed towards me remained 

high, its frequency decreased significantly.  

Family Structure 

Victor lived in a rented house with his mother, Rita, in the local area of the Indigo 

Centre. Victor was born overseas and he and his mother moved to Australia shortly 

after he entered the education field. Rita was in full-time employment and had paid 

work the entire time I had known them. Besides his mother, the only other family in 

Australia was Victor’s maternal grandmother who lived in the same town. Victor 

would visit his grandmother regularly.  

School History 

Victor’s referral form was dated June 2013 and he commenced at the Indigo 

Centre in August 2013. At the time of data collection, he had been attending the Centre 

for nine months. Victor entered the formal mainstream education field overseas at age 

seven. The information in his student file does not reveal much about his initial school 

life; however, Rita remembers that struggles with school began almost immediately 

upon entry into the formal education field, stating that:  

It was just about when the schooling was starting to get to a stage where they 

had to sit down and behave and focus and do the written work — and he didn’t 

always feel like sitting there and participating with what they wanted.  

(Rita, Victor’s mother, Interview 2)  
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Victor, according to his mother, was quickly positioned by the school as not 

wanting to learn. She said “he’s got a label. The label is that he’s got an attitude, with 

bad language and he upsets people so…” (Rita, Victor’s mother, Interview 2). Victor 

was positioned as a student who did not “feel” like doing the “right thing” and as such 

was disempowered and marginalised within the field.   

According to his student file, Victor had spent a considerable amount of time 

attending alternative programs and consequently, a limited amount of time in 

mainstream schooling. In fact, prior to attending the Indigo Centre, Victor had been 

attending another AEP in a part-placement capacity. He was supposed to spend four 

days at that AEP and one day at a mainstream secondary school. However, he rarely 

attended the mainstream school and was subsequently referred to the Indigo Centre.  

Victor’s trajectory into the Indigo Centre was fairly unique amongst the student 

participants as he had transitioned from one AEP to another, whereas most students 

(except for Neil, see Section 5.2.2) were referred to the Indigo Centre by their 

mainstream school. Victor was also attending the Centre in a part placement capacity 

(one day a week) with the staff charged with exploring other activities for Victor to 

engage in on the remaining four days of the school week. There was no documentation 

available to explain why, with the referral to the Indigo Centre, came the reduction in 

times, from 4:1 AEP/mainstream attendance to 1:0 AEP/mainstream attendance. 

As the following field notes demonstrate, the cultural capital valued within 

Victor’s family field may not be the same as that valued in other fields. The following 

excerpt from my field notes illustrates, for instance, the expected method of greeting 

people and engaging in conversation in Victor’s family field. 

Researcher (Field notes April 2014) 1st meeting – Victor’s residence:  

I arrived at the house and knocked at the door. Victor’s mum [Rita] came 

to greet me and I followed her into the kitchen. We sat at table and I saw 

Victor playing video games in lounge room. I yelled out ‘Hey Victor’ and 

he yelled back ‘Oi.’ I started to explain the consent forms to Mum and 

realised Victor wasn’t moving to join us. So I said, “I need you in here for 

a bit, mate” and Victor joined us. He had a big grin on his face and I 

thought maybe he had deliberately waited to be called in, like a personal 

invitation. I explained the consent forms and the research while I fended 
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off questions from Victor about where I currently worked. Once I had said 

all I needed to about the project, we chatted about where we were, work, 

school, addresses. Mum brought up a recent incident of inappropriate 

behaviour where he had smashed a window at home and Victor swore at 

her and walked off in a huff. Rita and I chatted for a bit and Victor came 

back to sign the forms. When I left, he walked me out and seemed proud as 

he showed me the repair job he had done on the front gate. On reflection, 

his mother had hardly spoken to Victor and made no attempts to redirect 

him, even when he swore. 

The manner in which Victor spoke to his mother and the way Rita accepted his 

behaviour provides evidence of the cultural capital within his family field. Victor’s 

school history included multiple suspensions for physical and verbal abuse. This 

information came from Victor, the staff at the centre, his mother, and my own 

knowledge, as there was very little information available in his file in the Centre. 

During my analysis of his student records, it became apparent that the Indigo Centre 

held a limited amount of information on Victor’s educational history.  His file was 

made up mostly of communication records between schools and other agencies. The 

lack of information in his files regarding the support strategies implemented by the 

school meant there was no evidence of the school’s attempt to support Victor’s 

accumulation of field valued capital.  The referral forms were incomplete, possibly 

due to the nature of his entry into the program in that he was not referred from a 

mainstream school into an alternative program, but rather relocated from one 

alternative program to another.  

This educational history, whilst limited in its documentation, appears, at least on 

the surface, to depict a very troubled student who needed to be moved from support 

program to support program. Victor’s mother however offered an alternate perspective 

in interview by suggesting that, while Victor had many issues with authority and 

demonstrated many different inappropriate behaviours, the schools only had one 

strategy in dealing with him which was to move him elsewhere.  

Victor said that he liked school but did not like teachers. During his second 

formal interview, I attempted to elicit Victor’s understanding of the difference between 

school and teachers. He appeared, however, to be unable to articulate the difference. 

However, from his conversations with others during the observations, it emerged that 
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Victor liked the subjects at school and the chance to be with his friends. He expressed 

a desire to be a chef one day. He expressed a frustration in his interactions with 

teachers.  Victor offered that teachers rarely believed what he had to say and had even 

occasionally bullied him into saying what they wanted said, leading to him getting into 

trouble for things that he had not done. 

Victor’s program required him to attend one day a week and during the data 

collection period his attendance was 80% of the data collection period. When Victor 

was present, he completed all set tasks. He was, however, frequently and extremely 

verbally abusive towards staff and other students. Bourdieu’s concept of capital allows 

us the lens to see how Victor was positioning on the margins of the field and how his 

experiences and relationships within the field kept him marginalised. Victor’s 

experiences at the Indigo Centre provide a strong illustration of the difference between 

the capital in his family (primary) field and the capital valued by the educational 

(secondary) field and the devaluation of the capital he brought with him from his 

family field. 

5.2.2 Neil 

Neil, a male student, was aged 12 years and 9 months at the time of the data 

collection (May 2014). He had been diagnosed with Autistic Spectrum Disorder 

(ASD). Neil and I knew each other, as Neil had been a student at a previous AEP where 

I had worked.  Based on our previous interactions, I would describe my relationship 

with Neil and his parents, Lauren and Paul, as positive. At no time throughout the data 

collection period was there any indication to the contrary. In my previous capacity as 

his teacher, I had witnessed and been the object of his acts of resistance, mainly verbal 

abuse and the destruction of property.  

My memory of his acts of resistance from that time was that his outbursts were 

more sarcastic and mocking than crudely abusive. He would call me a “faggot genius” 

and would stand and give slow hand claps while making faces when I gave him 

instructions. I also have clear memories of more violent physical outbursts in which 

furniture and computers were smashed and thrown at me and others in the room. 

Family Structure 

Neil lived with his mother and father and two younger sisters in a house in the 

local area. His father was employed full-time in sales and his mother was a housewife 
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and actively involved in the local junior sport that Neil and his sisters played. Neil’s 

sisters both attended a local primary school. Neil appeared to get on well with his 

sisters, neither of whom appeared to have any issues with school. 

Researcher: Can you tell me about your sisters? 

Neil: They can be annoying but they're sisters I guess. 

Researcher: Do you spend much time with them? 

Neil: Not really, they don't really have the same interests as me so it's a 

bit hard. 

Researcher: Do you have family activities? Do stuff as a family? 

Neil: Yeah, we do stuff. 

Researcher: What sort of stuff do you do? 

Neil: We went out to the museum for the day one time. 

(Neil, Interview 2)  

Being the only one in the family with a diagnosis of ASD, there was possibly a 

mismatch between Neil’s communicative habitus and that of his parents (Ochs, 

Solomon, & Sterponi, 2005) which negatively impacted on his ability to accumulate 

the cultural capital of his parents in the same ways as his sisters. This resulted in Neil 

entering the educational field positioned quite differently than his sisters, that is, on 

the margins of the educational field, contributing to the emergence of his resistant 

stance. 

In my previous role as his teacher and during the data collection, I witnessed 

both parents visibly upset, to the point of tears, over the way they believed that Neil 

had been unjustly treated by the two schools he had attended. Neil’s father, Paul, had, 

on a number of occasions, written to the Education Department and his local Member 

for Parliament to voice his concerns.  He expressed unhappiness at having to go to 

those lengths but felt his concerns were generally ignored by the school except when 

he took such drastic action. Neil’s parents felt disempowered within the educational 

field which conceivably contributed to Neil’s feelings of disempowerment. 
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School History 

Neil’s referral form was dated June 2012 and he commenced at the program in 

June 2012. At the time of data collection, he had been attending the program almost 

two years. Previous to this Neil had already spent over a year out of mainstream school 

in a separate AEP, during which time he had also been enrolled on a part-time basis in 

a specific educational program catering for children diagnosed with ASD. Neil had 

been diagnosed with ASD at age eight. At the time of data collection, Neil was still 

enrolled in this program but according to his parents, enrolment was highly sought 

after and places were limited, so despite their desire to enrol him full-time, he was only 

able to access the program two days a week, with two days a week at the Indigo Centre. 

On the remaining weekday, he stayed at home with his mother. 

Immediately upon entry into the mainstream education field (the school), Neil 

was positioned on the fringes and marginalised within the field to a greater extent than 

the other students in this study. It was decided by the school he should not spend as 

much time within the field as other students.  

Researcher: What are your memories like of when you first went to school? 

Neil: I don't really have any because that was mainly just one hour a day 

for 6 months of the year. 

(Neil, Interview 1)  

The school’s decision to offer Neil restricted enrolment was, according to his 

student file, due to his violent behaviour. Although Neil had completed all his 

schooling at only two different schools, both in the local area, there was very little 

information held in his student file. Furthermore, his file carried little evidence of any 

other strategies put in place apart from limiting his attendance, an action which 

effectively continued his marginalisation.  

According to his parents, the schools that Neil had attended had usually dealt 

with his behavioural challenges by sending him home and restricting his attendance. 

His father became visibly agitated when this topic was discussed: “When Neil was at 

school, at primary school, there seemed to be no forgiveness. If he did something 

wrong, there was no explaining it to him; what was wrong, why he shouldn't do that, 

what we should do” (Paul, Neil’s father, Interview 1). 
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Neil’s school history included multiple suspensions for physical and verbal 

aggression, destruction of property and work refusal. As there was very little 

information available in his file in the Indigo Centre, this information came from his 

parents, the staff at the Centre, my own knowledge, and from Neil. Neil stated he did 

not like school or the Indigo Centre activities much. The misalignment of individual 

and institutional habitus (the school’s expectations of cultural practices) contrasted 

with Neil’s embodied cultural practices. Years of attendance in AEPs failed to provide 

Neil with the symbolic capital required to occupy an empowered position in his 

relationship with formal education.  

Most of the time Neil exhibited a relaxed, happy, yet at times indifferent 

demeanour. Infrequently, he would smile and joke with other students or staff. He also 

appeared to enjoy solitude and frequently sat and worked by himself in a separate room 

and did not interact much with others. This practice of isolating himself from others 

was what Neil preferred. He explained that he found it difficult and tiring at times to 

understand and connect with people and social interactions were often frustrating for 

him. He said that “I've always had trouble telling if people are my friends” (Neil, 

Interview 3). 

For Neil, a frequent form of visible interaction was correcting the mistakes in 

other people’s language. He would often call out to correct grammatical errors in 

others’ spoken language, sometimes doing so from a different room. This practice, and 

Neil’s literal interpretation of language, was not recognised as a valued practice in this 

field and Neil was usually sanctioned for this practice. It was interesting to observe 

that a sanction sometimes applied in order to change Neil’s practice actually provided 

Neil with his preferred isolation from other students. This stands as evidence of the 

teacher’s mis-recognition of the differences in symbolic capital within the field. 

Neil’s program required him to attend two days a week and his attendance was 

90% of the data collection period. During the data collection period, Neil was observed 

arriving on time, completing all set work but having frequent verbal disagreements 

with others. During these verbal disagreements, he could at times become sarcastic, 

abusive and aggressive. These disagreements were always related to the actions of 

those around him but less frequently with staff than with other students.  The less 

frequent disagreements with staff can be interpreted as changes in the teachers’ 

communicative habitus, due to engaging in professional learning with the staff of the 
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specific educational program for children with ASD. Neil’s student file revealed that 

the staff at the Indigo Centre had attended professional learning at the ASD program. 

The transfer of knowledge between staff at the different centres could result in changes 

in cultural practices (communicative patterns) of the Indigo Centre staff (Ochs et al, 

2005). 

5.2.3 Michael 

Michael was aged 11 years and 6 months at the time of the data collection period 

(May 2014). As with Neil, Michael had been diagnosed with Autistic Spectrum 

Disorder (ASD). He presented as a smiling happy child and was described by his 

mother as an avid reader and a computer “whiz”. I did not know Michael prior to the 

data collection period but I knew his mother, Tracey, as I had previously taught at the 

school attended by Michael’s sister. 

Family Structure 

Michael lived locally in a house with his mother and younger sister. Tracey was 

employed casually at a local takeaway shop. His stepfather (of seven years) had 

separated from his mother two months prior to the data collection period. Both his 

teachers and his mother indicated that his behaviour had declined since the separation.  

Michael’s mother indicated the existence of a pattern of difficult to manage behaviour 

linked to his stepfather’s previous periods of absence. She explained that: 

He [stepfather] had been to jail when we had been together and Michael does 

these same behaviours every time he [stepfather] leaves, Michael acts up and 

goes off the rails. 

(Tracey, Michael’s mother, Interview 2)  

Tracey also indicated that Michael’s relationship with his immediate family (her 

and his sister) was distant and difficult and that he only really was close to his 

(maternal) grandmother: “They have a strong bond. You’d think they were mother and 

son” (Tracey, Michael’s mother, Interview 2). 

School History 

Information on Michael’s student file was extremely limited and only recorded 

that he was referred to the Indigo Centre in June of 2013 for non-compliance and lack 

of social skills. At the time of data collection, he had been attending the program for 
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11 months. The referral forms also recorded a recent diagnosis of ASD (Autistic 

Spectrum Disorder). His mother said he had always struggled to socialise with others. 

Prior to attending this Centre, Michael had received multiple suspensions and had been 

referred to a different AEP. The analysis of his student file, however, revealed a 

distinct lack of information available regarding his educational history. 

While Michael appeared happy to talk to me, he was initially reluctant to discuss 

school, often just saying it was boring or responding to most questions with, “I don’t 

know.” However, when he did begin to open up, he became quite animated, passionate, 

and articulate, critiquing the school work offered and the rules associated with 

schooling. Michael’s critique extended to both his previous school and the Indigo 

Centre where he described schoolwork as “dull and boring work. Like every day, you 

get given the same sheet of handwriting, just in a different look” (Michael, Interview 

1). 

Michael was often the loudest member of the student group: singing, yelling out 

strange words and sounds. For example, I observed him repeatedly call out the word 

“penguin” in the middle of some literacy lessons. Sometimes, this behaviour would 

incongruently accompany what would be considered on-task behaviours where 

Michael would be making these noises while completing the work set by the teachers. 

At other times, the noises preceded and/or accompanied non-compliance, manifested 

by walking away, swearing at teachers, and refusing to work. In the short time I 

observed Michael, I was unable to identify a pattern within this behaviour. 

Researcher (Field notes May 2014) 1st meeting - Indigo Centre:  

I was in one of the back rooms talking to a staff member when Michael 

arrived. I noticed his arrival by the sudden new voices. I assumed it was 

them as I was meeting his mum for her first interview that morning. I was 

expecting them as I was meeting mum but they were early. They were 

talking and laughing about something though I couldn’t tell what, 

although it seemed to me that they were laughing about something funny 

Michael had done or said.  

I walked into the room to meet Michael and his mother. His teacher 

introduced me and while he did not acknowledge me in a manner I 

expected; he did not look at me or say anything, he did pause from what 
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he was doing and stared off into the distance. I felt a sense of 

acknowledgement in this. Mum also made no attempt to greet me in a 

manner I expected. He put his lunch away and started talking loudly about 

the day’s events but not directed at anyone specific. Despite this, he was 

answered by the staff. Mum stood still, quiet. She seemed nervous. She then 

reminded Michael to behave — which, to me, seemed somewhere between 

a plea and a joke.  

This excerpt from my field notes demonstrate how there are differences between 

groups in accepted ways of thinking, behaving and speaking. The difference in how 

Michael and his mother acknowledged me, however, is not a deficit in Michael’s 

cultural capital, but rather a difference in the family’s accepted practices (cultural 

capital) and the practices I was expecting.  

During May 2014, I observed Michael lying on the floor under tables, repeatedly 

taking his shoes and socks on and off. At times he displayed difficulty settling, such 

as when he arrived, started work, or changed tasks. He read regularly, books, 

magazines and the dictionary; however, he often refused to follow directions, 

including refusing to read the books the teachers gave him. He repeatedly complained 

about “dull” work and “stupid” rules. These complaints elicited responses from the 

staff around the expectations of the program. The staff described these behaviours as 

“odd”, whereas I, having taught many students diagnosed with ASD, might describe 

them as typical. While Michael knew the rules, at times repeating them over and over 

very loudly, he did not comply with them. This failure to recognise the symbolic 

capital inherent in compliance resulted in sanctions that, in turn, became the catalyst 

for further manifestations of acts of resistance.  

On three separate occasions during the data collection period, Michael 

demonstrated violent outbursts that resulted in property damage and extreme verbal 

abuse (mostly directed a teacher, Tina, or one other student in particular). This resulted 

in Michael being sent home early. Michael’s program required him to attend four days 

a week and his attendance was 80% of the data collection period with many of his 

absences due to official sanctions. His acts can be described as self-defeating 

resistance in that Michael’s complaints were centred on what he called dull or boring 

work and “stupid” rules, yet his behaviour resulted in an increased enforcement of 

those rules, and the provision of more of the same type of work. It can be suggested 
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that this kind of work, that involved him sitting and completing worksheets, made him 

easier to manage. 

5.2.4 Neville 

At the time of data collection, Neville was 13 years 7 months, living in foster care but 

in the process of transitioning back to living full-time with his father, Nigel. He 

presented as a quietly spoken young man, who was polite in all the interactions I 

observed taking place with staff. This politeness carried over into his interactions with 

me.  I noted in my field notes that there appeared to be a humility to him when he was 

discussing school experiences, as if he was aware of past mistakes and wished to do 

better at school and in life. 

Researcher: You told me that some of the trouble you got into was the people 

you hung around, are you still hanging around those people? 

Neville: No, I’ve learned from my mistakes and I’m avoiding those people. 

 (Neville, Interview 1)  

Family Structure  

Neville’s parents separated when he was three years old and he lived with his 

mother until two weeks before he started school. When his father was awarded 

custody, Neville went to live with him. His father, a full-time worker at the local 

markets, employed a nanny to help at home and with school work.   

He (Neville) was living with me. I was never great at school, so it was a lot 

harder for me to help him with his school work. So, I had nannies and things like 

that that helped him with school and things like that. In the early days, up until 

he was, not quite sure how old but for quite a few years, a live-in nanny looked 

after him and a couple of them were very good at helping him with his school 

work and stuff.   

(Nigel, Neville’s Father, Interview 1)  

In his final year of primary school, according to his father, there was period of 

time when Neville was “just very unsure of where he was and where he was going” 

(Nigel, Neville’s Father, Interview 1). Neville ended up running away from home. 

According to Nigel, he and Neville had argued constantly during this period over his 

behaviour which included stealing. These arguments resulted in Neville asking to go 
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live with his mother. While living his mother, the Department of Family Services 

removed Neville (and his half-siblings who were living in the house) and placed him 

in care of the government.   

They asked me if I could have him back. I had to make a decision. I kind of made 

the decision on what was best for Neville and what my capabilities were. So, I 

said “No I wasn’t capable to have him back”. I am so glad that I did. You know 

because he just got all the attention that he needed and everything and he’s got 

where he is today. So, I feel as though I made the right decision.  

(Nigel, Neville’s Father, Interview 1)  

School History 

According to his student file, Neville had a significant history of suspensions 

and was referred to the Indigo Centre in October 2013 for absenteeism (unauthorised 

absence), task refusal, leaving the classroom without permission, and verbal 

aggression.  At the time of data collection, he had been attending the program for six 

months. Neville admitted to frequently walking out of classes and “wagging” (a 

colloquial term for skipping classes). He agreed that he sometimes got angry but 

initially did not want to discuss this topic further with me during his second formal 

interview. During some of our informal discussions, held while engaging in the 

everyday tasks of the program, Neville began to open up about his perceptions of 

mainstream school and his belief that some previous teachers did not really care about 

him or like him.  He recalled times when he did not understand some of the work and, 

when he would ask for help, his teachers would say they would help him but they never 

did. He also admitted to a short period of some substance abuse that made him 

withdrawn and angry. He did not, however, want to discuss this topic at any length.  

Neville spoke of enjoying some subjects at school, particularly Maths and hands-

on subjects such as Industrial Arts. He said that he would rather be back at a 

mainstream school than at the Indigo Centre.   

Researcher: Are you sad to think about leaving here [the Indigo Centre]? 

Neville: No, I’d rather be at school. I get to go back next term. I will be 

able to do Industrial Arts. 
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In fact, Neville was in the process of transitioning from the Indigo Centre back 

to a new mainstream secondary school later in the year. The transition process meant 

that, every Thursday, Neville attended his new secondary school. He expressed his 

enjoyment in this and even seemed proud when discussing his new school. 

Neville’s attendance at the Indigo Centre during the data collection period was 

60%. During this time, the teachers and I observed engagement in the set tasks and 

positive social interactions with others, students and staff. On the occasions he was 

absent, it was simply reported by his carers that he refused to attend. When Neville 

himself was asked by staff to explain his absences, he would say that he had been tired. 

Researcher (Field notes April 2014) 1st meeting – at Indigo Centre:  

I had been talking with Tina in the office area in the morning when we 

heard the other students and teachers welcome Neville.  We finished our 

conversation and I went into the main room and met Neville. A tall boy, as 

tall as me, which was the first thing I noticed about him. The second thing 

I noticed was his body language. He appeared open, friendly, even happy. 

He looked me in the eyes when greeting me. He seemed to offer some type 

of wave (or at least there was a gesture with one hand that I thought could 

be a slight wave). There was certainly a friendly welcome, verbally and 

physically. He then sat and joined in the game of Uno with the other 

students. I noticed that the other students seemed to all want his attention. 

They were all looking at him, at his face and taking turns to tell silly crude 

jokes, which gradually became cruder and cruder. Neville laughed along 

with the jokes but did not join in telling any crude jokes himself.   

5.2.5 Eric 

Eric was a male student who turned 12 during the data collection period. Eric 

provided very little verbal information about himself.  

Researcher (Field notes April 2014) 1st meeting – local fast food outlet:  

I had arranged with his carer to meet at the local fast food outlet. I was 

the only other person there when they arrived. Eric looked over and 

noticed me sitting there as soon as they walked in. I introduced myself to 

them both and he just stared at me, silently. It wasn’t a menacing stare, 

more a blank stare really. His carer greeted me yet still he just stared.  The 
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carer went to order some food and Eric just stared and said nothing and, 

for a few moments, it was a little unsettling.  I wasn’t sure what to do or 

say, I was thinking fast when he said, “You used to teach at ... (a previous 

school).” 

 I replied Yes, smiling. I thought this is the breaking of the ice and 

this recognition would produce a more comfortable situation. But he 

continued to stare and I continued to feel uneasy. I tried to cast my mind 

back to previous encounters. Had they been negative? Had we had run ins? 

Why is he staring, what does this mean for talking about the research and 

trying to get informed consent?  

Then he said, “You did the football.” I said “Yes, I coached the 

football team.” I then asked him if he had ever played? “Yeah” he replied 

and looked over at his carer buying food. With the stare gone, I started to 

talk about what I was going to do, the research I wanted to conduct and 

why. He sat still but offered few signs he was listening. He didn’t respond 

verbally or nonverbally and, while he made eye contact, it felt as though 

he was looking “through” rather than “at” me. I didn’t feel confident that 

he wanted to participate and was wondering if now was a good time to ask 

or whether he needed more time to consider it. I was happy to give them 

the forms and call back in a few days, but then his carer started to talk to 

him about the research and it felt to me as though she was trying to 

influence his decision. I interrupted her as I didn’t feel it was right to try 

and coerce him. In reflecting on this as I document the event, I thought that 

this may have been my perception and not really her intention. I do 

remember thinking, thought, if I send the forms home now, he may be 

coerced into participating.  

I was unsure what to do when suddenly Eric said, “So you are going 

to come to (the Indigo Centre).” I said “Yes” and he asked, “And you will 

talk to me about why I hate school?” I laughed and said I wanted to talk 

to him about lots of things about school, what he liked, and didn’t like. 

After outlining my research and the voluntary nature of participating, Eric 

promptly signed the forms. As I review the event, I am reminded how some 

of Eric’s questions did not sound like questions. The inflection at the end 
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of sentence I am used to hearing when someone asks a question was not 

there for most of the questions he asked. I have tried to evidence that by 

leaving out the question marks in my reporting of his comments. The 

absence of this was more noticeable to me towards the end because the 

question about whether I would ask him about hating school did have that 

inflection.  

Taken together, these field notes further highlight the notion of a lack of 

homogeneity within this group of students. The reserves of cultural capital that Neville 

and Eric drew on when greeting and communicating with me must be stark in contrast 

to elicit such different responses from them. This difference in cultural capital reserves 

between these two students must have a differential impact on how they are positioned 

within their relationship with formal education and within the student group. 

During the data collection period, not only did Eric speak very little in 

comparison to the other boys, he also spoke very little to the other boys. Throughout 

the data collection period, Eric remained quiet and, while at times he would join in 

activities with staff and peers, he would often display what could be described as 

“parallel play,” that is, engaging in the same activities as his peers, in the same location, 

but not engaging with them. 

Family Structure 

Eric lived in care but had regular access visits to his grandparents who lived 

close by. Prior to going into care, Eric had lived with his grandparents since he was a 

baby. His grandmother, Terase, explained, in her initial interview, that once they also 

became primary care givers for his younger siblings, they had to place him in care as 

they could not cope. Eric’s grandmother stated he had no real reaction to being placed 

in care. She said: 

We had five little ones here including Eric. The reason we got Eric to the 

Department was because I needed help and I thought my priority was the four littlest 

ones.  

(Terase, Eric’s Grandmother, Interview 1)  

At the time of the interview, Eric’s younger siblings were also in care: his two 

half-sisters placed together and his two half-brothers placed together. According to his 

grandmother, Eric rarely saw them or his father or mother. He also rarely ever asked 



 

Chapter 5: Narratives 135

or spoke about them. Eric’s grandparents lived very close to the Indigo Centre and, 

although he had regular access visits after school and on weekends, he often absconded 

from the Centre during school time to go to his grandparents’ place.  If Eric absconded, 

his carers were notified and they brought him back to the Centre. 

School History 

Eric was referred to the Indigo Centre in March 2013 as a systemic strategy. This 

means that the school had requested regional support to provide an alternative 

educational pathway for him, citing a significant and persistent history of extreme 

physical aggression towards others. At the time of data collection, he had been 

attending the Centre for 1 year and two months. The referral documents included a 

note stating that Eric was “very resistant to intervention” (Student file, Eric) but failed 

to explain what intervention(s) had been implemented in the past. Eric’s grandmother, 

Terase, believed that Eric “didn’t fit” into mainstream schools.  

Prior to attending the Indigo Centre, Eric had been excluded from two 

mainstream schools and had been subject to a “flexible schooling arrangement” 

(Student file, Eric) at a third school, meaning he did not attend for the same hours as 

other students. This flexible arrangement is a support measure available to schools, an 

agreement entered into by the school and the family or care provider, which reduces 

the hours of school attendance for a fixed period of time while processes can be 

implemented to support a student’s re-entry into school. It is an educational system’s 

response to the safety concerns raised by the behaviours Eric displayed at school. Eric 

had a history of aggressive and extremely violent behaviours both in and out of school.  

Eric frequently used verbally aggressive language and would occasionally 

recount past aggressive behaviours to the staff and other students.  A review of Eric’s 

school file revealed that these recounts of violent and aggressive behaviours were 

factual. The other students often responded with recounts of their own “exploits” 

which could not always be proven to be factual. At times, the other boys would band 

together, make fun of Eric and ostracise him by moving away or calling him names 

and laughing at him. While I occasionally observed Eric calling the other boys names, 

I more frequently observed very little demonstrable reaction from him to the other 

boys’ teasing behaviours. It appeared that Eric’s habitus and cultural capital were 

disconnected from the expectations held by the school and from the habitus the other 

boys.  
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Eric’s program required him to attend three days a week and his documented 

attendance was 90%. However, he regularly absconded to his grandparent’s home 

during the day.  If this happened, his carer was contacted and he was picked up and 

brought back to the Centre. This type of absence was recorded anecdotally and did not 

factor into the attendance figures. During May 2014, Eric was observed absconding 

from the Indigo Centre, swearing at staff, threatening staff, teasing and taunting other 

students as well as being teased and taunted by them. Eric also slept, sometimes for up 

to two hours at a time, at the Centre. This situation was recorded by staff in case notes 

but, as far as I could determine, had never been investigated. 

5.2.6 William 

At the time of data collection, William was an 11 year and 6 months old boy who 

lived at home with his mother, Samantha. He presented as a pleasant boy who was so 

quiet that I recorded introvert? in the column of my field notes when describing my 

first meeting with him. He appeared calm and relaxed but did not look me in the eye. 

He did not talk to me unless I spoke to him. He did not appear to be nervous or anxious 

and responded to my questions calmly. He gave me the impression that while he was 

content to talk to me, he was not that interested in what I was doing. 

Family Structure 

William lived with his mother in public housing in a suburb at a considerable 

distance from the Indigo Centre. They lived alone except for two dogs. William’s 

mother was on a pension.  

Researcher (Field notes April 2014) 1st meeting – At William’s residence:  

As I knocked on the door, I could hear the television. It was very loud. 

William came to the door and opened it. He saw it was me, yelled “Mum” 

and then simply turned and walked back inside. I did not expect that 

behaviour from someone of William’s age and who knew I was coming to 

speak to both him and his mother. I stood at the door with two little dogs 

barking at me from inside. His mother came to the door and welcomed me 

inside.  I entered and saw William sitting on a chair very close to the 

television. Mum sat down on a chair at the table and told William to put 

the dogs outside. We started talking, small talk mostly, as William 

complied with his mother’s request. He did not speak. After putting the 
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dogs outside, he sat back down in front of the television. His mother then 

told him to get a chair for me to sit on.  This comment caused me to look 

around and I realised there were only two chairs in the room.  William got 

up and went in to another room and pushed out a 2-seater sofa. As I sat 

down, he went back and sat in front of the television.  He still had not 

spoken apart from initially calling out to his mother.  

I explained why I was there and what participation in the research 

project would involve.  The conversation was difficult for me due to the 

loudness of the television. Neither William nor his mother attempted to 

turn down the volume. William was called over by Samantha to listen while 

I explained everything about the research. He listened and showed all the 

behaviours I associate with listening. There was still no attempt to turn 

down the television.  After a few minutes, his mother told him to get a pen 

and they both signed. William went immediately back to sitting in front of 

the television. 

Two weeks into the data collection period, Samantha was hospitalised with poor 

health and William went to live with a relative in another town. Contact with William 

and his mother ceased and neither me nor the staff at the Indigo Centre were able to 

re-establish communication.   

School History 

At the time of data collection, William had been attending the program for 1 year and 

2 months. The analysis of the school documents relating to William’s school history 

and referral to the program revealed minimal information. Many of the official 

documents had fields that were blank. They did show, however, that William was 

referred to the Indigo Centre in March 2013 for poor attendance and disengagement 

and in May 2014 his attendance was still very limited.  When William did attend, he 

appeared unfocussed and off-task for most of the time. He appeared uncomfortable 

while at the program. William had a long history of school refusal, a label used to 

describe students who do not attend school very often, stretching back to the start of 

his formal schooling. His mother confirmed that issues with school began as soon as 

he entered the field.  
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Researcher: Do you remember when that [school refusal] first started? 

Samantha: Yeah way back in Grade 1, oh prep sorry, kindergarten whatever 

you want to call it. 

 (Samantha, William’s Mother, Interview 1)  

During his school life, William had been referred to three separate AEPs in an 

attempt to respond to his school refusal. His attendance at all the AEPs and also when 

he returned to mainstream schooling had not improved.  During the data collection 

period, William’s attendance at the Indigo Centre was less than 10%. During the only 

interview that William took part in, he cited “staying home to look after his mother” 

as the main reason for his lack of attendance at school. He said that “I take care of my 

mum and do stuff for her. That's basically it or I'm sick” (William, Interview 1). 

 In the focus group, William agreed with others when they mentioned the value 

of an education. In his interview, however, William did not articulate any strong 

feelings, positive or negative, towards school.  

5.2.7  Ewan 

At the time of data collection, Ewan was an 11 year and 9-month-old boy. Ewan 

identified as an Indigenous Australian. Ewan was small for his age but had a presence 

that filled the room with his big laugh, quick sense of humour and his gift for 

storytelling. I found his nature and personality very likeable. Ewan recounted great 

tales of his experiences and things he had heard from his family. While I believed that 

the truth may have been “stretched” and some colourful expletives inserted for the sake 

of entertainment, there was certainly no doubting Ewan’s ability to entertain through 

storytelling. As an Indigenous Australian, Ewan’s storytelling is a feature of his 

embodied cultural capital although it is possible that this may not be recognised as 

such within the mainstream educational field.   

Researcher (Field notes May 2014) 1st meeting – At the Indigo Centre: 

When Ewan arrived, the staff, I and one other student were playing a hand 

of Uno. He had been dropped off at front gate by his aunt and walked in 

by himself. He came in and quietly but sat at the table. The staff greeted 

him although the other student did not. Ewan did not respond to the 

greetings. I was introduced by the staff and Ewan was also asked if he 
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wanted to play. He asked how many games had been played. The teachers 

did not respond to the question. A teacher instructed him to put his bag 

away and then he would be dealt some cards. He put his bag on the floor 

and sat up as his cards were dealt. He was again told to put his bag in the 

right place. He continued to ignore the instructions to put his bag away, 

keeping it close by and began picking up his cards ready to play. He joined 

in the game. He did not acknowledge my presence until, at one point in the 

game, he just looked at me and said, “You that fella (fellow) gonna (going 

to) talk to me?” I replied Yes if he was happy to talk to me. He smiled, said 

“Yeah” and continued playing the game. 

These field notes give an insight into Ewan’s resistant stance, joining in the game 

but not before questioning the context and resisting the instruction regarding his bag. 

He managed sufficient compliance to remain part of the game. This small amount of 

resistance towards adult instruction can be interpreted as a sense of autonomy which 

in my personal experience is viewed as legitimate symbolical capital in some 

Indigenous family fields. 

Family Structure 

Ewan lived at home with his mother, Von, but often moved residences, spending 

time with other family members both close by and in other towns. Ewan had a large 

extended family including older female siblings but was the only boy in the family and 

the only child at home. Ewan’s mother was employed full-time in the area, in service 

management.  

School History 

The first week was good, and it always is the first week whenever he starts 

school. It’s good. 

(Von, Ewan’s Mother, Interview 1)  

Analysis of his student file revealed a school history typified by behavioural 

issues. Ewan had received behavioural support from the age of 6, that is, almost as 

soon as he entered the formal education field. He had a history of either being removed 

from his regular class or removed from the entire school (suspended) and was first 

referred to an AEP at the age of eight. After this initial 12 months stint in an AEP, 

Ewan returned to a mainstream school and school documents report that there was a 
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decrease in his physical aggression at this time. There is no data or anecdotes to explain 

why and in fact no further data at all, until a report that his physical aggression towards 

others increased at age 10 and his current referral was made.   

At the time of data collection, he had been attending the program for 1 year and 

two months. There is no record of any support in place between these two referrals to 

alternative education. This most recent referral was a part-placement and his school 

week was shared between the Indigo Centre and his mainstream school. The referral 

document indicated that the school’s major concerns were his anger and verbal and 

physical aggression. The school reports suggest that Ewan’s poor social skills were a 

contributing factor to this aggression.  

Ewan’s program required he attended 3 days a week at the Centre and 2 days a 

week at a mainstream school. His attendance at the Indigo Centre during the data 

collection period was 70%. During this time, his behaviours at the Centre ranged from 

acts of compliance and engagement in the work, to refusing to participate in activities, 

property damage and verbal abuse towards staff and threats of violence towards other 

students. During the second last week of the data collection period, while in attendance 

at his mainstream school, Ewan exhibited such physical and verbal aggression towards 

staff that the school made the decision to suspend Ewan (with a recommendation to 

exclude). After this decision by the school, Ewan’s mother and family made the 

decision to move Ewan to live with his uncle in another town. The distance meant he 

was no longer able to attend the Indigo Centre. It also restricted his participation in the 

study (see Table 4.6). 

Verbally, Ewan expressed a belief in the importance and value of an education 

yet through his language and behaviour he demonstrated a considerable dislike for 

school and teachers.  

Researcher: So you hated your teachers? 

Ewan: Yeah. 

Researcher: Can you tell me why? 

Ewan: Because they're just all fags. School is shit. But you need     

it to get a job and not get ripped off. 

 (Ewan, Interview 1)  
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 Ewan spoke about his desire to be treated differently than he was, that is, to be 

treated more like other kids. During the interview and some informal discussions, 

Ewan commented that he felt some teachers deliberately tried to “shame” him into 

complying. This admission, or the memory of particular unstated incidents, evoked an 

emotional response in Ewan. He had tears in his eyes and started to swear and fidget 

when recalling this. Due to his cultural (Indigenous) background, it can be contended 

that Ewan’s cultural capital is less “possessed” by Ewan and more “shared” by his 

people. For Ewan therefore, standing out or being singled out by teachers shames him 

as it reduces his access to symbolic capital. 

5.2.8 The students as a collective 

As the above narratives illustrate, these students, Victor, Neil, Michael, Neville, 

Eric, William and Ewan, share similarities in their positioning within their relationship 

with formal education. The document analysis of the student files, case notes and 

anecdotal records kept by the staff also illustrates how these students are positioned as 

a homogenous collective of students, that is, all educationally “at-risk.” The narratives, 

however, illustrate how these students are individuals, with different expectations and 

different approaches to learning from those held by each other, the school and staff. 

Even where it appears that they want to succeed in the mainstream educational setting, 

these students demonstrate a lack of confidence that they fit into school or are even 

welcome in it. Through their narratives, the students demonstrate their resilience while 

at the same time, their marginalisation. The field notes highlight how this group of 

students, while small and all attending the same AEP, is not a homogenous group in 

terms of cultural and symbolic capital, nor is it homogenous in terms of degree of 

disempowerment experienced.  

5.3 TEACHER NARRATIVES 

The total staff of the Indigo Centre included two permanent teachers and an art teacher, 

music teacher and guidance officer employed on a part-time basis (see Figure 4.1). 

Narratives are presented for three staff members, Tina, Oliver and Richard. Tina and 

Oliver were the permanent staff members with responsibility for the academic 

program. Richard was the music teacher who also contributed to literacy and numeracy 

instruction.  
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The staff introduced in this chapter are the agents in the field through which the 

student’s educational experience and relationship with formal education is enacted on 

a daily basis. Whilst the students’ relationship with formal education is influenced by 

overlapping fields and associated individual and collective habitus, the following staff 

were the gate keepers for the students’ relationship with formal education. 

5.3.1 Tina 

Tina was a woman in her early 30s.  She had 10 years’ experience as a high 

school home economics teacher in a different Australian educational jurisdiction as 

well as teaching overseas for almost two years. She moved to Queensland due to her 

partner’s work and found employment at the Indigo Centre.   

Tina articulated fond positive memories of her own primary school but had less 

positive memories of her experience in secondary school.  At university, she had been 

drawn to disability services but changed to an education degree after two years of 

study.   

She described herself as a “doer.” Observational data suggested that Tina was a 

highly productive individual who was goal oriented. However, both observational and 

interview data indicated that Tina felt frustration working with the students in the 

Indigo Centre. She complained that “They don't really care. They don't value it. They 

don't value being here”. (Tina, Interview by conversation). Her interactions with the 

students were guided by her commitment to the program’s long-term goal of preparing 

the students to operate successfully within a mainstream school setting.  

In the teacher focus group, Tina articulated a clear understanding of what 

students needed to do and learn. She said that “the expectations are the same as 

mainstream school” (Tina, Teacher Focus Group). In her interviews, however, she 

expressed a more reflective perspective, for example, she said “It’s completely 

different. I think this is significantly different to mainstream.” Furthermore, Tina was 

able to demonstrate an awareness that the students at the Indigo Centre used different 

strategies than those they “should” be using. She noted that: “They will find the easiest 

path. He (a student) is doing what I’m asking him to do, so he doesn’t get in trouble. 

But he is not doing what he should be doing. He is not learning to write.” (Tina, 

Teacher Focus Group). 
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On one occasion, Michael refused to participate in a maths game when 

instructed. He was meant to be playing a maths game but had left the area and sat down 

in the room ready for a guitar lesson when Tina approached him. She challenged him 

by saying that “If you are not going to be part of the program, then maybe you need to 

be at home. We have talked about how you need to engage in the program to stay in 

the program.” (Tina, Observation, Day 5). At first Michael did not respond. Tina then 

brought the maths game to him, set it up in the guitar room, and started to play. Michael 

slowly responded, and without saying anything or moving from his seat, joined in the 

maths game. The game lasted seven minutes before Tina conceded that he had done 

enough to warrant participation in the guitar lesson. She packed up the game and left, 

allowing Michael to participate in the guitar lesson.  

While both Tina and Michael played the maths game, engagement in an 

academic learning activity had given way to both teacher and student symbolically 

complying with the timetable, a maths game before a guitar lesson. The act of 

conforming (following the timetable) reiterated the symbolic capital and appeared to 

confer the appropriate cultural capital on the student. Yet both Tina and Michael’s 

behaviour can be interpreted in this instance as conformist resistance, following the 

expectations begrudgingly, with no critique offered on the legitimacy of such 

expectations. 

Despite engaging in acts of (conformist) resistance herself, it was during her 

third interview, that Tina expressed deep frustration associated with the perpetuation 

of the student’s acts of resistance, despite her efforts to change them. She said: 

I don't know why today it got to me more. I think that we had such success in 

Term 1. Amazing success. I'd worked really hard with Michael. I just felt today 

it was for nothing. I just felt that we’d done all that, and now he’d gone straight 

back to his original behaviours. 

(Tina, Interview 3)  

Tina used the personal pronouns I and we, clearly feeling the frustration on a 

personal level whilst at the same time acknowledging the collective influence on 

practice.  Examined through the lens of individual habitus, she was expressing 

frustration at working so hard for so long to help Michael find success only to have 

him revert to his previous behaviours. This could be interpreted as the failure of Tina’s 
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efforts to re-work Michael’s individual habitus. Yet acts of resistance are co-

constructed (see Chapter 2 Section 2.4) through the interaction of both the teacher’s 

and student’s cultural capital, as mediated by the institution’s habitus.   Therefore, 

examined through the lens of an institutional habitus, Michael’s continued acts of 

resistance were not a failure of an individual teacher’s efforts to change that behaviour 

but rather Michael continuing to behave as the institution expected him to behave. 

5.3.2 Oliver 

Oliver is a quiet man with a rugged outdoors look. He spoke with a quiet voice 

and projected an air of self-confidence. At the time of the data collection, Oliver was 

in his 50s, married with three young children. His own memories of his primary 

schooling were positive. He had attended a small all boys’ primary school in the area 

and fondly remembered the feeling of belonging, describing it as like a club where 

everyone knew everyone. His experience of secondary school, however, was less 

positive and he recalled leaving school with a negative self-image of himself as a 

student.  

I think I just found high school a bit of a struggle, just generally a bit difficult I 

suppose academically. That was my perception. As it turned out, I didn't realise 

that what I perceived as being a struggler wasn't actually. 

(Oliver, Interview 1)  

Using the phrase “a general malaise” to describe his high school years, he was 

pleased for it to end and he went to work locally. Despite, or perhaps because of, his 

self-perception as a struggler, furthering his education was always in the back of his 

mind and he attended night school for various courses. After moving in and out of a 

few jobs, Oliver enjoyed almost 20 years working on the railways. With the threat of 

downsizing looming, he took some advice from an older friend and looked into further 

education, deciding on teacher education.  

I had this old friend of mine that I used to talk to about how he was educated. 

He said why don't you do it? You have to look into the Centrelink thing, because 

he knew about all that stuff, so I had a look at it. 

(Oliver, Interview 2)  
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After nearly ten years teaching in mainstream schools, Oliver sought out a 

position in an Alternative Education Program.  

When I was going through teachers’ college, I always wanted to work with kids 

in need. Then an opportunity arose. I suppose I looked for it.  

(Oliver, Interview 2)  

Perhaps, due to his own experience as a student, Oliver’s relationship with his 

students was that of a mentor, offering guidance and support. His interactions with the 

students were always guided by his personal mantra of “how would I want my child 

to be treated in this situation” (Oliver, Interview 2). In interviews, he articulated his 

efforts not to raise his voice or to overwhelm students with too many instructions. 

Observational data suggested he was reflective, often trying different strategies and 

ways to work with the students. For example, I observed Oliver sit beside a student 

who was refusing to work or follow directions. He asked the student about their 

weekend, slowly drawing the student into a conversation through a series of questions 

and then slowly asking questions about the work. In this way Oliver was able to 

support the student to discuss the work and the reasons he was refusing to do it. On 

another occasion when a student was throwing objects and yelling, and Oliver was 

making no progress in instructing the student to stop, Oliver changed tack and sat and 

started to read a book, loudly. While this seemed odd to watch, since the student 

continued to yell and swear, eventually the student stopped yelling, presumably in 

order to listen to the story. Oliver kept reading, but slowly his voice became quieter 

and quieter, resulting in the student coming over and sitting next to him, I assumed, to 

hear the rest of the story. 

5.3.3 Richard 

Richard was a quietly spoken man in his 50s with a gentle, friendly demeanour. 

I knew him from other schools he had worked at and my perception had always been 

that he was quiet, easy to get along with and popular with most students and staff. 

Richard’s early schooling had been mostly positive. He saw himself as a good student 

although he felt that his teachers had been overly strict. After completing secondary 

school, Richard followed his older sibling into teacher training. While it appeared to 

him to be a natural choice at the time, he found he lacked the motivation for further 

study and discontinued his teacher training.  Music had always been his passion and, 
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several years later, he once again undertook tertiary studies, this time in music. After 

graduating, he continued on at university and finished his teacher training, gaining 

accreditation as a music teacher.   

After several years, Richard stopped work as a music teacher, finding greater 

enjoyment as a private guitar tutor and eventually finding casual employment as the 

guitar teacher at the Indigo Centre and a professional musician. He was employed for 

12 years as a guitar teacher at the Centre until he was offered a contract position as a 

teacher aide. As part of the role of teacher aide, he continued to give guitar lessons but 

also became involved in the literacy and numeracy lessons.  

Richard articulated a belief in the need for students to build or find some self-

motivation in order to succeed, whether in learning guitar or in literacy and numeracy 

lessons. Observational data suggested that Richard often engaged in negotiation with 

the students over the work they needed to do in his guitar lessons. He expressed an 

awareness, however, of the limitations on the ability to negotiate with students on 

literacy and numeracy tasks.  

It’s very different (for different work), with guitar it’s kind of what’s behind it, 

you are doing this and it’s going to be enjoyable. That’s the end result but if you 

are helping with maths or writing, the expectation is just that they are going to 

get the right answer. Whether or not you get enjoyment out of getting the right 

answer…. 

(Richard, Interview 2)  

Richard’s relationship with the students was neither as an authoritarian (like 

Tina) nor a mentor (like Oliver). As a teacher aide and not officially as a teacher, 

Richard had limited power to recognise and legitimise practices, disempowering him 

within the educational field. His cultural capital however, was recognised and valued 

by the students: he could play the guitar really well. His other occupation, as a ‘muso’ 

also gave him “street cred” in the eyes of the students. That is, he seemed to possess a 

form of cultural capital the students were familiar with and valued. This, combined 

with a position of limited power, helped students connect with him. His relationships 

with the students were mutually respectful and friendly. Throughout the data collection 

period, I did not observe one occasion when Richard or his practices were the focus of 

students’ acts of resistance. I did observe Richard letting the students ‘direct’ the 
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lesson. While he had some clear lesson goals that he told the students at the start, he 

often allowed the students to set the pace and path of the lesson. I did not observe 

Richard directly instruct the students they could not do something, however I often 

heard Richard use ‘slang’ to redirect students, such as “get out of it you”, “what do 

you think you are playing at?”. He would use affectionate terms as a way of informing 

the boys they weren’t behaving appropriately, calling them “ratbags” and “turkeys”. 

On one occasion, I observed a student try and turn on the amplifier and play the 

electric guitars loudly. I observed Richard redirect the student away from really loud 

music, by laughing and saying, “no one wants to hear that, when you are really good 

you can turn it up loud because then everyone will want to hear you.” (Richard, 

Observation, Day 3). 

5.4 DOCUMENT ANALYSIS 

As noted in Chapter 4 Section 4.5.1, this study examines some key documents 

relevant to the operation of the Indigo Centre. Document analysis serves as a way to 

identify the institutional habitus operating within the Centre. I undertook document 

analysis as both a precursor to focus groups, interviews and observations, to begin to 

familiarise myself with the context and culture of the Indigo Centre and in conjunction 

with the other forms of data collection to enhance and support the depth of analysis 

(Simons, 2009).  

The documents analysed related to the educational history of each of the student 

participants collectively referred to as student files (see Table 4.3). These included 

referrals, enrolment forms and reports from external organisations.  Students’ 

educational achievement was noted through standardised testing reports and other 

school-based assessment (undertaken in their mainstream schools). Other relevant 

documents related to the organisation and operation of the Indigo Centre including 

timetables, curriculum documents and operational matters (see Table 4.4). Analysis of 

the key guiding documents provides an insight into the key characteristics of the 

Centre’s operations.  

The overarching policy guiding the operation of the Centre is the Department of 

Education, Training and Employment Strategic Plan 2014 – 2018 (DETE, 2014). This 

is a high level strategic document, which sets out the vision of the Department in terms 

of deliverable outcomes, targeted strategies and performance indicators. These 
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outcomes, strategies, and performance indicators are very broad and therefore able to 

offer relevancy to the operational guidance of all state schools. However, they are too 

broad to offer specific guidance or advice for the specialised operational context of the 

Indigo Centre, and the student numbers too small to impact the performance indicators.  

For instance, analysis of the key performance indicators reveals that all five 2014 

– 2018 indicators could be associated with the student cohort attending an alternative 

education program such as the Indigo Centre. These are: 

attendance; 

literacy and numeracy achievement; 

retention to year 12; 

improved outcomes for Aboriginal and Torres Strait Islander students; and 

transitions to further education, training and employment. 

(DETE, 2014) 

In relation to the context of the Indigo Centre, while attendance data is kept, the 

students are not required to attend full-time and some absences not officially recorded, 

for example when Eric would abscond from the Indigo Centre to his grandparents’ 

home during the day (see Section 5.2.5).  There are no standardised assessments 

undertaken in the Centre to evidence any improvement in literacy and/or numeracy.  

The strategic plan also identifies several targeted strategies including: 

the provision of a safe, supportive learning environment; 

empowering families to be engaged in their children’s learning by improving 

access to information about their child and their school; 

using early warning indicators, including attendance, to identify students at risk 

of disengaging with learning to target interventions; and 

develop the skills and knowledge of our staff in culturally appropriate teaching 

and learning strategies. 

While these targeted strategies do not explicitly pertain to alternative programs, 

they can be related to the operation of the Indigo Centre. As illustrated through data 

earlier in this chapter, the learning environment in the Centre did not always seem safe 

nor supportive. Michael for instance was sent home on three separate occasions for 
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damage to property and extreme verbal abuse directed at staff and students. According 

to Neil’s and Victor’s parents, communication between school and home was not 

strong, with both parents feeling disempowered as a result. William was referred to 

the Centre for poor attendance, yet over the 14 months of enrolment, his attendance 

had not improved. There was no information demonstrating any of the staff had 

received professional development in culturally appropriate teaching, despite the 

enrolment of Ewan, an Indigenous Australian.   

The main document informing the day-to-day organisation and operation at the 

time of data collection was the 2014 Program Manual, a 10-page document developed 

locally by the Behaviour Co-ordinator that informed the teachers’ work practices. A 

number of systemic departmental policies and procedures were influential in the 

development of the manual, such as A whole school approach to support student 

learning (DETE 2014); Safe, Supportive and Disciplined School Environment (DETE, 

2014); Student Protection (DETE, 2014); and guidelines such as the Responsible 

Behaviour Plan for Students (DETE, 2014).  The Manual also draws on the Australian 

Curriculum (Australian Curriculum and Assessment Reporting Authority [ACARA], 

2014).  It is through such references to the Safe, Supportive and Disciplined School 

Environment (DETE, 2014) that connections to the targeted strategies set out in the 

Department of Education, Training and Employment Strategic Plan 2014 – 2018 

(DETE, 2014) can be seen.   

 The 2014 Program Manual provides staff with information such as required 

roles, responsibilities, timeframes and schedules, for example, how to manage the 

referral process, when to contact schools, what forms are required to be completed at 

the different stages of the referral process and who should complete them, and where 

they are to be stored. Information is also given to staff on task expectations. For 

example, in the first three weeks, the aim is to “develop an understanding of student 

interests and identify personal goals through preferred, practical activities” (Indigo 

Centre, Program Manual, 2014, p. 3), and in weeks 4-6 staff should “begin to increase 

the percentage of non-preferred activities students are engaged in” (Indigo Centre, 

Program Manual, 2014, p. 3). During the transition phase (weeks 31-40), when 

students begin to transition back to a mainstream setting, staff are instructed to, 

“monitor the transition, ensuring there is a designated ‘go-to’ person (for support and 

de-escalation)” (Indigo Centre, Program Manual, 2014, p. 5).  
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Some of the language in the manual is open to interpretation by staff, such as a 

step in the referral process that states “the decision may then be communicated with 

the family” (Indigo Centre, Program Manual, 2014, p. 4). The use of the word ‘may’ 

could suggest that it is the staff’s decision if they communicate the decision with the 

family or not. Similarly, the criteria for referral to the program also includes 

ambiguous statements such as “it is preferable that the school has demonstrated some 

of the (8) strategies prior to referral” (Indigo Centre, Program Manual, 2014, p. 5). 

‘Preferable’ is not the same as ‘required’, meaning that a school may have 

demonstrated no strategies prior to referring a student. It is worth noting there is no 

emphasis on the effectiveness or fidelity of implementation of the strategies, only 

demonstration.  

The alignment to the Australian Curriculum has a caveat, stating that “given the 

specialist nature of the program not every learning area or learning area strand or 

sub-strand is covered. Only those identified as most relevant have been identified” 

(Indigo Centre, Program Manual, 2014, p. 7). However, there is no indication within 

the document as to how this identification process was conducted nor how the most 

relevant areas were decided upon. Given the ambiguity of language and the emphasis 

on roles, responsibilities, timeframes and schedules, the overall intent of this document 

can be positioned as ensuring accountability and the effective management of the 

teachers and thereby students, of the Indigo Centre. Further, the Program Manual 

offers limited guidance regarding the pedagogical approach required for these students 

other than to state that teachers are to “use a variety of formats from the practical 

(manual arts and cooking), creative (art), social (games, experiential, sport), to high 

interest academic” (Program Manual, 2014, p. 1).  

The school-based documents relating to the educational history of the student 

participants are collectively called a student file. The student file comprised both a 

physical folder in a filing cabinet and/or an electronic file stored on the Department 

server. The student files contained a range of information pertaining to academic 

achievement and behaviour and communications between staff and external agencies 

and/or parents about the student.  

The student referral forms, which were also included in the student files, 

provided a glimpse into the acts of resistance manifested in the mainstream setting, 

helping to make visible the habitus of the students through these acts in the alternative 
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setting. These reasons for referral fall into broad categories of non-compliance 

(absenteeism, leaving without permission, school refusal, task refusal), and aggression 

(physical and verbal). The descriptors of aggression were qualified as anger, abuse, 

and violence.  

As part of the referral/acceptance process into the Indigo Centre, students and 

parents sign a behaviour contract (Figure 5.1) as outlined in the Responsible Behaviour 

Plan for Students (DETE, 2014).  

Behaviour Contract 
 

Student: ____________________ 
 
 
Be Safe 

1. I will keep my hands and feet and objects to myself. 
Student: _________ Parent: ________________________ 

Be Respectful 
2. I will follow all instructions given to me by teachers and teacher aides at the 

Indigo Centre. 
Student: _________ Parent: ________________________ 

Be Responsible 
3. I will attend my scheduled days at the Indigo Centre. 

Student: _________ Parent: ________________________ 
 
Date: _____________________ 
 

 Figure 5.1 Indigo centre behaviour contract for students 
 

The Behaviour Contract outlines the specific expectations regarding the 

student’s behaviour and the consequences of not meeting the expectations. The 

Behaviour Contract legitimises, for students, teachers and parents, the practice and 

expectations (cultural capital) of the centre, included the application of sanctions for 

not meeting the expectations. The full Behaviour Contract is provided at Appendix I. 

At the completion of each day, case notes, that is the daily anecdotal reporting 

of students’ progress, were compiled for each student by the staff. As these case notes 

(see Table 5.1) essentially only recount some of the events of the day for each student, 

their contribution to the analysis of a student’s habitus is limited. However, they do 

offer evidence of the perpetuation of acts of resistance within the alternative setting.   



 

152 Chapter 5: Narratives 

Analysis of the case notes alongside the Program Manual reveals a lack of 

specific instructions regarding the case notes, leaving the teachers free to interpret the 

requirements. In fact, the Program Manual makes no mention of case notes at all, 

despite the staff assertion it was a requirement that they complete these at the end of 

each day. Lack of clarity as to the purpose of the case notes may explain the errors in 

the case notes. 

The institutional habitus is revealed in the way the teachers interpret the ‘unwritten’ 

requirements, recording only the student behaviour and not the educational task or 

progress made during the day. However, for some behaviours recorded, for example 

the verbal abuse directed at Tina on 22.4.14, no information is recorded regarding the 

reasons for the behaviour, nor the strategies employed by staff to assist students to 

make different decisions, or even the sanctions applied. Without any other specific 

guidance, the teachers, guided by the institutional habitus, focus on the enactment of 

the behaviour. 

Significantly, across all the student files, while there was substantial information 

relating to behaviour, and detailed documentation outlining the communication 

between staff and parents/caregivers about the student’s behaviour, there was limited 

information pertaining to pedagogical approaches that were effective/ineffective, and 

levels of student academic achievement. There was no information in the student files 

regarding educational assessment undertaken in the Indigo Centre. 

The interpretation of these documents reveals that for the teachers and therefore 

the students, movement from a mainstream context to an alternative context was not 

accompanied by an overt or significant change of the school curriculum, pedagogical 

approach, assessment or behaviour management practices.  Specifically, the lack of an 

overt focus on taking a different pedagogical approach suggests there is no strong 

challenge made to the hegemonic discourses of the mainstream education setting. The 

documents guiding the operation of the Indigo Centre provide evidence that even in 

the alternative education space of the Indigo Centre, the students are still positioned 

on the margins of formal education by their lack of appropriate cultural capital, 

operationalised as a result of their behavioural choices.  

 

 



 

Chapter 5: Narratives 153

Table 5.1 Extract from case notes prepared by teachers  

 

 

Notes to Table 5.1 

1. The case notes are represented here verbatim, including the spelling and typing 

errors. 

29.4.14 Victor arrived early and in a very positive frame of mind. Victor joined in all 

activities throughout the day and complied with all requests and directions.  

Victor earned 32 PLC Dollars and chose to play Silent Ball.  Victor fineshed 

the the positively and left on time1. 

1.4.14 Victor arrived at the PLC at 8am. He sat outside until 8:30am and then at 8:30 

he entered the PLC.  

Victore had a very successful day at the PLC. 

22.4.14 Eric appeared and settled into the routine well. This was upset at 

approximately 10:30am when another student was off task and Eric decided 

to join in2. This involved barricading themselves in the chill out room.  

Eric told Tina to “suck my cock” twice when Tina was informing him of 

expectations. Eric eventually re-joined the group at approximately 11.15am 

and participated in the remainder of the days activities3. 

09.05.14 Michael was sent home this morning; he was collected at 14:45am by Mum4. 

Michael displayed behaviour that was very uncharacteristic for him5.  

Michael refused to engage in any school work or follow any teacher direction. 

He poured the water out of his drink bottle on the chai and then on teacher the 

remainder was poured around the classroom.  

When Mum arrived Michael refused to leave the grounds. It was only when 

he was told that if he did not exit the grounds with Mum that the police would 

be called that he left. 

06.05.14 Michael engaged in morning activities. Michael refused to completed school 

work. Michael commenced his school work at 11:15am after some yelling and 

screwing up his work. All work was completed6. 
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2. No information was recorded explaining this decision. 

3. No information was recorded as to sequence of events leading up to Eric re-joining 

the group.  

4. While the timelines are unclear, this is presented verbatim. 

5. No information recorded as to the uncharacteristic behaviour. 

6. No information recorded to explain the changes in Michael’s decisions.  

Further analysis is undertaken in the following chapter (Chapter 6) and where 

possible the documents analysed are used to support the data from my observations 

and field notes, and contribute to the analysis of the institutional habitus and capital 

available within the field and the role social capital plays in acts of resistance towards 

formal education.  

5.5 OBSERVATION  

The use of direct observation was discussed in Section 4.5.4.  Observations are 

used here to describe a day in the life of the Indigo Centre, the alternative education 

program research setting for this study. This description of the context enriches the 

study and informs understandings of institutional habitus. 

5.5.1 A day in the life of the Indigo Centre 

Sitting in a quiet suburban street, nestled among private residences but backing 

onto a Government primary school, sits a newly refurbished alternative educational 

facility, the Indigo Centre. The building complex houses two main teaching areas plus 

three smaller class rooms, a kitchen for cooking lessons, a shed for manual arts such 

as woodwork, and a small outside play area. The rear half of the complex is surrounded 

by a six-foot-high steel picket fence, with a gate for access to the adjacent school oval 

for lessons like science or maths that may require some open space.  

The school day is broken into two separate sessions, catering for two cohorts of 

students: morning programs run from 9am –1pm and the afternoon programs from 

1pm – 3pm. Students in the morning session begin to arrive any time after 8.30am with 

most students present by the 8.55am start of activities, although some students, on 

some days, arrive as late as 9.45am. The secondary school students (those in Year 

levels 8-10) arrived on their own, whilst primary school students (Year levels 5-7) 

arrived with an adult, either a parent or a carer. It is usual for the staff and the 
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parent/carer to spend a few minutes discussing the morning’s events or any other 

relevant information at the drop off. 

For most students, the day started with a game of Uno in the main room; a card 

game that is easy to learn, able to be played by two or more players and a popular card 

game in most schools in this area. The use of Uno was explained by the teachers as a 

way of providing a non-confrontational, transition activity; playing Uno at the start of 

the day offered those students who arrived late an easy relaxed way to enter, join in 

the group and start the day. Staff explained that most of the students arrive anxious 

and/or non-compliant.   

Teachers and students all gather around a large round table and there is some 

general, usually teacher-driven, casual conversation held as several hands of Uno are 

played. Students generally join in on arrival, however sometimes they do not and in 

this instance, teachers will encourage them to join, but participation is not forced. It 

may be suggested they take some time out and read a book, or chat with a staff member.  

Gently transitioning the students into the day’s events is an important part of the 

teachers’ modus operandi as it allows them to gauge the students’ mood and ability to 

carry out the day’s tasks. This signifies the “taken for granted-ness” of this student 

behaviour. The staff seem to expect, and accept, that students will at times arrive 

unwilling to do the set tasks. The practice of expecting (and planning for) acts of 

resistance is part of the institutional habitus. 

The card game also provides opportunity for staff to encourage students to 

practise appropriate socialising and self-regulating behaviours.  The atmosphere is 

usually relaxed and casual during this part of the day, complete with smiles, laughs 

and light banter amongst the game players. 

After several hands of Uno are played in the main classroom, staff will 

communicate with each other, usually non-verbally, about the perceived readiness of 

students to start the day and one of the teachers moves to announce the day’s plan.  

There are no bells to indicate when different activities start and, in the main classroom, 

there was no visible timetable of the day’s events available for the students (the 

timetable is on the blackboard in a different room – see Figure 5.2). It is common, 

however, for staff to give students a verbal warning of any change of task. For 

example, in one observation, Tina said: At the end of this hand, I’m going to ask all 
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the cards be handed to me and we’re going to go into the other room and start our 

work.  (Observation, instruction directed to whole group) 

The morning sessions have a consistent yet flexible structure. Uno is often 

followed by Hangman, a popular literacy game, with students and teachers taking turns 

with the roles. Students and/or staff stand in front of a whiteboard and lead the game, 

engaging in light verbal banter with each other as they play. It is common for laughter 

and friendly challenges and teasing to be present during this time. Students appear to 

enjoy a sense of competition even though it seems to be a mostly co-operative activity. 

The rules of Hangman are not followed to the letter by either teachers or students. The 

focus is not on the game as much as the relational aspect of “getting along”, interacting 

safely and pleasantly. During this session, everyone appears to “get along” and, 

examined through the concept of capital, the practice of getting on well together holds 

symbolic capital. Students who are able to interact in field-appropriate ways are 

positioned more positively by staff then those who disrupt the game or other students. 

Games such as Hangman offer “reservoirs” of symbolic capital, from which 

students can draw from the capital of the staff as they interact with teachers. After a 

period of time playing Hangman, the exact length of which varied from day to day, 

students transitioned into individual desks and began the literacy and numeracy lessons 

that had already been placed on their desks by staff prior to student arrival. The pre-

placement of the work is designed to decrease the length of the transition phase and 

reduce the amount of unstructured time students have to interact with each other. For 

an observer, this gave a contrasting perspective on what was valued in this field; 

“getting along” during a structured game such as Hangman held symbolic capital, 

while “getting along” in a less structured way, for example, between tasks, appeared 

to hold less value. 

The work generally consists of literacy and/or numeracy worksheets that are able 

to be completed independently or semi-independently. The presence of literacy and 

numeracy tasks is consistent from day-to-day, however the exact duration of the tasks 

is flexible, and as such there are no times set for the tasks (see Figure 5.2). This 

flexibility provides the staff the ability to adhere to the structure of the program despite 

any issues of non-compliance. That is, no matter how long a student may take to 

complete a task, the schedule can still be followed, as the student simply moves on 

with the next task once one task is complete.  
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While the existence of the timetable illustrates homology of structure (Bourdieu 

& Wacquant, 1992) between the field under study and those with which it overlaps, it 

is also the functional homology that warrants closer examination.  Viewed through the 

concept of field, the function of this timetable can be interpreted as the positioning of 

the students as disempowered within the field. 

As seen in Figure 5.2, the timetable holds little information about the set tasks, 

a strategy that allows teachers flexibility to adapt the work provided and the time 

allocated to each section of the timetable, dependent on the students’ level of 

compliance.  If the students are calm, or what is described by the Indigo Centre staff 

as “baseline”, then the staff can provide more worksheets and stretch out the time the 

students commit to literacy. If the students are resistant, the staff can adapt the work, 

shortening the tasks to support the students to complete the set work. If the students 

engage in acts of resistance such as physical aggression, and the literacy task needs to 

be delayed for safety reasons, the lack of set times for tasks allows the staff to direct 

the students back to the point in the timetable they stopped being compliant.   

The strategy that empowers teachers to adhere to the timetable despite non-

compliance disempowers students’ agency in effectively using, or learning to use the 

timetable, a skill required in mainstream schools. The completion of the class work 

during the set period of a class lesson, is a recognised cultural practice in mainstream 

schools. However, in this study, the modification of this timetable (removal of times) 

restricts the students’ ability to effectively engage with the timetable (exercise their 

agency). In relation to Figure 5.2, how does the student come to understand what 

Maths Facts: Subtractions I means? What is the difference between Subtraction I and 

Subtraction II? The lack of information on the timetable places this knowledge out of 

the reach of the students, disempowers them from, for example, exercising agency in 

the planning and monitoring of their work in order to finish within the allocated lesson 

time. The structure of this timetable positions the teacher as the holder of knowledge 

and as such disempowers the students. These modifications reduce the students’ ability 

to learn the “rules of the game” (Bourdieu, 1997) of the mainstream education. 

Staff assisted students, either one on one or in small groups, to complete 

worksheets focussing on reading comprehension, grammar and addition and 

subtraction facts. Worksheets typically involved reading and answering questions, 

word puzzles and colouring in. Students who finished quickly were catered for with 
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the provision of further literacy and numeracy tasks they can complete (see Figure 

5.3). 

 

Figure 5.2 Photograph of the Indigo centre timetable for the morning session 
 

 

 

 

 

 

 

 

Figure 5.3 Photograph showing the extra work provided for the students who finish 

their work early 
 

On most days, it is around this point in time when there is a noticeable change 

in the language (verbal and body language) of both the staff and students and the 

dialogue between staff and students (Observation 8, May 2014).  Swearing, which is a 

salient feature of the students’ language, commonly increased during this session. The 

swearing also became more directed towards others. It was also noticeable that in the 

beginning of the day the staff talked directly to the students, however this changed as 
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the day progressed and staff began to talk about the students in the third person, to 

each other in front of the students. For example,  

Tina (to Oliver): Aren’t the boys working so well today?  

I noted in my observation, and from my own experience as a teacher, that this 

strategy, while seemingly used by the teachers to demonstrate and transmit the desired 

cultural capital, was not a strategy that these particular students appeared to connect to 

learning. These students ignored this conversation style. It appeared the students were 

not aware the teachers were in fact demonstrating desired cultural 

knowledge/behaviours.  

When teachers did direct the conversation towards the students themselves, the 

language (during this session) was instructional, focusing on the work and student 

management. In contrast, students’ conversational topics mostly did not reflect the 

work, but rather reflected the relational structures within the group. The students 

constantly questioned each other, or pushed the boundaries of their relationships 

through name-calling and teasing. They told jokes to gain attention of the other 

students or asked questions of the teachers, such as whether they had kids and did their 

kids like school. These questions and comments were generally regarded by staff as 

‘off-task’ but not inappropriate behaviours and as such, the students were gently 

redirected to their work. 

 Through the lens of capital, it is possible to see the significant shift in cultural 

practices that the teachers value as holding symbolic capital. The legitimacy and 

practicality of connecting with one another and getting along, valued in the habitus 

and social, cultural capital of the students (and valued by staff during Uno) has been 

replaced by less tangible practices of doing academic work. 

During this session, some students undertook and completed the set tasks. Some 

students did not undertake the set tasks, instead scribbled on the work, often threw 

work on the floor, and refused to complete it. Sometimes students left the room, simply 

standing up and walking out, refusing to follow directions to return to their desk. 

However, this was not the most common method of leaving the room. Most frequently, 

students left the room by requesting toilet breaks. The teachers told me they were well 

aware that this is a work avoidance strategy, an observation supported by the fact that 

the students often failed to go near the toilet, and instead just wandered into other 
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rooms, engaging in different activities and avoiding the set work. Such actions are 

direct statements of them resisting and de-valuing certain forms of capital over others. 

Whilst during the Hangman game, symbolic capital could be found in the 

relationship between people, in this session the practical knowledge of not physically 

leaving the room without the teacher’s permission can be seen as symbolic capital, the 

form capital takes when it becomes “the object of an act of knowledge and recognition” 

(Bourdieu, 1990, p.111). The students’ practice of asking to go to the toilet was 

evidence of their knowledge and recognition of the symbolic power teachers possess, 

controlling who leaves the room and why. Leaving the room without permission 

usually resulted in the students getting in trouble, and this seems to have been avoided 

by gaining permission (by mentioning the need to use the toilet) before or while 

leaving.  Through such strategies, the students demonstrated an understanding of the 

“field-legitimate” practices yet resisted it by adopting and co-opting the practices for 

their own use, creating a counter-culture (Stahl, 2015; Willis, 1997) in enacting acts 

of conformist resistance (Solorzano & Bernal, 2001). 

A few boys, those more interested in completing the set work, found cause to 

swear and hurl verbal abuse at the others, deeming them to be disruptive and annoying. 

In the alternative education context, failing to engage in the set work is seen by the 

teacher as a student’s lack of appropriate cultural capital and usually draws sanctions 

from the teachers. When the other students adopted the dominant behaviours, but 

applied inappropriate sanctions to the disruptive students, as in verbally abusing them, 

it can be interpreted as a further example of students (the ones applying sanctions) 

enacting acts of conformist resistance, as occurred in this case above.  

Staff employed a variety of student management strategies and pedagogical 

devices that included rewards such as the promise of games and reward points to try 

and keep all students safe, on task, and not engage in any conflict. On Thursdays and 

Fridays, students had access to guitar and art lessons respectively, and on rare 

occasions, threatening a ban on the continued access to do these lessons was a strategy 

used to coax greater compliance from the students.   

The recognition by the teachers that such a strategy was required, was an 

acknowledgement by the teachers of the different cultural capital of the students, 

specifically their embodied cultural capital. This acknowledgement however was not 

the same as recognition. The teachers acknowledged the students’ habitus, their 
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embodied dispositions towards behaviours deemed off task and/or unsafe, yet at the 

same time, the staff failed to recognise the cultural capital of the students and instead 

mis-recognise the difference in cultural capital as a lack of cultural capital (Dumais, 

2002, 2006; Lareau & Weininger, 2003). For example, Tina acknowledged that the 

students moved between lessons in an inappropriate manner for school, “racing each 

other, even pushing each other to get through the door first”. However, this 

acknowledgement of their embodied capital is accompanied by a misperception that 

“they just don’t know any better, no one has ever taught them how to walk into a 

room”.  

The staff moved to instil the field-recognised capital within the students through 

pedagogies designed to quickly achieve a change in behaviour. However, as Bourdieu 

(1986) states, cultural capital “is external wealth converted to an integral part of the 

person, into a habitus, and therefore cannot be transmitted instantaneously” (pp. 244-

245). Therefore, in this instance, while students might have finally complied with the 

teacher’s directions, this could not be interpreted as the accumulation and possession 

of symbolic capital. In this instance, the compliance was a further act of conformist 

resistance, evident by the continued verbal critique by the students that accompanied 

a physical compliance with the instructions in order to gain access to the guitar lesson.   

As the day progressed, rivalries and/or alliances between students ebbed and 

flowed and began to influence the students’ interactions with each other and the staff. 

Most days, staff will manage the situation expertly, and the behaviours peak only at 

verbal abuse and non-compliance, although the verbal abuse can be quite extreme at 

times. Through a change in pedagogy, or through modifying groups and student 

location, staff keep students busy, and/or away from each other. However, on a few 

occasions, despite the resourcefulness of the staff, the boys would really “kick on”, in 

the words of the staff, and the resulting behaviours were physical assaults, property 

damage and absconding.  

When the students did “kick on”, the resulting change to the atmosphere and the 

interactions between the members of the program rarely returned to the casual 

camaraderie observable at the start of the day. These “incidents” were usually followed 

by one or more of the students leaving. This might have been due to the student 

themselves deciding to run away, or the staff enforcing their removal by contacting 

their parents or carers.  
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While such critical incidents (the official term used in student records) occurred 

only four times in the data collection period, such incidents reveal the disconnect 

between the cultural capital that is recognised by the field and the cultural capital the 

students enter the field with. The teachers enter possessing the field-recognised 

cultural capital which is acknowledged and recognised (by the field) as symbolic 

capital, which in turn legitimises their practice.  In contrast, these students do not do 

not enter possessing the field-recognised cultural capital, and engage in practices that 

are not acknowledged or recognised as having symbolic value.  

The disconnect is mis-recognised when the teachers not only expect the students 

to engage in the field-valued practices, but to want to engage in the field-valued 

practices. In Bourdieu’s words, the field “presupposes and entails that all the groups 

concerned run in the same direction, toward the same objectives, the same properties, 

those which are designated by the leading group” (Bourdieu, 1984, p, 647). Therefore, 

the students are perceived as choosing not to engage in field-valued practices, 

legitimising the application of sanctions to encourage them to make better choices. 

This mis-recognition, along with the shift in what is legitimised as symbolic capital, 

provides the students with a focal point against which they manifest their acts of 

resistance.  

At the end of the morning session, the students leave, either on their own or are 

collected by an adult. Students who catch public transport may sometimes leave early 

to ensure they do not miss their connection.  The morning program has an intensive 

focus on building literacy, numeracy and social skills, as the premise that underpins 

the program is that these students lack the literacy, numeracy and social skills that 

would enable them to achieve success in mainstream school.  

The afternoon session in contrast, caters for newly referred students; the sessions 

are shorter and are designed as a transition program for students who are newly 

referred to the alternate program. The focus of these afternoon sessions is on building 

rapport with the students and engaging them in activities.  

The afternoon activities are more hands-on and are less literacy and numeracy 

based. Students are transitioned into the morning session as soon as possible. The 

afternoon session is designed to set the pre-conditions for the flow of capital, 

facilitating the modification of the habitus through the influx of additional capitals 
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(Bourdieu & Johnson, 1993; Duckworth, 2013). However, as an observer, I was unable 

to observe strategies or practices that would facilitate the flow of capital. 

The aims of the afternoon transition program are to build rapport and get students 

ready to engage in the program. However, there are no guidelines outlining the criteria 

for determining when a student is ready to transition into the morning session. As an 

observer, there appeared a lack of alignment between the teacher’s decisions to 

transition students from the afternoon program to the morning program yet still state 

that most of the morning students (who have been through the transition program) 

arrive anxious and/or non-compliant.   

None of the students in the afternoon session gave written consent to participate 

in the study. The information regarding this session was provided through document 

analysis and teacher interviews. 

The AEP (Indigo Centre) examined by this study can be classified as a blend of 

Raywid’s Type II and III programs (see Chapter 2, Section 2.2.1). However, if Te 

Riele’s landscape map (see Figure 2.1) is applied, the official rhetoric of the Indigo 

Centre locates it in the 4th quarter. The Indigo Centre has a long term, solid structure, 

operating as an established service within the formal education system, and the 

program’s espoused aims are to provide a positive educational experience that meets 

the students’ educational needs. However, students referred to the program must 

maintain contact with their previous school, with some students maintaining part- 

placement across the mainstream school and the Indigo Centre, and after a defined (yet 

flexible) period of time in the Centre, the intention is for students to be returned to 

mainstream schooling. Staff are provided with training in behaviour management 

techniques and students are expected to engage in activities designed to increase pro-

social behaviours. Therefore, despite the rhetoric, the Indigo Centre can be more 

accurately located in Te Riele’s 2nd quarter, with a focus on changing the student so 

they can be ‘successful’ back in the mainstream educational field. This lack of clarity 

between the purpose and the operation of the Indigo Centre risks possible 

inconsistency between the program goals and student needs. 

5.6 SUMMARY 

This first findings chapter introduced the students and their teachers in the form 

of narratives. It gave structure and history to their relationship with formal education 
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and expressed this through the lenses of capital and habitus. The chapter highlighted 

the similarities in their relationship with formal education while illustrating their 

unique characteristics and motivations.  

A brief examination of each student’s educational history revealed similarities 

in terms of the disconnect between the student’s cultural capital and the capital valued 

by the educational field. Examining some of the practices undertaken within the Indigo 

Centre demonstrated how the students are positioned as disempowered and, as such, 

struggle to understand the rules of the game. Resistance theory allows us to understand 

how the cultural trajectories experienced by these students, including this disconnect, 

have shaped their resistant habitus and how the lack of flow of capital restricts any re-

working of the habitus.  

The next chapter will draw on habitus, capital, field and resistance theory to 

analyse and interpret the role social capital plays in the enactment of resistance to 

formal education by students attending alternative education programs.  
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Chapter 6: Analysis 

6.1 INTRODUCTION 

The data chapter (Chapter 5) introduced the students and teachers, 

contextualising their lived experiences and the cultural trajectories contributing to the 

capitals they bring with them upon entry (through referral or employment) to the 

alternative education program, the Indigo Centre. This chapter takes a critical 

pedagogy perspective, drawing on the insights of both Bourdieu and Willis to underpin 

the analysis and interpretation of the key themes outlined in Chapter 4: the mechanisms 

for the recognition of capital/s available within the field, and the (students’) resistant 

stance towards the mechanisms of recognition (and accumulation) operating within the 

field.  

 This chapter argues that for the students, the struggle for the recognition of their 

capitals restricts the accumulation of additional capitals, whether by conversion or 

acquisition. Social capital becomes the platform for acquisition (and conversion) and 

recognition, with the staff and students each privileging their own form of social 

capital over the other. In this way, the students’ acts of resistance are co-constructed 

through the competition for recognition.   

The analysis begins with the field that is the students’ relationship with formal 

education (Section 6.2).  Following Bourdieu and Wacquant’s (1992) steps to field 

analysis, the field is firstly located in respect to the wider field of formal education 

(6.2.1), then the “objective structure of the relationships between positions occupied 

by the agents” (p.105) is mapped (6.2.2), and then the habitus of the students and 

teachers is analysed (6.2.3). Field analysis reveals that those capitals privileged in the 

mainstream education field continue to be privileged in the alternative education field 

and as such the students, who lack these capitals, continue to be positioned as 

disempowered. There is little recognition of new capitals and therefore little potential 

for change in habitus (institutional and individual), leading to the relationship between 

the students and formal education remaining largely unchanged.  

Conceptualised as a Bourdieuian field, the students’ relationship with formal 

education is structured around the struggle for capital, with different forms of capitals, 
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and different platforms for accumulation holding more value, or recognition, than 

others within this field (Bourdieu, 1986; Bourdieu & Wacquant, 1992; Naidoo, 2010). 

In this field, the struggle for accumulation is entwined with the struggle for 

recognition, emerging as a struggle over what ‘work’ is more productive, the work to 

have the capital already possessed recognised (and then converted to educational 

capital), or the work to acquire already recognised (educational) capital.  

Drawing on Bourdieu (1986), I use the terms ‘recognised’ and ‘unrecognised’ to 

denote those capitals that are valued by the field (recognised) and those lacking field 

value (unrecognised). The term ‘educational capitals’ will be used to refer to the 

specific ‘already’ recognised configuration of symbolic and social capital within this 

field. The theme of recognition (Section 6.3) captures the practices and strategies 

employed by the teachers and students to have their capital(s) recognised within the 

field. The institutional habitus orientates teachers to privilege the same educational 

capitals privileged in the mainstream education field, contributing to the lack of 

recognition afforded the students’ cultural capital in this alternative field. The students’ 

habitus, as discussed in Chapter 3, lacks alignment with the institutional habitus and 

orientates them to engage in practices and strategies to resist the lack of recognition 

afforded to their capitals (see Section 3.2.1). This continued privileging of mainstream 

educational capitals limits the potential flow and recognition of new and additional 

capitals within the alternative education field. For these students, the lack of 

recognition experienced in the Indigo Centre mirrors the lack of recognition 

experienced throughout their educational history and as such, these acts of resistance 

(AoR) continue to be co-produced in the alternative education field. 

Along with the struggle for recognition of capital, there exists within this field a 

struggle to accumulate capital, and in Chapter 3 (see Section 3.2.2) social capital was 

conceptualised as the platform by which the accumulation of other capitals occurs. 

Again, the teachers are orientated to privilege the officially recognised tasks and 

routines (pedagogies) of the wider formal educational field as the recognised 

accumulation process or social capital platform (6.3.1). This process again fails to 

recognise the capital the students already possess, and students react and resist by 

attempting to create their own social capital.   

Challenging the notion that youth, including the students in this study, rely on 

adult or recognised social capital, this study builds on research that conceptualises 
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youth social capital as a significant resource that youth can use to overcome being 

disempowered (Billett, 2012a, 2012b; Raffo & Reeves, 2000; Weller, 2006). Drawing 

on the literature that conceptualises resistance as a critique of the lack of social justice 

existent in formal education systems (Giroux, 1983; Solórzano & Bernal, 2001; Tuck 

& Yang 2014; Willis, 1977), the youth social capital generated by the students in this 

field is conceptualised as justice capital (6.3.2). For the students, the officially 

sanctioned social capital is another mechanism by which their embodied capital goes 

unrecognised. Yet justice capital also lacks recognition in this field.  While justice 

capital may offer a platform for both recognition and accumulation, the lack of 

recognition afforded justice capital blocks the flow of capital within the field and 

further contributes to the student’s engagement in AoR. 

This chapter then offers an analysis in relation to the research question. In 

answering what role does social capital play in the enactment of resistance to formal 

education by students attending alternative education programs, it is the competition 

between forms of social capital, rather than social capital itself, that plays a significant 

role in the enactment (and continued enactment) of resistance. Both students and 

teachers attempt to strategise, with different levels of proficiency, in separate yet 

connected struggles to recognise and (for students) to accumulate capital through 

different forms of social capital. This struggle for recognition of capital (whether 

cultural or social) blocks the flow of new or additional capitals within the field. 

Without the influx of additional capitals, the potential for re-working of the habitus is 

low (Adkins, 2005; Mills & Gale, 2002), resulting in social reproduction. Therefore, 

AoR are reproduced as acts of self-defeating resistance and the potential to produce 

acts of transformative resistance remains limited. 

6.2 ANALYSING THE FIELD 

In analysing the field, it is necessary to both define the field and the relationship 

between the agents operating within the field. The steps in analysing the field involve 

firstly locating the field, mapping the relationships within the field, and then analysing 

the habitus of the agents (Bourdieu & Wacquant, 1992). Locating and mapping the 

relationships within the field and examining the habitus of those positioned within the 

field are important to ensure the relational aspect of Bourdieu’s concepts is 

foregrounded rather than the concepts themselves (Maton, 2018). In other words, 

viewing the field with a relational gaze (Maton, 2018) allows us the opportunity to 
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uncover the logic behind the resistant acts rather than simply describing the acts that 

occur within the field.   

6.2.1 Locating the field 

As stated in Chapter 3, field is defined as “a structured space of positions in 

which the positions and their interrelations are determined by the distribution of 

different kinds of resources or capital” (Bourdieu, 1991, p. 14). In the context of this 

study, field has been conceptualised as the structured space, or the relationship, 

through which students engage with formal education (see Chapter 3). The students’ 

relationship with formal education is experienced through their habitus, in relation to 

the fields of mainstream education, alternative education and family.  

In Chapter 3, I drew on Bathmaker (2015) to conceptualise this field as an 

overlapping field, as illustrated in Figure 6.1.  

 

Figure 6.1 The overlapping fields influencing the students’ experience with formal 

education  
 

The students’ relationship with formal education (A) is enacted through the way 

they experience the formal education field (C), through the interactions with people 

and practices they encounter within mainstream education (C1), alternative education 
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(C2) and their family (B). As illustrated, both the mainstream education field (C1) and 

the alternative education field (C2) are sub-fields of the wider field of formal 

education.   The boundaries of these fields are defined by the configuration of (cultural, 

social and symbolic) capitals available (within each field) and the struggle for the 

validation and accumulation of those capitals (Gorski, 2013).  

Students enter the formal education system when they enrol at a mainstream 

educational setting (C1), bringing with them the cultural capital and embodied 

dispositions towards formal education recognised in the family field (B). For example, 

Neville’s father’s disposition towards formal education (“Neville’s not doing the work 

that is required. I don’t blame him you know, he turns 15 this year so legally he is 

allowed to finish school”) may influence Neville to see the value of school attendance 

as simply to meet a legal requirement. Also, after hearing how his mother described 

her schooling (“I hated it, hated with a passion”), Michael would not have anticipated 

school would hold much enjoyment or connection for him.     

The analysis of the student’s educational history highlights this point with an 

almost immediate disconnect upon entry to the education field (see Chapter 5). 

Therefore, the students’ relationship with formal education (A) is also influenced by 

the way their family field (B) positions, and is positioned by, formal education. As the 

students move from C1 to C2, their relationship with formal education continues to be 

enacted through the people and practices they encounter in the Indigo Centre.  

Similarly, the teacher’s relationship with formal education is based on how they 

are positioned in the formal education field, and enacted through the interactions with 

the people and practices they encounter as they move from C1 to C2.  Document 

analysis (see Section 5.4) reveals the 2014 Indigo Centre Program Manual 

operationalises the teacher’s relationship with formal education as one of 

accountability to the values and expectations of the field. Teachers are accountable for 

their time and the time of their students. This is evidenced by the overt focus on 

assigning roles and responsibilities to each teacher and timeframes to the movement 

of students in and out of the Centre. The wider field of formal education attempts to 

manage the time (and subsequently the behaviour) of the students by ensuring teachers 

are accountable for their (and their students’) time. As an official document, with 

references to Department policy and procedures (see Section 5.4) the teachers are 
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orientated through the Program Manual to be accountable for the students, ensuring 

the work is completed in the expected way, within the expected time frame. 

The Program Manual sets out in writing the expectations of the institutional 

procedures and (thereby the institutional habitus), using the same conceptual language 

(recognised capitals) as found in the mainstream education field. The Manual for 

instance, sets expectations on establishing students’ learning goals, transitioning the 

students in and out of the Centre, timetabling preferred and non-preferred activities 

aligned with the Australian Curriculum. The teachers, already possessing the 

recognised cultural capital of the mainstream educational field, find terms and tasks 

they are familiar with and therefore understand the symbolic capital associated with 

following the procedures in the Manual. In this way the 2014 Program Manual, 

adopts, without changing, the demands of the formal education field for the operation 

of the Indigo Centre, effectively using the expectations of the mainstream education 

field to structure the alternative field.  Therefore, in order to maintain their existing 

relationship with formal education, the teachers need only ‘manage’ the adherence to 

the guidelines set out in the Manual. The familiarity of expectations that the teachers 

experience as they move from C1 to C2 negates any motivation for a critical review of 

practice. In other words, the document analysis reveals the teachers encounter an 

institutional habitus they are familiar with (from their mainstream experience) and 

therefore continue to experience a strong relationship with the wider field of formal 

education.  

The Indigo Centre, the alternative education program at the centre of this 

research, is the physical and social space through which these students’ relationships 

with formal education is most frequently enacted. The teachers’ primary focus within 

this program is to make students work, while the students, interacting through a 

resistant habitus, are focussed on winning symbolic space and resisting the work 

(Willis, 1977). Even the physical and social space of the field is constructed to 

recognise specific field valued cultural capital, leaving little space for the recognition 

of alternative forms of cultural capital. It is very much a traditional classroom, with 

tables, desks, and whiteboards, designed to assist the teachers as they manage the 

students’ completion of set work.  In the following extract, the teachers are referring 

to the physical layout of the Indigo Centre and its impact on the cultural practices.  
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Oliver:  I think the space is a negative.  

Interviewer: In what way?  

Oliver:  You (the students) can't escape. 

The fact that students have ‘no escape’ away from teacher reflects the accountability 

focus of the institutional habitus; students ‘do the work’ and teachers ‘make them 

work’. Oliver went on to articulate the expectation that staff not allow students to be 

in a room with the door closed without a teacher in the room. The students, Oliver 

explained, were required to be under constant visual supervision from staff, for safety 

reasons. The lack of a strong and unified institutional habitus allows Oliver to 

recognise the negativity associated with this expectation, while the strength of Oliver’s 

relationship with formal education means he still reinforces the expected practices.  

Using Te Riele’s (2007) landscape map (see Chapter 2, Figure 2.1) the Indigo 

Centre is structured to perform the function of changing the student to fit back into the 

mainstream educational field. As the moving of students between the sub-fields of 

formal education (C1, C2) cannot be a function of a sub-field but must be a function 

of the wider formal education field, the purpose of this type of AEP must be to serve 

the function of the wider formal education field. Therefore, the students’ relationship 

(as the teachers’) with formal education (A) is an overlapping field of both mainstream 

(C1) and alternative education (C2) which are both sub-fields of formal education.  

This overlapping field encompasses an array of shifting alliances and interactions, 

layering the landscape with social obligations and obstacles which individual students 

must navigate on a daily basis from their positions within the field. Thus, similarities 

arise between the sub-fields (C1 and C2), resulting in the students’ relationship with 

formal education (A) being similar regardless of the sub-field through which the 

relationship is experienced.  

Identifying the configuration of capitals that structure this field (A) highlights 

the alignment of field valued practices and symbolic capital. For instance, the symbolic 

value for students in understanding the importance of co-operating with the teachers 

and following their directions can be seen in Tina’s response when asked to elaborate 

on why some students do not co-operate: “They don't have the skills. They don't 

understand the importance to cooperate”.  
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When asked, “How do you know when they [the students] are co-operating?” 

Tina clearly articulates how the recognised cultural capital is knowing what they have 

to do: “They are following the flow of the day, they know what they've got to do”.  This 

reveals that significant structural homology exists between this field (A) and the fields 

of mainstream and alternative education. Analysis of Tina’s statement, in conjunction 

with the document analysis of both the Program Manual and the students’ case notes, 

serves to highlight the alignment between Tina’s habitus and the expectations of the 

institutional habitus. The Indigo Centre’s Program Manual informs the operation of 

the Centre, and the theme of accountability can be heard in Tina’s words, “follow the 

flow of the day…know what they've got to do.”  This aligns with Tina’s (and Oliver’s) 

completion of the students’ case notes at the end of each day that really only list 

information relating to the students’ levels of compliance throughout the day. Both my 

observations, document analysis and Tina’s own words illustrate the institutional 

habitus as orientated towards ensuring discipline rather than learning (Te Riele, 2014, 

p. 26) and that symbolic capital can be found in the practice of complying with teacher 

directions.  

Wallace (2017) demonstrated that some students are well aware of what cultural 

practices are required and appropriate in school even when those practices differ from 

the students’ own cultural practices, with Bourdieu (1986) stating that some cultural 

practices, once recognised, become symbolic capital. Therefore, in the Indigo Centre, 

co-operating and following the teacher’s directions demonstrates possession of capital 

that aligns with the institutional habitus. Not questioning why they should follow 

directions demonstrates the possession of symbolic capital. For example, Neville 

understands the symbolic value in co-operating, as according to Tina he “gets that he 

has to cooperate”. As Tina states, Neville knows “it’s just easier if he does that”. 

Tina’s statements suggest that some of the other students lack the understanding of the 

symbolic value of this cultural practice in this field. 

The structural homology between the alternative and mainstream fields allows 

the same capitals to be privileged in both fields, and therefore the tensions these 

students experienced (and the expectations of the teachers) in mainstream school are 

re-played in the alternative program. Observations and interviews conducted on 

different days, when different students were present, reveal students’ relationship with 

formal education to be not only an overlapping field, but a dynamic field, with multiple 
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sub-fields; yet one in which as a collective, students are consistently positioned as 

disempowered.  

6.2.2 Mapping the positions within the field 

The teachers and students enter the educational fields (C) and are positioned 

based on the relationship between their capital and the field-recognised capital. For 

these students, entering the educational field lacking the expected educational capital 

(McGregor & Mills, 2012) yet having, accumulating and internalising their family 

cultural capital, predisposes their habitus to certain “position-taking” (Bourdieu, 1993, 

p. 35) strategies. Subsequently these students take up disempowered positions within 

the mainstream education field, from which they experience the continued 

reinforcement of their unequal status (in terms of expected capital) by the school 

(Bourdieu, 2002).   

In terms of the daily routine of the Indigo Centre, the different positions of 

students and teachers manifest in the different ways students connect socially (with 

others) and connect academically (with the work) in contrast to how the teachers 

expect them to connect. Graphically representing the field (Figure 6.2) illustrates how 

the teachers and students are positioned differently in respect to expectations and 

practice and how this co-constructs resistant stances (Christ & Wang, 2008).  

In Figure 6.2 the vertical (Line A – academic connections) and horizontal axis 

(Line B – social connections) illustrate the different student (Dot 1 - blue) and teacher 

(Dot 2 - black) perspectives that influence practices. For example, from the students’ 

perspective, connecting with and having a laugh with their friends is positioned in 

opposition to staying out of trouble with their teachers (Line B).  

From my observations and from their interviews it is clear the students don’t 

deliberately set out to get in trouble, but often, in a similar way to Willis’s lads (1977), 

appear to challenge teacher directions and authority as a way to connect and have fun 

with each other. The teachers hold the expectation that the students will stay out of 

trouble by following their directions. These two different perspectives position the 

students and teachers in opposition, especially when the teachers enforce the following 

of expectations.  
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Figure 6.2 A graphic representation of the students’ relationship with formal 

education  

 
While enforcing the expectations creates an unenjoyable climate for the students 

(and teachers), enforcing the expected practices is part of the institutional habitus and 

is guided by documents such as Safe, Supportive and Disciplined School Environment 

(DETE, 2014) and the Responsible Behaviour Plan for students (DETE, 2014). It is 

not that the teachers do not want the students to have fun and enjoy their school 

experience.  Rather, the form that fun takes must be a recognised form that aligns with 

the teacher’s interpretation of these policies and procedures. As indicated in Section 

5.4, the overarching theme of the documents guiding the operation of the Centre is 

accountability and management. Therefore, the decision as to what constitutes 

“approved” fun is guided more by the staff focus on the safety and good management 

of students.  This is often in opposition to what the students, through the lens of a 

different habitus, see as fun. For example, students are allowed to play card games 

such as Uno but are unable to play other card games such as poker. Students are 

allowed to play balls games such as Handball and Silent Ball, a game that involves 

throwing a ball to each other while remaining silent and still, with those who make a 

noise having to sit out until there is only one person left standing who claims victory. 

However, the students are not allowed to play other ball games such as soccer or rugby. 

The exact games students can or cannot play are not written down or specified in any 

documents, however these decisions are made by the teachers for the safety of the 
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students and can be seen as the teachers interpreting such documents as Safe, 

Supportive and Disciplined School Environment (DETE, 2014) through the 

institutional habitus. The teachers are accountable for the safety of the students. The 

students, however view the decisions through a different habitus and see the choice of 

games as restrictive, ‘boring’ and ‘babyish’ and blame the teachers for making such 

decisions.    

Critically, for teachers to achieve success in any of their practices, the students 

must recognise the teachers’ capital as the legitimate capital of the field. The Indigo 

Centre, through its structure and operation, privileges this recognition, bestowing it 

with symbolic capital. My observations conducted within the Centre show that the 

students acknowledge, yet actively resist, this recognition as it perpetuates the 

students’ disempowered position. Figure 6.2 illustrates how the recognition of the 

teachers’ capital comes at the expense or devaluation of the students’ capital.  

The vertical axis (Line A) shows how the students and teachers are positioned 

differently in relation to the academic program. As shown in Section 5.4, the official 

documents articulate an expectation that the teachers will ensure the students complete 

the work. However, the teachers are provided limited guidance regarding the scope of 

the academic program or pedagogical requirements. For instance, while the Program 

Manual refers to the Australian Curriculum, it states that only limited aspects of the 

curriculum can be covered, and the pedagogical approach should incorporate hands-

on and student-preferred activities.  

A further and stronger layer of expectations placed on the teachers is one of 

managing student behaviour. The overt focus on ensuring the students behave 

appropriately, combined with a lack of specific guidance around the alignment of 

curriculum and pedagogy, results in the students being provided with worksheets as a 

strategy to manage their movements and behaviour. The strength of the institutional 

habitus in guiding teacher perception to focus on behaviour management can be seen 

in how Michael’s complaints (and then acts of resistance) regarding having to 

complete more “boring worksheets” is seen as non-compliance towards completion of 

the work, rather than a critique of the academic rigour.  

Within Figure 6.2, the blue dot (Dot 1) represents the possible movement of the 

students. For example, during interviews and observations, the students expressed the 

desire to not get in trouble and to get on well and have a laugh with the other students, 
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and even with the teachers. The arrows pointing to both directions at the same time 

symbolise the tension created from the desire to move in both directions 

simultaneously, which the students view as not only impossible but unjust. The black 

dot (Dot 2) represents the staff, wanting the students to enjoy and value the work while 

positioned within the limitations imposed by the institutional habitus (i.e., the aim of 

the program is to ensure the students can follow directions and re-enter a mainstream 

school).  

As represented by the arrows attached to both the dots, small changes in position 

are possible through the relaxing of the institutional habitus and the distribution of 

capital, within the field. The yellow oval however represents the boundary of the 

movement possible for both the students and the teachers in this field. The positions 

occupied “produce in agents and institutions particular ways of thinking, being and 

doing” (Bathmaker, 2015, p. 66), and are therefore observable in the interactions 

between teachers and students and in the way teachers and students talk to and about 

each other. The movement is limited by the strength of the institutional habitus (as 

reflected in the documents guiding and influencing operations) and the flow of 

recognised capitals within the field. 

This limited movement or change in the students’ relationship with formal 

education is observable through the limited change in student practice since entering 

the alternative education field. For example, prior to being referred to the Indigo 

Centre, both Victor and Neil had already spent time in the alternative education field 

through their referrals to other AEPs. Michael had been referred to the Indigo Centre 

for violent behaviour in his mainstream school. On three separate occasions during the 

data collection period (18 days) he had to be sent home for the same type of behaviour. 

Neville was referred to the Indigo Centre for refusal to attend school and refused to 

attend the centre for 40% of the data collection period. William had spent time in three 

separate AEPs for school refusal, yet William only attended 10% of the data collection 

period. Analysis of Eric’s student file revealed staff had described this limited 

movement as Eric being ‘very resistant to intervention’.  

It is worth noting the agency attributed to Eric in his student file. It states he is 

“resistant to intervention”. It is subtle, but it is further evidence of an institutional 

habitus that validates deficit constructions of these students and leads staff (Richard) 

to state in the staff focus group, “I'm thinking that he has even regressed a little”. It is 
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perhaps easy to blame Eric and find him at fault for his own lack of success, as, in a 

similar case as Neil (see Section 5.2.4), Eric’s student file does not provide any 

information pertaining to what interventions have been tried, have failed or why, 

limiting our ability to genuinely understand where the lack of success lies for this little 

boy.  

The potential for students to experience greater movement within their 

relationship with formal education could be influenced by a greater flow of capital 

within the field which would be influenced by, and in turn influence, the institutional 

habitus. The argument can be made that the flow of capital is constrained by an 

institutional habitus that privileges uniformity over diversity (Te Riele, 2007), while 

what is required is an institutional habitus that orientates both students and teachers 

towards practices that promote dynamic field positioning that would increase the flow 

of capital.   

6.2.3 Analysing the habitus 

Drawing on the theory of habitus, the data demonstrated that within this field 

there is a disconnect between the students’ habitus and the collective or institutional 

habitus. While this lack of alignment between each individual is visible and known to 

both teachers and students, the teachers are more aligned with the institutional habitus 

and therefore their habitus is camouflaged by the institutional habitus, resulting in the 

teachers perceiving their own behaviours as “normal” and “right”. While the students’ 

habitus is frequently positioned at odds with the institutional habitus, by both the 

teachers and the students themselves, an individual’s habitus is influenced by the 

collective habitus (Bourdieu, 1977; Dumais, 2002, 2006; Lareau & Weininger, 2003). 

Therefore, it can be argued that the resistant habitus of the students is in actuality an 

incorporation of the expectations of the institutional habitus, as it is the institutional 

habitus that makes some decisions and actions “routine” (Reay, David & Ball, 2001, 

p. 52).   Therefore, even as the students’ acts of resistance are seen as ‘wrong’ and 

incur sanctions by the teachers, the practices, operation and structure of the Indigo 

Centre influence the perpetuation of these acts of resistance. In other words, these 

students are behaving as these students are expected to behave. This is evidenced in 

the documents and artefacts that support the institutional habitus of the Centre, such 

as the timetable. The daily timetable is constructed in such a way so that students’ acts 

of resistance do not disrupt the flow of the day. The removal of the start and finish 
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times for lessons means that if a student is resisting, the lesson can be stopped and 

started again once the student’s behaviour has been dealt with, allowing for minimal 

disruption that may occur if lessons had strict start and finish times. Whether a 

successful strategy or not, for the timetable to be constructed this way there must be 

an expectation that the students will be resistant. The manifestation of acts of resistance 

is therefore an expectation of the institutional habitus. The timetable, and the way it is 

used in the Indigo Centre, reveal an institutional habitus that expects they will be 

disruptive. It is this institutional habitus that guides the way the teachers structure and 

enact the educational program in the Indigo Centre. 

Student Habitus  

The students display a resistant habitus through acts of resistance relating to the 

capitals available within the field as they experience a disconnect between their habitus 

and the field (Duckworth, 2013; Reay at al., 2007). The students’ resistant stance is 

demonstrated though their interactions with staff, both within the alternative education 

field and the mainstream field prior to entering the alternate field.  

In his own words, Ewan’s habitus is orientated towards recognising the 

‘practical’.  Even though his mother purchased him the appropriate hat to wear so that 

he would not get into trouble at school, Ewan could not wear it, due to the hat being 

several sizes too big; he subsequently got into trouble, with the teacher telling him to 

“take that hoodie off”. For Ewan the issue of an ill-fitting hat could be solved using 

the tools at his disposal “I took it off and I walked away and put it (the hoodie) back 

on underneath my hat because my hat was too big”.  

This disconnect between his own habitus that was based on improvisations and 

‘adjustments’, and the school rules, led to Ewan receiving a sanction by the teacher (“I 

got TAP 3  room”) which served to confirm his expectations of the field; it also 

reinforced the disconnect and, therefore, his resistant stance towards school. A key 

disposition of Ewan’s habitus is resistance, here, resisting the devaluing of his practical 

solution by the teacher. While the sanction made visible (to both Ewan and the teacher) 

the disconnect between their habitus, Ewan’s recount of the event (“that bitch teacher, 

well she's a fucking pain”) many months after the event, demonstrates a continued 

                                                 
 
3 TAP – Time Away from Play - time out room for students displaying inappropriate behaviour in the 
playground 
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resistant stance towards internalising the symbolic capital of the wider formal 

educational field, expressed in its dismissal - “It’s just a rule”.  This continued 

resistant stance towards the dominant capital, operationalised as expectations and 

rules, has similarities to the findings by Factor et al. (2011) regarding the engagement 

in high-risk behaviours by members of non-dominant groups. Their findings indicate 

that members of non-dominant groups may “develop a collective identity in opposition 

to that of the dominant group” (Factor, et al. 2011, p. 1293) and feel a need to openly 

disregard the rules and expectations of the dominant group. 

Similarly, analysis of Victor’s student file (specifically the referral form 

completed by the school referring Victor to the Indigo Centre) shows that he regularly 

received sanctions for failing to follow teacher directions. In his interview Victor was 

able to articulate the practical orientation of his habitus through his resistance towards 

an arbitrary pace at which he was expected to work: “I don't think it's quite fair for 

somebody who's slow, to always be told to hurry up”.  Victor made additional 

comments that he liked most of the work and had no strong desire to not complete the 

work, demonstrating that his acts of resistance were towards the impractical pace at 

which he was expected to work.  

Importantly, analysing Victor’s comments alongside the analysis of the daily 

timetable demonstrates the complexity of the issues that need to be navigated to 

support the needs of this heterogeneous group of resistant students. While the daily 

timetable shows a degree of homology between the different fields (mainstream and 

alternative) and can be interpreted as disempowering some students within this field 

(see Section 5.5.1), it also very clearly demonstrates that genuine attempts are being 

made by staff within the field of alternative education to counter the issues experienced 

by these students in the mainstream field. Victor’s critique of the pace of the 

mainstream lessons is perfectly countered by the design of the timetable in the Indigo 

Centre (see Figure 5.1) which provides flexibility, with no times set for the tasks. This 

demonstrates that within the practices and expectations of the Indigo Centre, there are 

alternative structures and practices which could be better matched to the students’ 

individual resistant identities rather than applied to the students as a collective. The 

timetable that disempowers some students may well be a structure that empowers 

Victor.   
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Neil, in responding to the focus group vignette (Appendix F) about the fictional 

student Albert going to a skate park before school and getting in trouble for wearing 

the wrong clothes to school, expressed a considered, practical strategy for staying out 

of trouble at school when he suggested: “put an extra pair of clothes in the bag, if 

that's why he's getting in trouble”. Yet he also questioned why a student should get in 

so much trouble for staying too long at the skate park anyway, posing the questions 

“he is learning isn’t he? Learning each time he makes a mistake?” The posing of these 

questions is evidence of Neil’s orientation towards a more practical method of learning 

than is often employed in school.  

Michael, in his interview, expressing a similar practical view of learning to that 

of Neil, questioned the ‘accepted’ symbolic nature of learning: “why do teachers ask 

you questions they already know the answers to?” With this question Michael 

positions himself in opposition to the instructional habitus and the ‘accepted’ 

pedagogical practices of the teachers. He continued with, “there are 2 paddle pops and 

you get 5 paddle pops and then how many you got? Like the teacher is that dumb they 

don’t know”. Michael’s body language and facial expressions (and the silly voice he 

used when saying this) suggest Michael does not believe the teachers are dumb and 

don’t know the answer, but rather has come to the same realisation as Willis’s lads, 

that “most available work is essentially meaningless” (MacLeod, 1995, p. 18).  The 

questions Michael asks, and the added visual and acoustic prosody, demonstrate 

Michael is not only aware of the disconnect between his and the teacher’s habitus but 

that, through his parody, he is able to own and identify with that disconnect.   

The comments by Neil and Michael are reflective of a difference in the position 

students and teachers occupy in the formal education field and the narratives of 

learning associated with those positions. Michael critiques an example of the problem-

posed learning narrative (Freire, 1970), where the teacher posed the problem and waits 

for Michael to give the correct answer. As the teacher obviously knows the answers 

beforehand, the aim of this practice according to critical educators (Freire, 1970; Shor, 

1992) would be to ensure the correct knowledge has been “deposited” into Michael. 

The dominant position of the teachers gives power to this learning narrative as the 

accepted way to learn. From Michael’s disempowered position, he has limited avenues 

through which to voice his critique.  
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Neil, in contrast, appears to be himself providing an example of problem-posing 

learning narrative (Freire, 1970). Posing the questions, “he is learning isn’t he? 

Learning each time he makes a mistake?”, Neil is opening up the conversation to a 

discussion on the different perspectives on learning. Such questions can be interpreted 

as Neil going beyond the simple rejection of intellectual labour (Willis, 1977) and 

attempting to engage in a critical debate.  This is evidence of an (embryonic) attempt 

to go beyond the self-defeating resistance of Willis’s ‘lads’ and engage in a more 

transformative type resistance (Solórzano & Bernal, 2001).  

While analysed individually, the questions posed by Michael and Neil 

demonstrate their resistant stance. When viewed collectively, their questions take on a 

greater significance. Michael demonstrates a habitus orientated towards a critique of 

the structures of domination, in this case the dominant pedagogical approach. Neil 

demonstrates a habitus orientated towards social justice and an examination of the 

different perspectives that underpin the dominant constructions of knowledge. 

Together these characterise the motivations described as necessary for transformative 

resistance (Solórzano & Bernal, 2001).  

In her early recollections of school, Von spoke quite negatively when 

remembering her teachers, using words such as “disrespectful” and “degrading” when 

describing their behaviours. These descriptions are evidence of her own 

habitus/educational field disconnect, influencing her ability to “do school”. Von’s 

habitus influenced the structure of the family field and therefore Ewan’s ability to “do 

school” is related to Von’s ability to “do school”.  Growing up with a mother who 

hated school structured Ewan’s primary field and can be seen as the objective structure 

that produced within Ewan the subjective disposition towards school that recreated his 

own lack of ability to “do school”. As Bourdieu (1977) states, “The habitus acquired 

in the family underlines the structuring of school experience” (p.87). In other words, 

the relationship Von experienced with formal education is reproduced in Ewan, pre-

disposing him to also experience the poor fit (described in Chapter 5) with the formal 

education system. This same pattern is evident in the narratives of Tracey and her son 

Michael. Tracey is vitriolic in narrating her memories of school. “I hated it”, she says 

in the first interview, her tone of voice and facial expressions emphasising the word 

‘hate’.  “The teachers were mean…nasty”. As a student, Tracey was excluded from 

school: “it was a relief to not have to go back”. 
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In all these examples, Ewan, Victor, Neil, Michael, Von and Tracey all show 

awareness of, and are resistant towards, the different expectations of the institutional 

habitus. Yet individually, their acts of resistance amount to little more than ‘pyrrhic 

victories’ (Tuck & Yang, 2014) that allow the students to feel temporarily empowered 

but which ultimately fail to change the teacher’s practices and expectations.  This is 

due to their habitus being the embodiment of the capitals available to them in the 

family field, capitals not valued in the wider educational field. As such the students’ 

habitus lacks alignment with the institutional habitus and they fail to grasp the thinking 

behind the teachers’ practices and expectations. An alignment of habitus would 

facilitate understanding and acceptance of the teacher practices and expectations, 

while an understanding of the logic of practice behind the teachers’ practices and 

expectations would empower the students to engage in socially transformative acts of 

resistance (Giroux, 1983; Solórzano & Bernal, 2001).  

Teacher Habitus 

The teachers, possessing capital that aligns with the wider formal education field 

(Marsh, 2006), are not resistant towards the hegemonic discourses, and engage in 

‘accepted’ practices, making it difficult to distinguish their individual habitus from the 

institutional habitus. The teachers’ habitus orientates them towards recognising and 

rewarding valued practices (symbolic capital), and the application of sanctions that 

devalue all those practices that are different to the expected institutional practices. 

While Willis (1977) argues against viewing such differences as representative of 

superior and inferior cultural patterns, the teachers do engage in such practices by 

recognising and rewarding those who are in possession of symbolic capital, and by 

applying sanctions on students who do not possess it.   This devaluing of cultural 

practices that are different to the accepted institutional practices as inferior or “wrong’ 

practices, is an aspect of the institutional habitus that is adopted by the teachers, 

resulting in them viewing the students from a deficit perspective (Carter, 2005; 

Wallace, 2017). For example, the teacher’s insistence on Ewan removing his hoodie 

can be interpreted as the alignment of the teacher’s habitus with the institutional 

habitus and the knowledge that only certain practices are legitimate. To the teacher the 

hoodie is not just a tool Ewan can use to ensure the hat stays on, but rather is symbolic 

of an illegitimate habitus. 
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The influence of the institutional habitus is evident as Oliver talks about his own 

schooling experience: “I went through grade twelve and did all that usual stuff and 

got accepted to go into teaching”. Recognising the procedures and process of the 

formal education system (in this case, the application for tertiary education) as normal 

(“all the usual stuff”) is evidence of an alignment between Oliver’s habitus and the 

values of the wider educational field.  This is more than seeing a value in education, it 

is understanding of the process of gaining educational capital and how to then leverage 

it for further capitals. Oliver strategised and planned, drawing on the configuration of 

capitals that he possessed, a configuration recognised in the field. Oliver’s narrative 

reveals that his habitus (re)produces this configuration or capitals through 

(re)producing practices recognised in the education field.   

Educational resources, including digital technologies, can be seen as artefacts 

that both illustrate and support an institutional habitus. Including these artefacts as part 

of the document analysis revealed that in the Indigo Centre there was a lack of artefacts 

that support learning. In the classrooms of the Centre, posters, pictures, pens, books, 

calculators, scissors and the like are absent from view. The spaces are bland and sparse 

with educational resources under lock and key, brought out only when the lesson 

requires these resources and then locked away again. In discussing this (“the spaces 

aren't nice to be shut in, but we can't make them nice because of the clientele”), Tina 

suggests the lack of furniture, visual displays on the walls, educational resources and 

other general décor normally present in classrooms are not found in the Centre because 

the students would destroy them, steal them, and/or use them as weapons. Thereby, 

Tina’s comment indicates how those who lack institutional capital are deprived further, 

which sets a cyclic process of selective inclusion into the system. The lack of these 

educational resources not only contributes to deficit construction and reconstruction 

of the students and their ongoing disempowerment in the educational field, but is 

evidence of an institutional habitus focused on managing the physical environment 

over providing an educational experience 

Tina’s institutional habitus orientated both her value judgement of the classroom 

(“they aren’t nice to be in)”, and the association of the students with this when she 

noted, “because of the clientele”. Her value judgement about the spaces, specifically 

the classrooms, was also a value judgement based on her capital, of the clientele’s 

(students’) positioning and who was to blame for the situation.  In this statement, Tina 
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revealed her acceptance or ‘taken for granted-ness’ of the positioning of the students 

in the field. Her institutional habitus mis-recognised how the field positions the 

students as inferior, and then subsequently blames them for the position they occupy. 

Therefore, in her view, the education spaces (classrooms) created for these students 

were not ‘nice’ because of the students.    

Tina positions the students by how their practices align with what cultural 

practices she views as legitimate in this field; the “position in the field inclines agents 

towards particular patterns of conduct” (Mills, 2008, p. 86). For example, Tina states, 

“often when you ask the kids to do anything, their response is to be defensive, to be 

defiant”.  She perceives their lack of aligned practices as a deficit of valued cultural 

capital, explaining that “without even thinking they say no because they don’t know 

anything better”. However, Tina also reveals an orientation towards blaming the 

students for this deficit, as if they were choosing to be seen the way she perceived 

them: “they say no because they don't want to follow directions”.  Tina’s perspective 

explains how the contrast between the practices of the students and the practices valued 

in the field (by the teachers) positions the students as a disempowered group.  

In this section, field was located as an overlapping field, with students’ positions 

mapped on the configurations of capitals available and contested over within the field 

(Bourdieu & Wacquant, 1992), and within the specific field of alternative education, 

the habitus of the occupants was examined. The next section considers the practices 

and strategies used to recognise those capitals as having value in the field. 

6.3  RECOGNITION OF CAPITAL WITHIN THE FIELD 

The theme of recognition is an attempt to capture the practices and strategies 

employed by the students and teachers in order to have their capital recognised and to 

resist them being unrecognised within the field. The students’ and teachers’ practices 

and strategies are generated by, and reflective of one’s embodied capital, or habitus, 

and their position within the field (in relation to other positions within the field).  In 

other words, these practices are not the result of a simple decision to recognise or not 

recognise but emerge from the complex relationships and experiences inherent within 

the field.   

For the teachers, their assimilation of the dispositions and beliefs of the 

institutional habitus influence their acts of recognition, resulting in the teachers self-
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recognising their behaviours as the ‘norm’. For example, in the mainstream 

educational field, pedagogy has the privileged position as the recognised strategy for 

accumulation of capital, and therefore, some pedagogies are seen as ‘accepted’ or 

normal by the teachers. In the Indigo Centre, although it is offers an alternative 

program, the goal of transitioning students back into the mainstream affords the same 

mainstream pedagogies to be similarly privileged, or accepted, with minimal 

questioning by the staff.   

6.3.1 Teachers’ Pedagogy – the recognised Social Capital 

To facilitate the production of educational capital, or to gain ‘an education’, or 

in this Centre to achieve the transition back to mainstream school, the teachers choose 

work for students to complete and arrange the physical environment to best encourage 

completion of this work and compliance with behaviour expectations. While staff 

explain these pedagogical choices as either drawn from an educational perspective to 

develop greater literacy and numeracy skills, and/or a behaviour management 

perspective to change the behaviour of the students, from a Bourdieuian perspective 

the institutional habitus in this field is strongly orientated towards managing the 

behaviours of the student. This perspective is supported by the analysis of the 

documents that showed how the overall intent of the document guiding the Centres 

operations, the 2014 Program Manual, can be positioned as ensuring accountability 

and the effective management of the teachers and thereby, the students of the Indigo 

Centre (see Section 5.4). 

Furthermore, the combination of a focus on compliance with the teacher’s 

expectations (of behaviour) and completion of work tasks (set by the teacher) 

exemplifies Freire’s (1970) dehumanising pedagogy. From a critical pedagogy 

perspective, the teachers are positioned within the field (in relation to the students) in 

a dominant position, and hold the power to determine which knowledges, resources 

and practices are recognised and which are not. For example, in Picture 5.3, early 

finishers are allowed to complete a Maths Masterpiece, which is a colouring-in art 

activity that involves solving mathematical equations to determine what colours 

should be used to complete the art work. This type of colouring-in activity, when 

completed as per the timetable, is deemed an acceptable practice, whereas a student, 

in this case Michael, choosing to sit and draw instead of completing work as instructed 

by the teacher, is seen as displaying unacceptable behaviour. This clearly signals to 
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the students their powerlessness. Further to this, while the timetables (see Figures 5.2 

and 5.3) clearly focus on literacy and/or numeracy basics, seen as an element of best 

practice (Gutherson et al., 2011), it shows no connection to students’ prior knowledge 

and lived experiences (capitals). This stands in contrast to the type of student-centred 

and individualised curriculum also advocated as effective practice (Gutherson et al., 

2011). 

From their position of power, teachers use pedagogy to create the illusion that 

both teachers and students are equal participants in the learning process. Through a 

series of strategic pedagogical choices (e.g., asking the students what they want to do, 

where they wish to work, giving student the choice of several options regarding how 

the task is done, the order of tasks, the amount of support the student wishes to receive), 

teachers can ‘mask’ their dominance, allowing students to perceive themselves as 

occupying a less dominated position within the group. As Tina explained, this 

positioning is a pedagogic strategy: “you give them choice without really giving them 

choice”. 

Tina took this further, attempting to inculcate the norms and values of the 

institutional habitus (Blaxter & Hughes, 2003) in the students, stating: “I word it in a 

way that they think they’ve got a choice but they don’t really. It’s teacher instruction”. 

Here Tina was showing how she is able to use her position in the field (empowered) 

and the relationship she has with the students (dominant) to manipulate the students’ 

thinking (Bourdieu & Wacquant 2002; Moi 1991). Examined through the lens of 

critical pedagogy, Tina uses her dominant position to privilege beliefs that justify, and 

practices that reproduce, her dominance.    

Oliver also described the strategies he undertakes to assist students accumulate 

recognised (educational) capital: “We try to make it sort of successful for them. We do 

try to definitely make it so they can achieve success in the classroom. We manipulate 

it so that students can succeed”. That the teachers do try to change some variables 

throughout the day is undeniable: they form small groups of students, pairs of students, 

or work one on one with students.  Teachers have students sit at individual desks or 

larger group tables.  These are examples of recognised practices of the mainstream 

educational field and the teachers’ habitus is positioned to view these as normal and 

how school success is achieved. These pedagogical principles perpetuate the symbolic 
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capital associated with recognising them as normal and accepted (Giroux, 2005; 

McLaren, 2015). 

However, the students I observed were not passive receptacles and did not share 

the collective habitus of the staff, and therefore for them, these types of practices were 

hard to recognise and accept. Richard was able to acknowledge the difficulty students 

had in recognising what the teachers saw as normal pedagogical processes: “They (the 

students) can’t see the light at the end of the tunnel.  William can't see that, that he just 

has to do A, and he'll get B”. Oliver shared Richard’s view: “They don't seem to be 

able to see how the pieces will fit together”. The words such as ‘can’t and ‘don’t’ that 

both Richard and Oliver used demonstrate how, mediated by the institutional habitus, 

they have constructed a deficit view of these students.  

The strong alignment between Oliver’s and Richard’s habitus and the 

institutional habitus positions them to misrecognise education requiring students 

simply following directions.  Follow the lesson plan, do the work and achievement 

follows. ‘Do A, and he'll get B’.  Whether this formula is indeed simple, or correct, is 

less important (for this study) than the symbolic power inherent in complying with the 

teacher’s directions: “Do A”. 

Initial anecdotal evidence from staff suggests the type of pedagogical approach 

described by Tina and Oliver is varied in its effectiveness in increasing compliance 

and work output. As Tina stated, “It depends on the child and what we want them to 

do”. Initial observations suggest students often joined in the ‘negotiation’ with 

teachers around the completion of tasks. However, analysis illustrated that students 

were unfamiliar with the ‘rules of the game’ and struggled to understand when the 

rules appeared to change. For example, Tina stated “there is always room for 

negotiation”, yet she followed up with: “there is no negotiation on reading”, and the 

students’ unfamiliarity with the institutional habitus (and the importance placed on 

reading) may make these two statements seem contradictory.  

Examining Tina’s actions through the conceptual lens of institutional habitus 

shows that Tina assimilated the values of the institutional habitus, enacting practices 

that legitimised the ‘doing’ of the work over all else, while positioning the students at 

odds with the ‘recognised’ way of thinking, “We put out work knowing that the 

majority of the kids aren't going to complete all of it, they will probably say no”.  
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Tina was complicit with the expectations of the institution, getting the students 

to engage in doing work, and more work, and applying sanctions if students did not 

complete the right amount of work, saying “with Michael, if he doesn't do work, he's 

staying until he does”. On the surface, this seems a logical goal to find in a school 

setting: students do school work and learn. However, in her acknowledgement that 

“he's smart enough to finally do the work so he can go home”, Tina revealed her 

acceptance of and complicity in reproducing the symbolic capital of schooling with its 

recognised mantra ‘do the work’.  

Michael’s pre-existing ability to do the work (according to Tina) yet his ongoing 

resistance towards doing the work, demonstrated a lack of recognition of the symbolic 

capital that could be produced by engaging in the teacher’s pedagogy. A shared 

recognition of this symbolic capital would see Michael simply complete the work, “Do 

A, and He will get B”. The lack of shared belief in the symbolic power of the pedagogy 

negates the ability of this pedagogy (in its current form) to fulfil the promise as the 

social capital platform that will assist Michael to accumulate symbolic capital.  

These examples show how the influence of the institutional habitus limits the 

number of ways students can complete the work ‘correctly’.   In other words, despite 

the rhetoric of alternative education and the illusion that other modes of thinking are 

recognised, alternative modes of thinking are devalued through a series of strategic 

pedagogical choices that continue to privilege the expectations and practices of the 

mainstream educational field. Knowledge is “a fixed possession of the teacher” (Freire 

& Shor, 1987, p. 14) and there is a (teacher-driven) process for transferring that 

knowledge. In other words, there are limited recognised ways you can ‘do school’. 

However, neither collective nor individual habitus preclude agency, and the 

teachers (and students) are able to resist or “rework the dominant institutional 

discourse” (Morrison, 2007. p. 2). An example of this presented as a collaboration 

between the teachers and Neville on writing a song. It was a departure from the regular 

educational program of the Indigo Centre due to the fact that on this day, only Neville 

was in attendance. During this activity, the behaviours and interactions of teachers and 

student changed from what had been the norm. There was what could be perceived as 

genuine co-operation towards the completion of a goal – writing a song. Yet there was 

actually limited compliance by Neville, for example suggestions for lyrics were made 

by the teachers which Neville ignored, with no consequence or assessment of right or 
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wrong by the teachers for this behaviour. There was collaboration on the lyrics, with 

both teachers and student having inspiration and interrupting each other as they spoke 

to contribute their ideas, yet there were no consequences for the interruptions or for 

not allowing others to speak. Every behaviour seemed to be accepted as part of the 

creative process.  

The conversation was loud, fast paced with the occasional silly suggestion made 

by teacher and student alike. There was laughter. Moments of off-task behaviour were 

not corrected. At one-point Neville jumped up and ran into a different room without 

an explanation. No one followed, no one asked where he was going. He returned after 

a moment with a dictionary to assist him with the task at hand. This was in stark 

contrast to other times when I observed students being reprimanded for not leaving the 

classroom the ‘correct’ way, i.e., asking permission.  

The teachers and student connected through a focus on creating and expressing, 

not right or wrong.  Neville went off on a tangent several times, appearing to not be 

focused on the task yet this too seemed accepted as part of the creative process. 

Certainly, as an observer I could not question his (nor the teachers’) engagement in the 

task. The shared production and refinement of lyrics and melody, the shared enjoyment 

of the task, were obvious and the alignment of goals emerged as a shared mode of 

thinking. To the observer there appeared no teacher or student, no dominant or 

oppressed. All participants were recognised. The institutional habitus that had started 

to become visible to me through observations, interviews and document analysis, was 

now invisible. The lyrics written in the activity are provided (with Neville’s 

permission) in Appendix J.  

Furthermore, as staff reflected on this activity afterwards there was recognition 

of Neville’s possessed capital and agency, “It was great, he really got into it. He is so 

creative.  He has some real talent”. Neville’s own reflections of the activity (“it was 

better than other stuff we do here because it was more interactive”) shows that 

students are not passive recipients of an ‘education’, but desire and value the 

opportunity to actively construct their own learning.  

These moments of shared recognition were observed infrequently over the data 

collection period, but their existence is interpreted as a waning in the strength of 

influence of the institutional habitus that allowed the institutional habitus to be 

mediated by the individual (Morrison, 2017). In these moments, the struggle for 
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recognition (and the enactment of resistance as critiques of recognised capitals) 

diminished, allowing the flow of capital to increase, allowing the students’ “individual 

and collective strengths and achievements … hidden behind more visible and publicly 

recognised social problems: to be unearthed” (Bottrell, 2009, p. 498). While a strong 

alignment between teachers’ habitus and the institutional habitus predisposes the 

teachers to reproduce the dominant modes of thinking, these moments of shared 

recognition demonstrate that the teachers’ habitus does possess a transformative 

element.  

However, from my analysis, I conclude that despite the “alternative” rhetoric, 

the institutional habitus of the Indigo Centre does not position teachers towards 

increasing the capitals available within the field (increasing the flow of capital), but 

rather strongly orientates them to privilege the officially recognised tasks and routines 

of the wider educational field, as the recognised accumulation process (the banking 

educational model (Freire, 1970)), or social capital platform, and as such, (re)produces 

the symbolic capital existent in the field.  This has the effect of de-valuing the students’ 

capital and, with a lack of flow of capital within the field, reducing the students’ ability 

to acquire further capitals. Furthermore, this situation results in a powerful event such 

as the song writing described above, that perhaps could have informed the teachers’ 

future interactions with Neville, if not the whole student group, failing to gather 

recognition. Overall, the pedagogical strategies privileged by the teachers in the Indigo 

Centre are not only largely unsuccessful, but ignore student agency, shut down student 

voice and limit opportunities for collaborative learning, all approaches advocated by 

critical pedagogy. 

Drawing on the concept of youth social capital, I argue that these students, 

positioned within this field as disempowered, and lacking the recognised social capital 

which would enable them to acquire other capitals, attempt to create and use their own 

social capital (Billett, 2012a, 2012b; Davison et al., 2012; Holland, Reynolds, & 

Weller, 2007; Leonard, 2005). I draw on resistance theory to conceptualise the 

collective strategies that make up the youth social capital within this field as ‘justice 

capital’. 

6.3.2 Justice Capital - the Unrecognised Social Capital 

Drawing on the ‘counter-school culture’ of Willis (1977), and Raffo and 

Reeves’s (2000) conceptualisation of “individualised systems of social capital” (p. 
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148), the youth social capital in this field can be described as a loose, fluid collection 

of strategies enacted by the students as a counter (or resistance) to the de-valuing 

experienced at the hands of the formal education field.  Willis argued that “counter 

school culture and its processes arise from definite circumstances in a specific 

historical relation and in no sense are accidentally produced” (Willis, 1977, p. 120), 

and through the meanings applied by the students to their own behaviours, their actions 

represent an expression of their agency in a struggle against their perceived injustice.  

“It's not only the things she said, it was just the tone of voice, like you could hear 

it in her voice she's thinking, 'Oh, I'm better than you, you're nothing” - Neil 

The teacher called me a retard, a stupid retard with no manners. - Neville 

“When you got to go to the toilet they're always saying, "No, no. You have to 

wait until it's time." – Ewan 

“You can't talk. When you just try to say something they're like, "Shh." - Michael 

It is not within the scope of this study to argue whether there is in fact any 

injustice occurring within the Indigo Centre. Suffice to say that students attending the 

Centre have the perception of experiencing injustice throughout their educational 

history due to the differing habitus and capital they bring which clashes with the 

institutional forms; they act to resist this perceived injustice, either through overt 

contestation to subversive behaviours or to compliance (Giroux, 2001; Pitt, 1998; 

Sassatelli, Santoro & Willis, 2009). 

The term “justice capital” is an attempt on my part to conceptualise the way in 

which students attempt, individually and collectively, to resist the de-valuation of their 

capitals but also to accumulate symbolic capital.  It is not just a struggle to acquire 

recognised capital but also a struggle to have the capital they already possess 

recognised as having some value. Justice capital is not just the struggle to be 

recognised, but a challenge to the hegemonic structures that disempower and fail to 

recognise. It is a struggle for the “right” to be recognised.  

William touches on this lack of the right to be recognised when he explains why 

in the past he verbally abused teachers and truanted from school: “My teacher was 

mean to me.  He kept on calling me a loser.”  William later clarifies that the teacher 

did not actually use the word loser “but he was just putting me out like he was calling 

me a loser”. Through the repeated dismissal of William as a recognised member of 
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the field, the teacher positioned William as (in his words) a loser. William explained 

the phrase, ‘putting me out’ as “teachers say they believe but you know they don’t, or 

they say they are listening but you can tell they don’t care about you”. William’s 

words, emphasised by his body language during the interview, screwing his face up, 

frowning, hold testimony to the perceived lack of justice bestowed upon William by 

this teacher. 

Victor, who experienced a similar situation to William, offered a practical 

resolution that involved simply being positioned as ‘different’ rather than inferior: 

They should give a person another chance when they do something wrong. Don't 

always take what other teachers say straight away. Hear what the teacher has 

to say and then what the student has to say. 

 As this quote exemplifies, Victor demonstrated awareness of his lack of 

recognition within the field, “Don't always take what other teachers say straight 

away”, is an appeal to the powerlessness experienced in being unrecognised. Victor 

acknowledged and offered a practical strategy to resolve the lack of equal recognition 

within the field through informal, practical strategies that recognise their individual 

capital.   

An important aspect of the students’ symbolic capital was valued relationships, 

relationships in which social justice was available. Throughout their educational 

history the students had not been able to form these relationships with their teachers. 

Effective interactions between teacher and student are critical components of the 

teaching and learning process and, as the data has shown, interactions such as how the 

students respond to directions from a teacher, and levels of co-operation between staff 

and students, show that these interactions cross over between the educational and the 

social.  In the focus group, the students were read a vignette about a fictional student, 

Albert, and then asked to respond. 

Researcher: He [Albert] is at this meeting with the principal and his mum and 

the principal is talking about him not going to high school, either going to a PLC 

or repeating. How do you think Albert's going to feel? 

Ewan: Angry. 

Eric: Real annoyed. 
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Victor: Sad, because he won't see his friends again. 

Here the students do not see the principal’s decision as in favour of their 

education, but rather see it as a restriction, and de-valuation of their symbolic capital.  

In this instance, justice capital would come in the form of the principal recognising the 

value the students place on their social relationships and valuing this when any 

educational decision is made. In the focus group example, on the educational decision 

to repeat a year for Albert or send him to an alternative program, the students 

responded with a focus on the social implications of how this would affect Albert’s 

friendships. The deep value towards developing and maintaining social relationships 

that the students demonstrate stands in stark contrast to the teachers’ focus on 

improving literacy/numeracy skills.  

In many of the interviews, the students’ perspectives around school showed this 

disconnect with the interactions with friends as positive and interactions with teachers 

as negative. This view was summed up by Victor:  

Researcher: Would you say that you liked school or disliked school?  

Victor: My friends, lunchtime. 

Researcher: What about things you didn’t like about school?  

Victor: Teachers. They force you to do stuff that you don't want to do.  

 

In this way justice capital was established through such an identity confirmed, 

or ‘stood up for’ by one’s peers, family and ultimately by teachers. This is the capital 

the students recognise and value. 

Victor: My friends are awesome, they always step up for me. And they always 

have my back when something happens.  

This aspect was sometimes misunderstood by teachers (and parents) as 

synonymous with ‘getting away with it’ and therefore students were often not viewed 

as credible: “If I get punched, and I say, "That kid did it," and the teachers don't 

believe me”.  

As a counter-culture capital, the struggle for justice capital does not easily 

dovetail with the struggle for the more mainstream educational capital; indeed the 

simultaneous acquisition of both can seem dialectally opposed. The struggle for justice 
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capital can be observed in the students’ surreptitious (although sometimes overt) revolt 

against ephemeral academic processes, polarising participation structures, and 

seemingly arbitrary rules of behaviour.  

Justice capital potentially may allow the students to forge identities of pride 

within their peer network, with siblings and family and at school, other than the 

‘disruptive student’ identity they have traditionally worn, potentially making up the 

difference for students self-identifying with weak academic identities, allowing 

students to reframe themselves in a more personally meaningful role within the school 

setting. 

From the teachers’ perspective, justice capital is both unrecognised and 

misrecognised as the goal.  However, for students, the goal of having justice capital 

recognised is in order to leverage this for further capitals.  Justice capital is about being 

recognised for who you are and having such an identity confirmed, or ‘accepted’ by 

one’s peers, family and teachers. The desire for justice capital is generated by the 

students’ habitus, the embodiment of their unrecognised capital in their relationship 

with formal education. The struggle to accumulate justice capital is the struggle to be 

recognised and to resist being devalued by the field. 

The students’ unrecognised, informal set of strategies to reposition themselves 

relationally within the field and gain recognition stands in contrast to teachers’ 

pedagogy, which is more about consolidating positions in the field than changing them. 

The two separate forms of social capital, pedagogy and justice capital, form two 

separate accumulation pathways with competition between forms of social capital 

blocking the flow of capital, restricting the accumulation of further capitals by the 

students and subsequently limiting the modification of the habitus. The historical 

nature of the students’ disconnect with the institutional habitus denies them the field 

position from which they can recognise the sanctioned pathway for accumulation as 

‘for them’. This disconnect however, does shield the students from all but a weak 

influence of the institution, providing small opportunities for them to exercise their 

agency.  Generally enacted through disruptions to the class or program, this type of 

agency is limited by their position in the field (based on their recognised capitals) and 

as such, manifests as self-defeating resistance (Willis, 1977).  
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6.4 SUMMARY 

In this second analysis chapter, two themes were addressed. The concepts of 

Bourdieu and Willis were used to explore the how teachers and students negotiate both 

recognition and resistance within the Indigo Centre. There are two competing forms 

of social capital within the field, and across the students and teachers, there is a lack 

of shared recognition in the legitimacy of the different forms of capitals. The analysis 

in this chapter showed that despite the educational setting of the Indigo Centre, it is 

actually the social ‘power play’ of recognition that forms the basis for much of the 

interactions between staff and student.  The tension regarding the legitimate standing 

of the different capitals being fought for and the strategies employed to acquire it is 

divisive. It is this tension that generates and perpetuates the acts of resistance within 

the field.  

The theoretical framework presented in Chapter 3 operationalises the students’ 

habitus through the disposition of recognition (see Section 3.4), and the continued lack 

of recognition afforded to the students’ capitals contributes to the production of 

educational resistance. In this chapter, resistance theory, along with the concepts of 

capital, habitus and field were employed to understand how acts of resistance manifest 

and continue to manifest within this field. The tools of field, habitus and capital helped 

in understanding how the different acts of resistance emerged from the students’ lived 

experiences. The chapter demonstrated how acts of resistance were attempts to 

influence the valuing (and resist the devaluing) of the differing forms of capital. Flow 

of capital necessitates that a synergy must exist between the capital targeted for 

acquisition, and the method of acquisition. Within the students’ relationship with 

formal education, this synergy is interrupted, with two distinct forms of social capital 

operationalised. 

Furthermore, the desire and struggle by the students to accumulate justice capital 

as discussed above signifies that students attempted to involve themselves in the 

creation, recognition and accumulation of capital. Therefore, crucially, the 

acknowledgement of justice capital and the desire and struggle to have it, signifies that 

students wanted their voices to be heard, to be recognised for who they were, and in 

this process, were also attempting to involve themselves in the creation of power.  

From the data drawn from observations within this Centre, teachers do attempt 

to enhance, or strengthen, the students’ relationship with formal education through the 
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transmission of further formal symbolic capitals; however, the effectiveness of the 

officially sanctioned form of social capital is limited. By reframing the students’ acts 

of resistance as desire for the accumulation of justice capital, it is possible to see that 

the students’ behaviour truly “emerges out of a latent or overt ideological 

condemnation of the underlying repressive ideologies” (Giroux, 1983, p. 288). 

While the struggle to achieve recognition of justice capital signifies that students 

have the aspiration to involve themselves in accumulation of capital, it is the struggle 

for the recognition of capital, rather than the accumulation of capital, that consumes 

the field with the continued privileging of one capital over another, blocking the 

potential flow of capital. The implications of this are explored in the next chapter. 
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Chapter 7: Conclusion 

“Inclusion contests the established explanation that low 

achievements in school are a result of students’ individual 

pathological characteristics and weaknesses…In inclusive 

education, the view is social and relational, that the school 

system itself contributes to the students’ academic failures.”  

(Haug, 2017, p.208). 

 

7.1 INTRODUCTION 

 Chapters 5 and 6 provided the analysis of the instrumental case study to 

illustrate how acts of resistance were attempts to influence the valuing (and reject the 

devaluing) of the different forms of capital. This chapter will take on that analysis and 

discuss the implications for practice. The chapter starts with an overview of the 

research and the argument presented throughout this thesis. The research problem is 

then addressed through a discussion of the research question and a presentation of the 

key findings. The implications of this research to theory, research, policy and 

(personal) practice are discussed and a model for effective practice, based on the 

findings of this research, is presented. The limitations are discussed and the chapter 

ends with recommendations for further research and an overall conclusion.  

7.2 RESEARCH OVERVIEW 

This instrumental case study critically examined how the students’ social, 

cultural and symbolic capital are valued or devalued within the students’ relationship 

with formal education (the field) in a specific alternative education program, the Indigo 

Centre, which caters to students who are removed from mainstream schools. The 

overall argument presented is that devaluing of the students’ capital and habitus that 

occurs in the mainstream and alternative education context is met with resistance by 

these students, as they perceive no difference in the institutional habitus in either 

educational setting. This case study provided analysis of a complex and contextualised 

social and educational phenomenon of student resistance, perpetuated within and 
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against the very alternative education programs that are designed to support students’ 

educational success.  

A critical literature review demonstrated the continuing relevance of the work of 

Willis (1977) to the study of inequalities inherent in formal education systems. 

Resistance Theory was shown to play a further role, allowing the students in this 

research to be redefined as school resistant students, a conceptualisation that acts as a 

counter to the traditional deficit constructions of such students. I made the argument 

that examining acts of educational resistance using Bourdieu’s (1977, 1990a, 1998) 

theoretical constructs of capital, habitus and field, affords us a deeper understanding 

of the social influences that perpetuate these acts of resistance. The analysis of social 

and educational inequality, performed through the lens of capital, field and habitus, 

linked Willis’s insights to reveal the logic of practice that creates and maintains the 

students’ resistant habitus.  

7.3 RESEARCH PROBLEM 

The overall problem was framed as “how do we address the challenging 

behaviours displayed in school by our resistant students?” Yet, I understood that this 

is not a simple question, as it is not about simply enforcing the “correct” behaviours 

and making the students comply with teacher directions, but rather, adopting an 

inclusive approach that begins with comprehending the social, cultural and historical 

complexities that create and maintain school resistant identities.  

The research problem is compelling. Just ask any teacher who has ever tried to 

manage challenging student behaviours while trying to teach and keep every other 

student (and themselves) safe. What must the days at school where a student exhibits 

such challenging behaviour be like for the teacher? Just ask the student exhibiting 

verbal or physical abuse, smashing things, running away from school, or all of the 

above? What must those days at school feel like for that student?  More importantly, 

where in all this is an education taking place? While not all challenging behaviours in 

our schools can be classified as resistant behaviours (Bottrell, 2007; Solórzano & 

Bernal, 2001), where they do occur, as Giroux (1983) notes, acts of student resistance 

are a condemnation of our formal education system, and by the very students the 

system is meant to support.  
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Significantly, the research problem of this study acknowledged that acts of 

resistance are seen only as punishable, and attempted to understand how individual 

acts of resistance can be seen as individual agency, offered as a critique of the 

education that is offered to these students.   The study examines the problem that these 

students, and youth like them, face in attempting to participate equitably in mainstream 

education, where they struggle to acquire the symbolic capital and legitimate 

credentials necessary to succeed. The immediate problem for these students is that 

there is little shift from the mainstream field to the alternative field in type of habitus 

and capital preferred, and their attempts to create their own capital, justice capital, is 

not recognised nor accepted. Quite simply, the research problem is about 

understanding how to include, rather than exclude, an alternate mode of operating 

within the education field. 

7.3.1 The Research Question 

The main research question, what role does social capital play in resistance to 

formal education by students attending alternative education programs? contributes 

to solving the research problem by focusing on understanding the role played by social 

capital, the platform through which other capitals can be acquired and accumulated, in 

the enactment of acts of resistance. Informed by the theory of educational resistance 

(Willis, 1977), and a Bourdieuian understanding of social capital, the students’ acts of 

resistance were critically examined through the conceptual lens of capital, habitus and 

field. This study sought to understand and explain the following sub-questions: 

What capitals are available within the field and does availability influence acts 

of resistance; and, 

To what extent are the different forms of capital validated by the field and does 

validation influence acts of resistance?  

In relation to the sub-questions, my research reveals configurations of capital are 

existent within the students’ relationship with formal education, but not all are readily 

available, particularly for the students. Social capital can be seen as the platform for 

the acquisition of additional capital and therefore is a factor in how “available” other 

capitals are. Revisiting the debate of youth versus adult social capital (see Section 

3.2.2), much of the literature on social capital has traditionally centred on adult 

conceptualisations and use of social capital. This study builds on research (Helve & 
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Bynner 2007; Raffo & Reeves, 2000, 2003; Weller, 2006) that suggests youth can and 

do, proactively and strategically, attempt to create their own social capital. In the 

Indigo Centre the students involved themselves in the attempted creation of their own 

social capital, justice capital, through informal networks and connections.  For 

students whose reserves of capital have been historically and consistently de-valued, 

the symbolic value of justice capital is in the ability to accumulate or create capital in 

a way that identifies them and their agency.  

I have conceptualised justice capital as a fluid collection of strategies that 

recognise and draw on the positive aspects of personal connections, such as a sense of 

trust, loyalty and humour. Students work to make others laugh, pride themselves on 

displaying loyalty, or “having your back”, and are hurt by teachers or adults who insult 

them or don’t believe them. They send out and respond to calls for action that form 

allegiances, swapping shoes or running away from teachers, picking on other students. 

Their attempts to create social capital are embryonic and as such should be recognised 

and shaped, not blocked. 

The availability of justice capital is limited as it is linked strongly to the dynamic 

nature of relationships and the symbolic values attached to them (Raffo & Reeves, 

2000; 2003). The students’ attempts to create justice capital are hindered by the 

position of the Indigo Centre within Te Riele’s (2007) alternative education landscape 

(see Figure 2.1) and how this position influences the lack of recognition of justice 

capital by the teachers. Their attempts to create their own social capital are also 

mitigated by the sporadic attendance patterns in the Centre, with different students 

attending on different days, and resultant changes in the social dynamics. The 

implications this has on the policy and practice of alternative education programs will 

be discussed in the next section. 

Student social capital is not the only capital available within this field. Teachers 

bring their own cultural capital and the institution privileges its own cultural and 

symbolic capital. However, this research supports and builds on the work of Weller 

(2006) and Coburn (2011) in finding that teachers do misrepresent, or perhaps more 

accurately, over-emphasise the importance of achieving educational success, of 

possessing the capitals traditionally recognised in the educational field. This over-

emphasis may come from a misunderstanding of how students use and/or create 

capital, a situation which has implications for future research.  
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In my research, the teachers’ habitus was found to privilege participation in the 

officially recognised tasks and routines of the formal education field. The tasks and 

routines that constitute recognised pedagogy draw on the resources within the group 

to accumulate or produce educational capital. As such, the teachers’ official pedagogy 

becomes the recognised social capital in this field.   

The physical layout of the Indigo Centre also validates certain capital/s: the way 

the students are always in physical view by the teacher, the way the day is timetabled 

to focus on literacy and numeracy tasks, the rules (including the unwritten rules) in 

place that students must comply with, and the sanctions applied for non-compliance. 

All these structures mirror the structures of mainstream education contexts and as such 

continue to validate the same capital as in mainstream. As such, the continuation of 

these structures perpetuates acts of resistance. From a Bourdieuian perspective, this 

alternative education program is not alternative. 

The relationship between social capital and resistance is complex, revealed in 

the finding that competition between two different forms of social capital contributes 

to the perpetuation of the enactment of resistance.  The existence of two different forms 

of social capital, one recognised and one unrecognised, creates a struggle for 

recognition, effectively limiting flow or availability of capital. This study confirmed 

that students engage in acts of resistance within the Indigo Centre and that the acts of 

resistance enacted within the Centre are consistent with the behaviours that resulted in 

their being initially referred to the Centre. As the form of the enacted resistance is 

related to the capital possessed by the resistant student, a change in the form therefore 

requires the accumulation of additional capitals. 

Therefore, the role social capital plays is complex and potentially significant in 

achieving social transformation. The students attempt to create their own social capital 

without appreciable success. The teachers continue to privilege the official social 

capital, and in doing so de-value the students’ social capital. This situation limits the 

potential of social capital in “establishing or reproducing social relationships that are 

directly useable in the short or long term” (Bourdieu, 1986, p. 251).  

 



 

202 Chapter 7: Conclusion 

7.4 SUMMARY OF KEY FINDINGS 

In this section, each key finding is presented individually. Overall the findings 

confirm that students’ manifestations of acts of resistance are in response to the lack 

of recognition afforded to their cultural and social capital within the formal educational 

field. The findings also confirm that the students’ resistant identities emerge within 

dominant and exclusionary social structures inherent in the mainstream educational 

field before they enter the alternative educational field.  

A synthesis of the three key findings reveals that the service provided by the 

Indigo Centre focuses on changing the students in order to “fix or rehabilitate those 

who are pushed out of mainstream schooling” (Newton, Thompson, Oh, & Ferullo, 

2017, p. 419), which, despite the good intentions and hard work of the staff, reinforces 

and continues the exclusionary and marginalising structures of the mainstream field. 

The students are viewed as an homogenous grouping, their different capital mis-

recognised as either wrong or a lack of capital. In this way, the Indigo Centre fails to 

hold and promote inclusivity as a central tenet. 

Unlike the disconnect experienced when these students first entered the formal 

educational field and encountered a lack of alignment between their habitus and the 

field, in moving from the mainstream to the alternative education field, these students 

encounter a very similar institutional habitus to that they have previously experienced.  

The students do not experience any disruption to their habitus through exposure to the 

institutional habitus of the alternative education program due to its alignment with the 

institutional habitus found in the mainstream system. Therefore, referral into the 

alternative education program is no catalyst for a re-working of their habitus. They 

employ the same forms of resistance as the expectations that surround them continue 

to devalue and disempower them. 

Key findings 

1. There are significant similarities between alternative and mainstream 

education as operationalised in the Indigo Centre. 

2. The students involve themselves in unrecognised attempts to create their own 

justice capital. 

3. There is limited flow of capital within the Indigo Centre, restricting the 

habitus modification needed to achieve social transformation. 
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7.4.1 Key Finding One – Similarities between alternative and mainstream 
education 

This key finding shows that significant structural and functional homology exists 

between the fields of alternative education and mainstream education. This homology 

is influenced by the similarity of the institutional habitus operating within the Indigo 

Centre and local mainstream schools the students previously attended, as evidenced 

through policy interpretation and observations of enacted practices. In Chapter 6, these 

two fields were conceptualised as overlapping sub-fields of the wider formal education 

field (see Figure 6.1). Taylor and Singh (2005) suggest that the less distinct the 

boundary between sub-fields, the less difference, or specialisation, in the institutional 

habitus of each sub-field. Chapters 5 and 6 presented evidence that the boundary 

between these two overlapping sub-fields can be seen as indistinct. For instance, staff 

working in the Indigo Centre are sourced from mainstream schools and require no 

additional training to move between sub-fields easily, as the pedagogies employed are 

the same in each field.  

 Additionally, at a systemic level, departmental policies and procedures such as 

the Department of Education, Training and Employment Strategic Plan 2014 – 2018 

(Department of Education, Training and Employment, 2014a) and the Responsible 

Behaviour Plan for Students (Department of Education, Training and Employment, 

2014b) guide the operation of all state schools, including the operation of the Indigo 

Centre. Such overarching policies are broad and contain limited information that is 

specific to alternative education programs such as the Indigo Centre. The gaps in 

program-specific guidance on pedagogy and curriculum are navigated through an 

institutional habitus that privileges the operationalisation of mainstream pedagogy and 

curriculum. In the Indigo Centre, departmental policy is interpreted and enacted in a 

similar manner to that of a mainstream setting.  

It is important to note also, that while the institutional habitus influences the way 

policy is interpreted at a local level, policy itself has influence on the institutional 

habitus. For example, the Department of Education, Training and Employment (DETE) 

Annual Report 2013–14 (DETE, 2014) reflects the structure, operations and 

performance of the Department as a whole and states that key reforms such as the 

Great teachers = Great results (DETE, 2014) action plan gives “state school principals 

more independence and flexibility to use disciplinary measures that meet the specific 
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behavioural needs of the student” (p. 61). This flexibility includes the use of “a broad 

range of strategies and responses …to address unacceptable student behaviour” (p.61). 

Example strategies provided include suspension, expulsion, cancellation of enrolment 

and the provision of alternative school environments (DETE, 2014). While the 

Department espouses the underpinning philosophy of “ensuring positive, safe and 

supportive learning environments for all students and staff” (p. 60), the strategic 

reforms are indicative of, and contribute to, an institutional habitus that perpetuates 

deficit views of marginalised students and justifies the application of punitive actions 

that further marginalise them. 

The similarities between the alternative and mainstream fields are further evident 

through the creation and application of the local policy document guiding the operation 

of the Centre. As discussed (see Section 5.4 and Chapter 6) the 2014 Program Manual 

guides the operations of the Centre and outlines practices and expectations aligned to 

the systemic policies and procedures. 

Therefore, in regard to their relationship with formal education, students moving 

from a mainstream setting to an alternative setting continue to be disempowered due 

to the similarities between the institutional habitus guiding the structure and operation 

of the Indigo Centre and that of mainstream schools, such as the teacher-designed daily 

timetable, teacher-assigned seating arrangements, class work assigned to the students 

by the teachers, and behaviour expectations that emphasis compliance with the 

teacher’s directions (see Figure 7.1).  

As demonstrated in Section 5.5.1, the modifications made to the daily timetable 

in the Indigo Centre are seen by the staff as supporting the students to complete the 

work despite any potential behavioural issues. However, removing the start and finish 

times, reducing the tasks to a few words, such as Maths Facts: Subtractions (see 

Picture 5.2) disempowers the students by reducing their knowledge of the expectations 

of the task, preventing them from accessing and using the timetable to plan and ‘own’ 

their learning. The timetable also provides extra work for early finishers, students who 

manage to complete all the set tasks provided by the staff. However, this extra work is 

disconnected from the initial work (see Picture 5.3) and from the students’ lived 

experiences, and sends a strong signal of the abstract nature of this learning and of the 

lack of value placed on the capital students bring with them. The timetable reinforces 

the teachers’ role to provide work and the students’ role to do the work. 
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As shown in Section 6.2.3, the modifications to the timetable do address at least 

one of the critiques made by Victor about his mainstream educational experience. 

However this modified timetable is for all students. A strategy that may offer effective 

support for one student is applied to all students, and as such fails to promote a 

pedagogical approach that is inclusive of students’ individuality.   

The students’ movements within the Indigo Centre further reveal similarities 

between the alternative and mainstream field. These students, disempowered in the 

mainstream schools, are subject to the same disempowering structures in the Indigo 

Centre. For instance, teachers decide when students can sit together (to play a teacher-

approved game) and when they must sit at individual desks (when completing 

worksheets). The teachers determine when games, such as the Uno game at the start 

of the day (see Section, 5.5.1) finish. Teachers even determine when a certain type of 

work is appropriate and when it is not. For example, a colour-in activity is appropriate 

when teacher-directed and on the timetable (see Section 6.3.1) yet not appropriate 

when a student chooses it over a different task. These practices position the teacher as 

the leader and the students as the followers, in the learning process.  

This finding confirms that of the cultural, symbolic and social capitals available 

within the field, some hold value within the field and some do not hold field-value. It 

is through the value of the capital possessed, that students and teachers are positioned 

within the field. The similarities between fields can be seen as the same as those 

valued/devalued in the mainstream educational context. The students’ position in the 

field disempowers them. The teachers’ position however not only empowers them but 

predisposes them to recognise and reward the same field-valued capital as in the 

mainstream field, that is, the recognition of meritocratic work.  

The physical layout of the Indigo Centre also supports and facilitates the teachers’ 

surveillance and control over the students, to “keep them working”. This surveillance 

and control approach, combined with a pedagogical approach in which teachers are 

seen as the holders of the knowledge, effectively works to silence the students’ voices. 

In this way, the features of the Indigo Centre such as the physical layout, operation 

and pedagogy all work together to make a distinction between the “superiority” of 

school knowledge and the “inferior” experiences the students bring to school. It is this 

positioning that allows the dominant mainstream educational values, such as the notion 

of meritocracy, to continue to hold dominance within the alternative education context.  
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The students, experiencing a similar pedagogical approach across mainstream 

and alternative educational contexts, continue to challenge and resist. This can be seen 

in Michael’s questioning of the teacher’s pedagogy and the field-accepted symbolic 

nature of learning when he asks, “why teachers ask you questions they already know 

the answers to?” (see Section 6.2.3). Essentially labelling the work available as 

meaningless, Michael’s critique shares a powerful connection with Willis’s (1977) 

lads who, Willis noted, rejected mental labour as it “carries with it the threat of a 

demand for obedience and conformity” (Willis, 1977, p. 103).  

According to Reay (2004) and Edgerton and Roberts (2014), when a student’s 

regular practices are not responded to by the field in a way anticipated by the student, 

a disruption to the habitus can occur. It is through this disruption that a reworking of 

the habitus can be undertaken. However, for the students in the Indigo Centre, as they 

moved between the two smaller overlapping fields of mainstream education and 

alternative education, they have continued to experience structures of 

disempowerment, exclusion and marginalisation and therefore limited disruption to 

their resistant habitus.  

However, also of significance is the finding that the teachers’ habitus did enable 

them, in the right conditions, to preference the non-dominant capitals (those that lack 

field-value) possessed by the students. This relaxing of the institutional habitus, visible 

when Neville and the staff collaborated on writing a song (see Section 6.3.1) may be 

possible due to the relatively small size of the Indigo Centre, low staff numbers and 

the constant change in attendance patterns that sees different numbers and 

configurations of students attending on different days. The lack of a strong unified 

institutional habitus is significant and has implications for practice and the enabling of 
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the flow of capital (see 7.4.2). This finding illustrates that within the wider field of 

formal education, these students are collectively positioned as disempowered by their 

lack of field-valued capital, regardless of the educational context. However, the 

research also found that the students disregard the field-valued capital in preference to 

creating their own form of capital. 

 

Figure 7.1 Examples of similarities between mainstream school and the Indigo 

centre 
 

7.4.2 Key Finding Two - Justice Capital 

Of great significance is the finding from this research that both individually and 

collectively, the students are engaged in the attempted creation of their own social 

capital, justice capital. Equally significant is the finding that their attempts, and justice 

capital, are unrecognised within the field. 

The students in the Indigo Centre possess a resistant habitus and resist the 

accumulation of the recognised educational capital. Yet the habitus, even a resistant 

habitus, is orientated towards the accumulation of further capital (Mills & Gale, 2002). 

Therefore, orientated towards accumulating capital, yet faced with a capital they 

devalue and resist, the students attempt to create their own capital.   

While the students’ habitus is predisposed to engaging in acts of resistance, it is 

the capital available in the field that influences the form of the acts of resistance. 
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Therefore in order to change self-defeating acts of resistance to transformative acts of 

resistance, the influx of additional capitals is required (Bourdieu, 1993; Duckworth, 

2015). This finding demonstrates that the students are already engaged in the 

accumulation of further capitals that could facilitate a transformation in the form of 

their resistance. Yet the institutional habitus is orientated towards recognising a 

specific configuration of capital and does not recognise the students’ attempts to create 

their own.  

This decision, to engage in the creation of their own capital, is a critical finding 

as it confirms that the agentic potential to move from engaging in acts of self-defeating 

resistance to engaging in transformative resistance already exists as a part of the 

students’ habitus (Reay, 1995). Further, this finding demonstrates that the function of 

the Indigo Centre is to not only change the students but to control that change. In 

focusing on operationalising this function, the staff at the Indigo Centre fail to 

recognise the “long-lasting dispositions of the mind and body” (Bourdieu, 1986, p. 47) 

that generate the students’ (counter) efforts to “change the learning environment”. Nor 

do they recognise that the similarities between the fields (see 7.4.1) position justice 

capital and educational capital as opposing capitals, and how it is this struggle for 

recognition that restricts the flow of capital (see 7.4.3) and contributes to the lack of 

success of the students and the lack of effectiveness of the Indigo Centre. In other 

words, just as the Centre focuses on changing the students’ habitus, their success is 

sabotaged by failing to recognise and support the flow of capital.  

This finding suggests recognising the students’ resistant identities and validating 

justice capital as a resource could empower students to engage in a different 

(transformative) form of resistance. This has significant implications for practice as it 

highlights how important empowering the students to shape their own educational 

adventure is, as opposed to trying to ensure students adhere to a pre-determined 

educational journey.   

Figure 7.2 illustrates the ways in which students attempt to create justice capital 

and the ways in which these attempts go unrecognised by staff. For the students, the 

act of someone believing what they say is important. It is a validation of who they are. 

Victor’s words, “Teachers don’t believe me”, demonstrate how the students are 

disempowered, their voice and agency taken away simply by not being believed. The 

students therefore attempt to create capital, building networks or alliances with those 
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who will believe them. In the context of the Indigo Centre where for most students 

attendance is restricted to students referred from mainstream schools for challenging 

behaviours, such alliances are largely restricted to other students who are positioned 

by the same lack of credibility and capital.  The implication for practice is for justice 

capital to be recognised and used as a resource, an investment in increasing the capital 

within these networks and alliances is required.   

Within the Indigo Centre, the staff have consistent expectations regarding 

behaviour, whether it be the way students speak to others, move around the Centre, or 

engage in the work. Regardless of who is present or absent, the expectations remain 

consistent. Some students however view the absence of other students as a reason to 

‘relax’ the expectations. While staff perceived this as “thinking the rules don’t apply 

today” (Tina, Teacher Focus Group), another interpretation is that the students see this 

as an opportunity to (temporarily) move positions within the field and forge closer 

relationships with the staff. Students statements such as “Why have I got to do this, 

I’m the only one here” (Ewan, Observation, Day 7) can be interpreted as a critique of 

the lack of value placed on the social context when applying rules and/or expectations. 

The pedagogy of the teachers and the practices and behaviours of the students valued 

when interacting as a class, continued to be valued by the teacher even if only one 

student was present. For the students however, the relational aspect of justice capital 

is overlooked by teachers when the rules/expectations do not consider the capital of 

who is present.  

For example, on the day that only Neville was present, the regular educational 

program was modified (see Section 6.3.1), resulting in modification of the associated 

behaviour expectations. For instance, leaving the room without permission, 

interrupting when another person is speaking, are unacceptable. However for this 

activity on this day, Neville (and the staff) engaged in these very behaviours as a part 

of the collaborative construction of a song. Neville’s comment, “it was better…it was 

more interactive” (Neville, Interview 3) illustrates how having fluid expectations for 

all students all of the time supports “individualised systems of social capital” (p. 148) 

and can potentially increase the flow of capital. 
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Figure 7.2 Unrecognised justice capital  
 

Justice capital is about recognition, the right to be seen as an equal partner in the 

relationship with formal education. Justice capital is created through relationships that 

recognise and respect the value in diversity and serve a purpose. The belief in the 

students as not only learners but credible learners, combined with fluid expectations, 

allows respectful relationships, a key aspect of justice capital, to be cultivated between 

staff and students. In simple terms, teachers enforcing the expectations because it’s the 

expectation undermines the validity of their relationships.  

7.4.3 Key Finding Three – Restricted flow of capital 

The re-working of the habitus, to affect a change in form of the acts of resistance, 

requires the accumulation of additional capitals (Ade-Ojo & Duckworth, 2015; 

Adkins, 2002; Bourdieu & Johnson, 1993; Mills & Gale, 2002). In Chapter 3 social 

capital was conceptualised as a platform for the acquisition of the further capitals (see 

Section 3.2.2), and significantly this key finding is the existence of two competing 

forms of social capital within the field, with recognition of one form seemingly only 

available at the expense or devaluation of the other form. The competing relationship 

between the pedagogy of the teachers and the students’ justice capital as accumulation 

pathways, effectively blocks the flow of capital within the field and as such, restricts 

the movement in the journey towards transformational resistance.  
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As the form of the enacted resistance is related to the capital possessed by the 

resistant student, a change in the form of resistance therefore requires the accumulation 

of additional capitals. This finding reveals that the teachers’ continued positioning of 

dominant forms of pedagogy (see Section 6.3.1) as the recognised accumulation, or 

social capital platform, contributes to the devaluation of the students’ attempts to 

create capital. As discussed in Sections 5.4 and 6.3.1, the dominant mode of pedagogy 

in the Indigo Centre perpetuates deficit views of these students and perpetuates the 

same disempowerment they experienced in the mainstream field.   

The dominant or recognised pedagogical approach positions the teacher as the 

leader in the learning process. This “leading the learning” is observable in the way the 

teachers use instructional language to tell the students what the behavioural and work-

related expectations are, and direct the students to behave and work as per the 

expectations. Such an approach disempowers the students in their relationship with 

formal education. As discussed in Section 5.5.1, the students’ language is more 

relational, attending to, probing, questioning, and testing the boundaries of their 

relationships both with teachers and other students. This behaviour by the students, 

mis-recognised by Indigo Centre staff as off-task behaviours and a distraction from the 

work, can now be seen as students attempting to create justice capital. These attempts 

to create justice capital are restricted by the devaluing caused by this mis-recognition 

and continual redirection back to the recognised work.  

Without the influx of additional capitals through the platform of social capital, 

re-working of the habitus is restricted. This, is turn, means the form of enacted 

resistance remains constant. In short, it is not social capital, but rather the struggle for 

recognition of social capital that influences, restrictively, the flow of capital and any 

potential change in the form of resistance enacted. This has implications for the 

practice within the Indigo Centre, the pedagogical approach taken, and decisions 

regarding the employment and capability building of staff (see Section 7.5.2). 

7.5 IMPLICATIONS OF THE STUDY 

This research provides rich evidence regarding the interactions between teachers, 

students and their parents in an alternative education program. There are implications 

for policy at a strategic level in relation to how these students are identified and 

included in formal education. There are implications for practice in relation to 
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procedures guiding the purpose, structure, staffing and operations of alternative 

educational programs and the professional learning for staff working within them. 

There are implications for theory and research into how students with diverse and non-

dominant capitals are included in the formal education system and the role of social 

capital. 

While changes to policy and the practice of the alternative education program 

are required, these may become superficial changes unless a shift in the institutional 

habitus of the alternative education program is also effected. Creating a shift in the 

institutional habitus has implications that include, but go beyond, policy and practice. 

Shifting the institutional habitus has implications for staff employment and training, 

and the entry process for students. The next sections outline the implications for policy 

and practice and the implications for teachers and students operating within alternative 

education.  The implications for theory and further research are also outlined. 

7.5.1 Implications for policy and practice 

Currently the espoused purpose of the alternative education program is policy 

driven, with a focus on “fixing” the students so that they can operate successfully 

within a mainstream educational context. This is a deficit perspective that camouflages 

the existing capital of the students and their families (Beckett & Wrigley, 2017), and 

ignores the “political, social and economic factors that have conspired to marginalise 

the learners” (Ade-Ojo & Duckworth, 2015, p. 106) in the first place. When the 

alternative educational field perpetuates the mainstream construction of students with 

deficit identities, the locus of change moves away from recognising hidden capitals 

(Fraser, 2000), to ‘fixing’ the student to ensure the ongoing recognition of dominant 

capitals.  

The purpose of alternative education programs for students whose experience of 

formal education has thus far has been one of marginalisation and exclusion, needs to 

be the recognition and inclusion of the capital/s the students bring with them. The 

structure, activities and staff of the programs need to recognise these a priori capitals 

and allow the teachers and students to use them to create new educational experiences, 

that is, to move the locus of change from the students to the educational experience.  

The overarching implication of this study is the need for policy and practice to 

align with the purpose of shifting the institutional habitus of alternative education 



 

Chapter 7: Conclusion 213

programs such as the Indigo Centre, to be more inclusive of all capitals within the field 

and increase the flow of capital. Increasing the flow of capital requires a recognition 

of the capital the students bring with them and the recognition of the students’ attempts 

to create their own social capital as a resource. In Table 7.1 the current operational 

characteristics of the Indigo Centre are compared with the operational characteristics 

of an alternative program whose institutional habitus is orientated towards increasing 

the flow of capital.  

Table 7.1 Key differences between current and proposed model of alternative 

education 

 
Current characteristics Proposed characteristics 

Referral is seen as a consequence for 

students challenging and field-

inappropriate behaviour as determined by 

the school. Entry is by student referral 

from the mainstream school. 

The affective value of being included in 

this program is collaboratively 

generated and discussed and reviewed 

by student, mainstream school, Indigo 

Centre staff and parents.  

Students’ marginalised relationship with 

formal education is acknowledged and 

enforced through attendance at an 

education program run off-site or 

segregated from the mainstream school. 

Students’ marginalised relationship with 

formal education is acknowledged and 

visibly addresses the students’ status as 

educationally and socially marginalised 

through a community and school 

connected program. 

The focus of the program is on improving 

literacy/numeracy and behaviour of 

students through a transmission or 

banking model of education. Teachers are 

in charge. 

The focus of the program is on 

reshaping the students’ experiences with 

education through the creation of new 

knowledge using a collaborative, 

socially based, cognitively challenging 

curriculum. 

 

Visible and/or affective inclusion strategy. The implications of this study, based 

on the manner in which the alternative education programs are structured and operate, 

point to the need for a policy that outlines, and practices that enact, visible and affective 
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inclusion. The current iteration of the Indigo Centre is on the same physical grounds 

as a mainstream school but is separated by a 6-foot-high steel fence, a visual marker 

of exclusion (see 5.5.1). Earlier iterations were, as indeed are other AEPs, offsite, 

another visible form of the exclusionary structure of alternative education.  

Such highly visible exclusionary structures must be overcome by equally visible 

and/or affective strategies for inclusion. The offsite location of AEPs and the Indigo 

Centre’s 6-foot high fence are structures of exclusion, and moving to a more inclusive 

model may call for a consideration of amalgamating the two sites. However taking 

down the 6-foot high fence, or operating onsite in a mainstream school does not on its 

own create inclusion.  The inclusive strategy must be effective. It must be designed to 

increase the students’ sense of belonging, of having a genuine relationship with the 

formal education system. While consideration needs to be given to the bricks and 

mortar that house our educational activities, the focus needs to be on the relationship. 

However, operating onsite in a mainstream school does offer benefits that 

address Key Findings One and Two.  Proximity would allow the pedagogical approach 

taken in alternative programs to be viewed alongside that taken in mainstream classes, 

allowing structural similarities and differences to be easily recognised. Teachers across 

mainstream/alternative settings could undertake observation and feedback pertaining 

to the effectiveness of various pedagogical approaches across the two contexts. Such 

a physical location would also allow students the opportunity to forge relationships 

and alliances with students who are dissimilarly positioned within the field. However 

with the locus of change firmly on the educational experience, these strategies would 

be a priority and could potentially be realised without the necessity of an onsite 

program. The planning and implementation of collaborative learning between 

alternative and mainstream teachers, flexible timetables allowing students from 

alternative and mainstream to engage in extra-curricular activities together, are two 

simple strategies that would facilitate a focus on pedagogy and promote wider 

relationships between students. 

The physical unification of alternative program and mainstream setting may also 

have the additional benefit for the alternative program of access to greater resources 

than possible in a small setting such as the Indigo Centre. Greater resources create a 

greater flexibility in terms of the provision of the kind of cognitively challenging and 
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negotiated curriculum featured in alternative education best practice literature (Connor, 

2006; Mills & McGregor, 2010; Mitchell & Carbone, 2011; Zyngier, 2008).  

Operating onsite would also allow the AEP to provide wider opportunities for 

the incorporation of the relational aspect of building youth social capital into the 

alternative program. The small numbers of students referred to the Indigo Centre, 

combined with the irregular attendance patterns, is one example of the “constraints and 

opportunities afforded to similar [groups of] young people because of the specific 

social relations they experience” (Raffo & Reeves, 2000, p. 153). An alternative 

education program operating onsite in a mainstream school could support the creation 

of youth social capital by being ‘inclusive’ of the social connections available in the 

wider student cohort.  Structures and discourses that promote or deny inclusivity also 

need to be considered in the positioning of students in the mainstream field, whether 

application of sanctions or the referral process into alternative settings.   

Student-powered transition into the program. Students are currently powerless 

within the referral/transition process into the Indigo Centre. Mainstream school 

authorities make the decision to refer students to the Centre based on school needs 

with little more family input required than a signature from a parent/carer. The referral 

often occurs with little opportunity provided to students/parents to understand and/or 

contribute to the program and its purpose. The days and hours of attendance are 

determined by the staff, aligned to the operations of mainstream school. Students are 

mandated to attend and are required to wear the uniform of their mainstream school. 

This effectively marginalises them further by identifying where they failed (and asks 

the students to show loyalty to the school that didn’t want them). These structures are 

archaic remnants of the dominant structures within formal education against which the 

students have forged their resistance and which in a genuinely “alternative” education 

program would be non-existent.  

The implication of this is the need to empower students to make an educational 

choice that works for them. Positioning the Indigo Centre as an innovation and flexible 

learning choice would enable the school to extend a genuine invitation to the students 

that would empower them in their educational journey. 

A collaborative, socially based, and cognitively challenging curriculum. Rather 

than a banking or transmission model of education that enables transmission of capital 

in only one direction, this learning choice should position the teachers as learners, and 
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the learners as teachers, empowering the flow of capital in both directions. There is a 

need to focus on co-operative based learning tasks than require literacy and numeracy 

skills, rather than literacy and numeracy-based worksheets and games. In line with the 

Key Findings One and Three the locus of change needs be on the student’s experiences 

with education rather than on changing the student to fit the educational experience.  

This can be achieved through a focus on the collaborative creation of new 

knowledge. Based on Key Findings Two and Three of my research and drawing on 

Giroux’s (2005) critical border pedagogy, a model of alternative education pedagogy 

is presented (Figure 7.1) that focuses on reshaping the student’s experience with 

education rather than changing the student. 

7.5.2 Implications for teachers and students 

This study provides some evidence of the need for a richer diversity in the staff 

cohort. I draw on the connection the students demonstrated with Richard the teacher 

aide/guitar teacher as evidence of the complementary value such staff could provide 

the formal teaching staff. A wider range of staff, with different experiences and 

perspectives, and with a habitus less strongly aligned to the formal education field, 

would also contribute to a greater flow of capital. The model proposed in Section 7.5.4 

elaborates on how a greater diversity of capital (through community 

members/family/friends) could be incorporated into the alternative education program.  

The need to create a shift in the institutional habitus also has implications for the 

staff and students operating within the Indigo Centre. Currently the espoused 

pedagogical practices are not aligned to the enacted pedagogical practices, with the 

majority of the work, described as “dull” by the students (see Section 5.5.2, Michael’s 

interview extract) being worksheets and some literacy and numeracy games, as 

opposed to the hands-on practical activities and a mix of student preferred and non-

preferred activities mentioned in the 2014 Program Manual. The limited guidance 

provided by the Program Manual regarding alternative pedagogies is camouflaged as 

teachers “instinctively” fill in the gaps guided by a mainstream institutional habitus. 

Staff unfamiliar with the operation of a mainstream or even an alternative educational 

program, and students empowered with greater choice of learning, would not have the 

institutional habitus that instinctively fills the gaps. 
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Furthermore, there are currently no additional qualifications, professional 

learning or experience required of teachers wishing to work in alternative education. 

Currently a mainstream teacher can apply and be given a transfer into alternative 

education programs through the regular transfer process. This can contribute to the 

social practices and values of the mainstream institutional habitus being maintained 

within an AEP. The implications for teacher capability building is the need to develop 

a shared understanding of the locus of change (Te Riele, 2007), a critical pedagogical 

approach, and justice capital.  

7.5.3 Implications for theory and research 

This study makes a timely and important contribution to educational research as 

it examines a pressing local and international issue of how to effectively cater for 

students who do not fit with the socio-political construct that is the formal education 

system. While my research gives voice to a small number of students, it shines a 

spotlight on the much greater and far-reaching moral imperative, to prepare all students 

to lead full and rich lives within our society. My thesis reveals the inequalities inherent 

in our formal education system, particularly those hidden within the smaller field of 

alternative education, obfuscated by inaccurate terminology and hegemonic structures 

that isolate learning, devalue and block the flow of capital. It contributes to a deeper 

understanding of: 

the social influences existent within alternative education programs that 

perpetuate resistant identities;  

the role flow of capital and acts of resistance play in the cycle of social 

reproduction; and  

the potential role justice capital may play in the generation of transformative acts 

of resistance.  

7.5.4 A model for socially just pedagogy  

The pedagogical model presented in this section draws on the key findings of 

this research and Giroux’s (2005) critical border pedagogy to address the implications 

for practice, namely the purpose, staffing and pedagogy of alternative educational 

programs.  This pedagogical model also draws on and deepens Te Riele’s (2007) work 

defining alternative programs based on whether they are aimed at changing the 

students, or changing the educational experience for the students. Te Riele (2007) 
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suggests that “opportunity and hope for marginalised young people are concentrated 

in the 4th quarter of the map: changing educational provisions” (p. 64). Reviewing the 

Indigo Centre against Te Riele’s landscape map (see Figure 2.1), I found it to be 

located in the 2nd quarter (see Section 2.2), as the focus is on changing the student to 

be successful when they return to the same educational context in which they were 

unsuccessful. The proposed pedagogical model reshapes the pedagogy of the Indigo 

Centre to better reflect the characteristics of a 4th quarter program: changing the 

educational experience. 

This model aligns with Te Riele’s (2007) argument for the advantages offered 

by alternative programs located in the 4th quarter, that is those programs that are stable 

and focused on changing the education provision. Further, this model drills deep into 

the 4th quarter, elaborating on Te Riele’s (2007) work by suggesting a pedagogical 

approach that enables a change in education provision.   

 

 

Figure 7.3 Proposed pedagogical model for alternative education programs 
 



 

Chapter 7: Conclusion 219

The Indigo Centre’s focus on improving literacy/numeracy skills (educational 

capital) is positioned counter to the student focus on strengthening relationships 

(justice capital) with students resisting and critiquing the educational tasks offered as 

dull and meaningless to their lives. These critiques manifest as student acts of 

resistance that are seen by the educational field as evidence of a deficit in the 

recognised capital and are responded to with strict sanctions. My research revealed 

that the current pedagogy enacted within the Indigo Centre reinforces these deficit 

constructions of the students, which further legitimises the use of surveillance and 

control as a response to student acts of resistance.  

The aim of the proposed pedagogy model (Figure 7.1) is to acknowledge and 

utilise student agency and reposition formal education as a resource students can use, 

rather than as a practice ‘done to’ students.  This empowerment begins and is supported 

by a student-powered transition process (see Section 7.5.1). Once transitioned into the 

alternative program the focus is on student and teacher collaboratively solving a real-

life problem, relevant to the students. The pedagogical model builds on Te Riele’s 

(2007) suggestion of “building on the unique interests, capacities and experiences of 

the students” (p. 65). For example, some of the students at the Indigo Centre are not 

dropped off by a parent/carer but find their own way to the Centre, yet the only public 

transport available is by rail, is not cheap, with the closest station being quite some 

distance away. A real-life problem could be, why is there is no free (or subsidised) 

public transport available for students to use to access AEPs?  

In order to collaboratively identify and prioritise transport as a real-life problem 

to be addressed, information would need to be gathered, critiqued and communicated 

by the student. This provides an opportunity for the teachers to demonstrate how 

aspects of formal education such as strong literacy and numeracy skills support student 

agency and strengthen their action of solving real-life problems. While the central 

focus is on a real-life problem, learning is connected to the formal education system 

by supporting the students to identify those aspects of formal education (such as 

conventions associated with literacy and numeracy) that could assist them to solve a 

real-life problem. Rather than focus on increasing literacy and numeracy skills, in 

isolation, disconnected from the students’ current and prior knowledges (capital), this 

model weaves the learning of literacy/numeracy into the learning, learning through 

literacy/numeracy.  
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Further, a focus on solving a real-life problem means there are no pre-determined 

answers and as such teachers and students are positioned as equals, each contributing 

to the transformed educational experience. For example, rather than the learning 

requiring students to comply with teacher instruction to acquire privileged academic 

content, the learning would now require student creativity and collaboration to 

construct the process and critique the content. For example, is simply knowing why 

there is no free transport available an acceptable outcome? Is the answer open to 

critique and further challenge on a social level? The teachers’ role becomes supporting 

students to understand how they can use what they have learnt and what further 

learning is required.  

The pedagogical model connects formal education with the student’s social 

world, supporting students to develop “social capital through trustworthy reciprocal 

social relations within individualized networks” (Raffo & Reeves, 2000, p. 151). New 

learning is created through connections to real life contexts in and outside of school, 

with access to friends, community services and experts and parents, a social pedagogy 

acknowledging and supporting the creation of justice capital through “social relations 

enriched by outside, yet authentic and culturally appropriate, significant others” (Raffo 

& Reeves, 2000, p. 153).  For example, who do the students know who uses public 

transport? Who would the students turn to for advice outside of school? Can those 

people help with this problem? 

This would provide students an opportunity to view the dominant capital of the 

educational field from a different perspective, as tools they could use to create 

knowledge and relationship through which they could forge new educational identities 

rather than tools that are used to exclude them. This model facilitates the “sharing of 

power between teacher and the student in the learning” (Ade-Ojo & Duckworth, 2015, 

p. 107), and promotes the alternative education program as a way for students to 

develop an understanding of the different perspectives and knowledges that influence 

their identity as a student, and supports them to investigate the different ways to be a 

student. In this model, teachers act as guides, similar to Stanton-Salazar’s (2011) 

institutional agents, working to increase the availability or flow of capital within the 

field.  
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7.6 LIMITATIONS  

As a small-scale qualitative case study, this study has limitations which require 

acknowledgement. First, the research was conducted within one educational setting 

and included the narratives and observations of seven students and three teachers and 

as such does not allow for a strong case for generalisability.  

The entire student cohort was male, due to there being only male students 

enrolled in the program at the time of data collection. As noted in Chapter 4, the AEP 

does take both male and female student referrals, however the referrals and enrolments 

have historically been predominantly male. While the predominance of male referrals 

may indicate underlying gender issues, it was not within the scope of this research to 

examine this.  

My personal history as a previous teacher of some of these students and a 

colleague of the teachers within the program might influence my interpretation of the 

data.  This is accounted for through the recognition of my connections with the teachers 

and students and the use of a theoretical framework that recognises the social 

construction of reality and the “local and … co-constructed nature of data” (Guba & 

Lincoln, 2005, p. 193). However, it was that connection that enabled the participants 

to reveal much of their personal narratives, providing a basis for trust between the 

researcher and participants. 

7.7 IMPLICATIONS FOR MY OWN PRACTICE 

The implications of undertaking this doctoral research have reached every corner 

of my own professional practice. During the course of my doctoral journey, I left the 

classroom and moved into the role of Director, School Improvement within the 

Queensland Department of Education. In this role I lead state-wide capability-building 

of school teams to measure and understand the impact of their practice on student 

outcomes. Over the course of this research I began to enact my role through an ever 

increasingly critical lens, aware of how different interpretations of the same policy can 

reinforce or mitigate the exclusion of certain students. My work in capability-building 

shifted from supporting school teams to enact policy, to guiding the interrogation of 

policy and practice through reflective questioning that supported school teams to 

challenge assumptions and dominant perspectives, and consider the hidden capitals of 

themselves and their students.  
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I have most recently returned to a school-based role leading the enactment of the 

Department’s renewed Inclusive Education Policy in a mainstream school. The stated 

goal of the policy is to ensure all students are able to access, participate and achieve in 

education. One personal implication of my doctoral journey is the awareness of the 

barriers inscribed through the institutional habitus, and how the way some students are 

positioned within the field impacts on their educational success. This has impacted on 

my view of the way I speak and interact with parents, students and other staff. I am 

much more critically self-reflective on my own practice and how the institutional 

habitus influences the “choices” teachers, students and parents make. 

7.8 RECOMMENDATIONS FOR FUTURE RESEARCH 

My research contributes to knowledge and practice regarding the operation of 

AEPs catering for students redirected to alternative educational settings for displaying 

challenging behaviours in mainstream settings. Drawing on, and extending my work, 

future researchers could undertake a long term, quantitative or ethnographic study 

examining youth social capital in alternative contexts, how it is created, and its 

potential role in the education process as a platform for understanding capital, its 

diverse forms, symbolic power and use. Such future research may consider the impact 

of gender on referral into alternative education programs, and the relationship of 

students with formal education post-attendance in an alternative program. 

7.9 OVERALL CONCLUSION 

Acts of resistance should not be seen as behaviours to be simply punished, nor 

the resistors seen as removal objects, to be placed ‘out of the way’ so that education 

may carry on uninterrupted. Acts of resistance should be seen as voices from the future, 

critiquing the education that is yet to take place, voices of those asking, in the only 

way they currently know how, to be included in that education, voices, which, in an 

education system inclusive of all learners, are heard.    

 

 

    

 

 



 

Chapter 7: Conclusion 223

 

 

 





 

References 225 

References 

Abowitz, K. 2000. A pragmatic revisioning of resistance theory. American 

Educational Research Journal, 37: 877–907. 

Abrahams, J., & Ingram, N. (2013). The chameleon habitus: Exploring local 

students’ negotiations of multiple fields. Sociological Research Online, 18(4), 

1-14.  

Adam, F., & Rončević, B. (2003). Social capital: Recent debates and research trends. 

Social Science Information, 42(2), 155-183. 

doi:10.1177/0539018403042002001 

Ade-Ojo, G., & Duckworth, V. (2015). Exploring an Alternative: A Transformative 

Curriculum Driven by Social Capital. In Adult Literacy Policy and Practice: 

From Intrinsic Values to Instrumentalism (pp. 101-120). London: Palgrave 

Pivot.  

Adkins, L. (2002) Revisions: Gender and sexuality in late modernity. Buckingham: 

Open University Press. 

Adkins, L. (2005). Social capital. Feminist theory, 6(2), 195-211. 

doi:10.1177/1464700105053694 

Adler, P. S., & Kwon, S. W. (2002). Social capital: prospects for a new concept. 

Academy of Management Review, 27(1), 17-40.  

Allard, A. C. (2005). Capitalizing on Bourdieu: How useful are concepts of ‘social 

capital’and ‘social field’ for researching ‘marginalized’ young women? 

School Field, 3(1), 63-79.  



 

226 References 

Appleton, J. J., Christenson, S. L., & Furlong, M. J. (2008). Student engagement with 

school: Critical conceptual and methodological issues of the construct. 

Psychology in the Schools, 45(5), 369-386. 

Araújo, M. (2005). Disruptive or disrupted? A qualitative study on the construction 

of indiscipline. International Journal of Inclusive Education, 9(3), 241-268. 

Arduin, S. (2015). A review of the values that underpin the structure of an education 

system and its approach to disability and inclusion. Oxford Review of 

Education, 41(1), 105-121. doi:10.1080/03054985.2015.1006614 

Arnold, C., Yeomans, J., Simpson, S., & Solomon, M. (2009). Excluded from school: 

Complex discourse and psychological perspectives: Stoke on Trent: 

Trentham Books. 

Aron, L. Y. (2003). Towards a typology of alternative education programs: A 

compilation of elements from the literature. Washington, DC: Urban Institute. 

Aron, L. Y. (2006). An overview of alternative education. Washington, DC: Urban 

Institute. 

Aron, L. Y., & Zweig, J. M. (2003). Educational alternatives for vulnerable youth: 

Student needs, program types, and research directions. Washington, DC: 

Urban Institute. 

Atkinson, W. (2011). From sociological fictions to social fictions: Some 

Bourdieusian reflections on the concepts of ‘institutional habitus’ and ‘family 

habitus’. British Journal of Sociology of Education, 32(3), 331-347.  

Ball, S. J. (2003). Class strategies and the education market: The middle classes and 

social advantage. London: Routledge. 

Barbour, R. (2007). Doing focus groups (book 4 of the SAGE qualitative research 

kit). London: Sage Publications. 



 

References 227 

Barbour, R., & Kitzinger, J. (1999). Developing focus group research: Politics, 

theory and practice. London: Sage Publications. 

Baron, S. R., Field, J. L., & Schuller, T. (2000). Social capital: Critical perspectives. 

Oxford: Oxford University Press.  

Bassani, C. (2007). Five dimensions of social capital theory as they pertain to youth 

studies. Journal of Youth Studies, 10(1), 17-34. 

Bassey, M. (1999). Case study research in educational settings: Maidenhead, UK: 

Open University Press.  

Bathmaker, A.-M. (2015). Thinking with Bourdieu: thinking after Bourdieu. Using 

‘field’ to consider in/equalities in the changing field of English higher 

education. Cambridge Journal of Education, 45(1), 61-80. 

doi:10.1080/0305764X.2014.988683 

Baum, F. E., & Ziersch, A. M. (2003). Social capital. J Epidemiol Community 

Health, 57(5), 320-323. doi:10.1136/jech.57.5.320 

Baxter, P., & Jack, S. (2008). Qualitative case study methodology: Study design and 

implementation for novice researchers. The Qualitative Report, 13(4), 544-

559.  

Beckett, L., & Wrigley, T. (2014). Overcoming stereotypes, discovering hidden 

capitals. Improving Schools, 17(3), 217-230. 

Benedetti, A., Jackson, J. & Luo, L. (2018). Vignettes: Implications for LIS research. 

College & Research Libraries (C&RL), 222-236. doi:10.5860/crl.79.2.222. 

Billet, P. (2011).Youth social capital:Getting on and getting ahead in life (Doctoral 

thesis). University of Wollongong, Australia. Retrieved from 

http://ro.uow.edu.au/theses/3533.  



 

228 References 

Billett, P. (2012a). Indicators of youth social capital: The case for not using adult 

indicators in the measurement of youth social capital. Youth Studies 

Australia, 31(2), 9-16.  

Billett, P. (2012b). Lessons from the field: Ethics in youth social capital research. 

Youth Studies Australia, 31(3), 43-50.  

Bishop, P. A., & Pflaum, S. W. (2005). Middle school students' perceptions of social 

dimensions as influencers of academic engagement. RMLE Online: Research 

in Middle Level Education, 29(2), 1-14.  

Blaxter, L., & Hughes, C. (2003). Revisiting feminist appropriations of Bourdieu: the 

case of social capital. Paper presented at the Fourth International Conference 

of Gender and Education, University of Sheffield, April. 

Bloor, M., Frankland, J., & Thomas, M. (2001). Focus groups in social research. 

London: Sage Publications. 

Bodovski, K. (2010). Parental practices and educational achievement: Social class, 

race, and habitus. British Journal of Sociology of Education, 31(2), 139-156.  

Bottrell, D. (2007). Resistance, resilience and social identities: Reframing ‘problem 

youth’and the problem of schooling. Journal of Youth Studies, 10(5), 597-

616.  

Bottrell, D. (2009). Dealing with disadvantage:Resilience and the social capital of 

young people's networks. Youth & Society, 40(4), 476-501. 

doi:10.1177/0044118x08327518. 

Bourdieu, P. (1977). Outline of a theory of practice: Cambridge: Cambridge 

University Press. 

Bourdieu. P. & Passeron, J.-C. (1977). Reproduction in education, society and 

culture. London: Sage Publications. 



 

References 229 

Bourdieu, P. (1979). Algeria 1960: The disenchantment of the world, the sense of 

honour, the Kabyle house or the world reversed. Essays/by Pierre Bourdieu; 

translated by Richard Nice. Cambridge: Cambridge University Press. 

Bourdieu, P. (1984). Distinction : A Social Critique of the Judgement of Taste. 

London: Routledge.  

Bourdieu, P. (1985) ‘Social space and the genesis of groups’. Theory and Society 

14(6): 723–744. doi:10.1007/BF00174048. 

Bourdieu, P. (1986) ‘The Forms of Capital’, in J. G. Richardson (ed.) Handbook of 

Theory and Research for the Sociology of Education. New York: Greenwood 

Press.  

Bourdieu, P. (1990a). The Logic of Practice. Stanford: Polity Press. 

Bourdieu, P. (1990b). Social space and symbolic power. In In Other Words: Essays 

towards a reflexive sociology. CA: Stanford University Press.  

Bourdieu, P. (1990c) In Other Words: Essays Towards Reflexive Sociology. CA: 

Stanford University Press.  

Bourdieu, P. (1991). Language and symbolic power. Harvard: Harvard University 

Press. 

Bourdieu P. (1997). The forms of capital. In: Halsey A.H., Lauder H., Brown P., 

Wells A.M., (Eds). Education, Culture, and Society. Oxford: Oxford 

University Press.  

Bourdieu, P. (1998). Practical reason: on the theory of action. Cambridge: Polity.  

Bourdieu, P. (2001a). Television. European Review, 9(3), 245-256. 

doi:10.1017/S1062798701000230. 

Bourdieu, P. (2001b) Masculine domination. Cambridge: Polity Press. 



 

230 References 

Bourdieu, P., & Johnson, R. (1993). The field of cultural production: essays on art 

and literature. Cambridge [England]: Polity Press. 

Bourdieu, P., & Wacquant, L. J. (1992). An invitation to reflexive sociology: 

Chicago: University of Chicago Press.  

Bowen, G. A. (2009). Social capital, social funds and poor communities: An 

exploratory analysis. Social Policy & Administration, 43(3), 245-269. 

doi:10.1111/j.1467-9515.2009.00660.x. 

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative 

Research in Psychology, 3(2), 77-101. 

Brown, T. M., & Rodriguez, L. F. (2009). School and the co-construction of dropout. 

International Journal of Qualitative Studies in Education (QSE), 22(2), 221-

242.  

Caldwell, P. M. (1991). A hair piece - Perspectives on the intersection of race and 

gender. Duke Law Journal, 1991(2), 365-396.  

Cammarota, J. (2017). Youth participatory action research: A pedagogy of 

transformational resistance for critical youth studies. Journal for Critical 

Education Policy Studies, 15(2), 188-213.  

Cammarota, J., & Fine, M. (2008). Revolutionizing education : youth participatory 

action research in motion. New York: Routledge. 

Cardona, B., Watkins, M. and Noble, G. (2009), Parents, diversity and cultures of 

home and school. Department of Education, Science and Training, and The 

University of Western Sydney, Sydney. 

Carswell, S. B., Hanlon, T. E., O'Grady, K. E., Watts, A. M., & Pothong, P. (2009). 

A preventive intervention program for urban African American youth 



 

References 231 

attending an alternative education program: Background, implementation, 

and feasibility. Education and the Treatment of Children, 32(3), 445-469.  

Carter, P. L. (2005). Keepin'it real: School success beyond Black and White. Oxford: 

Oxford University Press.  

Christ, T., & Wang, X. C. (2008). Negotiation of how to' at the cross-section of 

cultural capital and habitus: Young children's procedural practices in a 

student-led literacy group. Journal of Early Childhood Literacy, 8(2), 177-

211.  

Clark, L. (2009). Focus group research with children and youth. Journal for 

Specialists in Pediatric Nursing, 14(2), 152-154. doi:10.1111/j.1744-

6155.2009.00187.x. 

CoAG, (2009). National partnership agreement on youth attainment and transitions. 

Canberra: Australian Government Publishing Service.  

Coburn, A. (2011). Building social and cultural capital through learning about 

equality in youth work. Journal of Youth Studies, 14(4), 475-491. 

Coghlan D and Brannick T (2005) Doing Action Research in Your Own 

Organization, 2nd edn. London, UK: SAGE 

Cohen, L., Manion, L., & Morrison, K. (2011). Research Methods in Education (7th 

ed.). New York: Routledge. 

Coleman, J. S. (1988). Social Capital in the Creation of Human-Capital. American 

Journal of Sociology, 94, S95-S120. doi:Doi 10.1086/228943. 

Connelly, F. M., & Clandinin, D. J. (1990). Stories of experience and narrative 

inquiry. Educational Researcher, 19(5), 2-14.  

Connor, J. (2006). What’s mainstream? Conventional and unconventional learning in 

Logan. Paper presented at Dusseldorp Skills Forum, Sydney. 



 

232 References 

Coombs, P. H., & Ahmed, M. (1974). Attacking rural poverty: How nonformal 

education can help. A Research Report for the World Bank Prepared by the 

International Council for Educational Development.  

Costley, C., Elliott, G., & Gibbs, P (2010). Research ethics and insider-researchers. 

In Costley, C., Elliott, G., & Gibbs, P. (2010) Doing work based research: 

Approaches to enquiry for insider-researchers (pp. 25-35). London: SAGE 

Publications Ltd doi: 10.4135/9781446287880 

Covay, E., & Carbonaro, W. (2010). After the bell: Participation in extracurricular 

activities, classroom behavior, and academic achievement. Sociology of 

Education, 83(1), 20-45.  

Creswell, J. (2003). Research design : qualitative, quantitative, and mixed method 

approaches (2nd ed.). Thousand Oaks, Calif.: Sage Publications.  

Creswell, J. W. (2012). Educational research: planning, conducting, and evaluating 

quantitative and qualitative research (4th ed.). Boston: Pearson. 

Crowe, S., Cresswell, K., Robertson, A., Huby, G., Avery, A., & Sheikh, A. (2011). 

The case study approach. BMC Medical Research Methodology, 11(1), 100. 

doi:10.1186/1471-2288-11-100. 

Crozier, G., & Davies, J. (2006). Family matters: A discussion of the Bangladeshi 

and Pakistani extended family and community in supporting the children's 

education. The Sociological Review, 54(4), 678-695. doi:10.1111/j.1467-

954X.2006.00666.x. 

D'Angelo, F., & Zemanick, R. (2009). The Twilight Academy: An alternative 

education program that works. Preventing school failure: Alternative 

education for children and youth, 53(4), 211-218. 



 

References 233 

Davison, K. K., Nishi, A., Kranz, S., Wyckoff, L., May, J. J., Earle-Richardson, G. 

B., . . . Jenkins, P. L. (2012). Associations among social capital, parenting for 

active lifestyles, and youth physical activity in rural families living in upstate 

New York. Social Science & Medicine, 75(8), 1488-1496.  

Denscombe, M. (2014). The good research guide: for small-scale social research 

projects. Berkshire: McGraw-Hill Education (UK). 

Department for Children, Schools and Families. (2008). Back on track: A strategy for 

modernising alternative provision for young people. London: DfCSF. 

de Jong, T., & Griffiths, C. (2012). The role of alternative education programs in 

meeting the needs of adolescent students with challenging behaviour: 

Characteristics of best practice. Australian Journal of Guidance and 

Counselling, 16(01), 29-40. doi:10.1375/ajgc.16.1.29. 

Department of Education (DfE). 2013. Alternative Provision: Statutory Guidance for 

Local Authorities. London: Her Majesty's Stationary Office. 

Department of Education (DfE). 2016. Educational Excellence Everywhere. 

Accessed May 4, 2016. https://www.gov.uk/government/uploads/system/ 

uploads/attachment_data/file/508447/Educational_Excellence_Everywhere.p

df. 

Department of Education (2014) Student protection (version 6.4), 

http://ppr.det.qld.gov.au/education/community/Procedure%20Attachments/St

udent%20Protection/student-protection.pdf. 

Department of Education Employment and Workplace Relations. (2010). Compact 

with young Australians. 

http://www.deewr.gov.au/Youth/YouthAttainmentandTransitions/Pages/com

pact.aspx. 



 

234 References 

Department of Education and Training (2014) Safe, supportive and disciplined 

school environments (version 7.2) 

http://ppr.det.qld.gov.au/education/learning/Procedure%20Attachments/Safe,

%20Supportive%20and%20Disciplined%20School%20Environment/safe-

supportive-disciplined-school-environment.pdf. 

Department of Education, Training and Employment. (2014a). Department of 

Education, Training and Employment (DETE) Strageic plan 2014–

2018.  Retrieved from https://qed.qld.gov.au/det-

publications/strategiesandplans/Documents/strategic-plan-2014-18.pdf. 

 Department of Education, Training and Employment (2014b) Guidelines for 

developing a Responsible Behaviour Plan for Students, 

http://education.qld.gov.au/behaviour/docs/responsible-behaviour-

guidelines.doc. 

Dika, S. L., & Singh, K. (2002). Applications of social capital in educational 

literature: A critical synthesis. Review of Educational Research, 72(1), 31-60. 

doi:Doi 10.3102/00346543072001031. 

DiMaggio, P. (1982). Cultural capital and school success: The impact of status 

culture participation on the grades of US high school students. American 

Sociological Review, 189-201.  

Dolby, N., & Dimitriadis, G. with Willis, P.(2004). Learning to labor in New Times, 

176-206. New York: RoutledgeFalmer.  

Dolfsma, W., & Dannreuther, C. (2003). Subjects and boundaries: Contesting social 

capital-based policies. Journal of Ecomonic Issues (37), 405-413.  

Duckworth, V. (2013). Learning trajectories, violence and empowerment amongst 

adult basic skills learners: London: Routledge. 



 

References 235 

Dumais, S. A. (2002). Cultural capital, gender, and school success: The role of 

habitus. Sociology of Education (1), 44-68. 

Dumais, S. A. (2006). Early childhood cultural capital, parental habitus, and 

teachers’ perceptions. Poetics, 34(2), 83-107.  

Duncombe, S. (2002). Cultural Resistance Reader: London; New York.: 

Edgerton, J. D., & Roberts, L. W. (2014). Cultural capital or habitus? Bourdieu and 

beyond in the explanation of enduring educational inequality. School Field, 

12(2), 193-220.  

Eliot, T. S., (1942). Little Gidding. London: Faber & Faber. 

Ellison, N. B., Vitak, J., Gray, R., & Lampe, C. (2014). Cultivating social resources 

on social network sites: Facebook relationship maintenance behaviors and 

their role in social capital processes. Journal of Computer‐Mediated 

Communication, 19(4), 855-870.  

Epstein, D., Elwood, J., Hey, V., & Maw, J. (Eds.). (1998). Failing boys?: Issues in 

gender and achievement. Buckingham: Open University Press. 

Factor, R., Kawachi, I., & Williams, D. R. (2011). Understanding high-risk behavior 

among non-dominant minorities: A social resistance framework. Social 

Science & Medicine, 73(9), 1292-1301. 

Ferguson, K. M. (2006). Social capital and children's wellbeing: a critical synthesis 

of the international social capital literature. International Journal of Social 

Welfare, 15(1), 2-18.  

Ferrare, J. J., & Apple, M. W. (2015). Field theory and educational practice: 

Bourdieu and the pedagogic qualities of local field positions in educational 

contexts. Cambridge Journal of Education, 45(1), 43-59.  

Field, J. (2016). Social Capital (Third edition.). London: Taylor and Francis.  



 

236 References 

Finnan, C., & Chasin, G. (2007). Accelerating the learning of low-achieving 

students: The transformation of a dropout. Phi Delta Kappan, 88(8), 625-629. 

Flere, S., Krajnc, M. T., Klanjšek, R., Musil, B., & Kirbiš, A. (2010). Cultural capital 

and intellectual ability as predictors of scholastic achievement: a study of 

Slovenian secondary school students. British Journal of Sociology of 

Education, 31(1), 47-58.  

Foley, R. M., & Pang, L.-S. (2006). Alternative education programs: program and 

student characteristics. The High School Journal, 89(3), 10-21. 

doi:10.1353/hsj.2006.0003. 

Fordham, S. (1996). Blacked out: Dilemmas of race, identity, and success at Capital 

High: Chicago: University of Chicago Press. 

Foster, V., Kimmel, M., & Skelton, C. (2001). What about the boys? An overview of 

the debates. In W. Martino & B. Meyenn (Eds.), What about the boys. 

Buckingham: Open University Press. 

Fowler, B. (2000). Reading Bourdieu on Society and Culture: Oxford: Blackwell. 

Fraser, N. (2000). Rethinking recognition. New Left Review, 3, 107–120.  

Freeman, T. (2006). ‘Best practice’ in focus group research: making sense of 

different views. Journal of Advanced Nursing, 56(5), 491-497. 

doi:10.1111/j.1365-2648.2006.04043.x. 

Freire, P. (1970). Pedagogy of the Oppressed, trans. Myra Bergman Ramos. New 

York: Continuum.  

Gable, R. A., Bullock, L. M., & Evans, W. H. (2006). Changing perspectives on 

alternative schooling for children and adolescents with challenging behavior. 

Preventing School Failure: Alternative Education for Children and Youth, 

51(1), 5-9.  



 

References 237 

Gilbert, R., & Gilbert, P. (2017). Masculinity goes to school: London: Taylor and 

Francis.  

Ginwright, S., Cammarota, J., & Noguera, P. (2005). Youth, social justice, and 

communities: Toward a theory of urban youth policy. Social Justice, 32(3 

(101), 24-40. 

Giroux, H. A. (1983). Theory and resistance in education: a pedagogy for the 

opposition. South Hadley, Mass: Bergin & Garvey. 

Giroux, H. A. (2001). Theory and Resistance in Education: Towards a Pedagogy for 

the Opposition, Revised and Expanded Edition.  South Hadley, Mass:Bergin 

& Garvey. 

Giroux, H. A. (2005). Border crossings cultural workers and the politics of 

education (2nd ed.). New York: Routledge. 

Giroux, H. A., & Simon, R. I. (1988). Critical pedagogy and the politics of popular 

culture. Cultural Studies, 2(3), 294-320. doi:10.1080/09502388800490201. 

Giroux, H. A. (2006). America on the edge: Henry Giroux on politics, culture, and 

education. New York: Palgrave Macmillan. 

Giroux, H., & Tristan Barroso, J. (2013). Henry Giroux: The necessity of critical 

pedagogy in dark times. Interviewed by Jose Maria Borroso Tristan for 

Truthout, 6. 

Gorski, P. S. (2013). Bourdieu and historical analysis. Durham, N.C: Duke 

University Press. 

Graham, L. J., Van Bergen, P., & Sweller, N. (2016). Caught between a rock and a 

hard place: disruptive boys’ views on mainstream and special schools in New 

South Wales, Australia. Critical Studies in Education, 57(1), 35-54. 



 

238 References 

Granite, E., & Graham, L. J. (2012). Remove, Rehabilitate, Return? The Use and 

Effectiveness of Behaviour Schools in New South Wales, Australia. 

International Journal on School Disaffection, 9(1), 39-50.  

Grbich, C. (2007). General approaches to designing and analyzing data. Retrieved 

from http://www.sagepub.com/upm-data/12704_02_Grbich_Ch_02.pdf  

Grbich, C. (2013). Integrated methods in health research. Research methods in 

health: Foundations for evidence-based practice, South Melbourne, 

Australia: Oxford University Press:, 317-330.  

Grunsell, R. (1980). Beyond Control?: Schools and Suspension: London: Writers & 

Readers. 

Guba, E. G., & Lincoln, Y. S. (2005). Paradigmatic controversies, contradictions, 

and emerging confluences. In N. K. Denzin & Y. S. Lincoln (Eds.), The 

SAGE Handbook of Qualitative Research (3rd edn) pp. 191-217. Thousand 

Oaks, California: SAGE Publications. 

Gurian, M. (2002). Where it all begins: The biology of boyhood.In S. M. Bailey 

(Ed.).Gender and education. (pp. 101-125). San Francisco, CA: Jossey-Bass. 

Gutherson, P., Davies, H., & Daszkiewicz, T. (2011). Achieving successful outcomes 

through alternative education provision: An international literature review. 

Reading: CfBT Education Trust.  

Haberman, M. (2010). The pedagogy of poverty versus good teaching. Phi Delta 

Kappan, 92(2), 81-87. 

Hand, V. M. (2010). The co-construction of opposition in a low-track mathematics 

classroom. American Educational Research Journal, 47(1), 97-132.  

Hanks, W. F. (2005). Pierre Bourdieu and the practices of language. Annual Review 

of Anthropology, 34, 67-83. 



 

References 239 

Harling, K. (2002). An overview of case study. Paper presented at the learning 

workshop Case Studies: Their Future Role in Agricultural and Resource 

Economics. Long Beach, California. 

Harris, L. R. (2008). A phenomenographic investigation of teacher conceptions of 

student engagement in learning. Australian Educational Researcher, 35(1), 

57-79. doi:10.1007/Bf03216875. 

Harris, L. (2010). Delivering, modifying or collaborating? Examining three teacher 

conceptions of how to facilitate student engagement. Teachers and Teaching, 

16(1), 131-151. doi:10.1080/13540600903478037. 

Harris, L. (2011). Secondary teachers’ conceptions of student engagement: 

Engagement in learning or in schooling? Teaching and Teacher Education, 

27(2), 376-386. doi:10.1016/j.tate.2010.09.006. 

Haug, P. (2017). Understanding inclusive education: ideals and reality. Scandinavian 

Journal of Disability Research, 19(3), 206-217. 

Helve, H., & Bynner, J. (Eds.). (2007). Youth and Social Capital. London: Tufnell 

Press. 

Hemphill, S. A., Kotevski, A., Herrenkohl, T. I., Smith, R., Toumbourou, J. W., & 

Catalano, R. F. (2013). Does school suspension affect subsequent youth 

non‐violent antisocial behaviour? A longitudinal study of students in 

Victoria, Australia and Washington State, United States. Australian Journal 

of Psychology, 65(4), 236-249.  

Hendrick, H. (2005). Child Welfare And Social Policy: An Essential Reader. Bristol, 

UK: Policy Press. 

Hilgers, M. (2009). Habitus, freedom, and reflexivity. Theory & Psychology, 19(6), 

728-755.  



 

240 References 

Holdsworth, R. (2004). Good practice in learning alternatives. Learning Choices 

Expo, Sydney, 23.  

Holland, J., Reynolds, T., & Weller, S. (2007). Transitions, Networks and 

Communities: The Significance of Social Capital in the Lives of Children and 

Young People. Journal of Youth Studies, 10(1), 97-116.  

Holt, B. (2012). Identity matters: the centrality of ‘conferred identity’ as symbolic 

power and social capital in higher education mobility. International Journal 

of Inclusive Education, 16(9), 929-940. doi:10.1080/13603116.2011.580458. 

Howard, E., Hubelbank, J., & Moore, P. (1989). Employer evaluation of graduates: 

Use of the focus group. Nurse Educator, 4(5), 38-41.  

Huberman, M., & Miles, M. B. (2002). The Qualitative Researcher's Companion. 

Thousand Oaks, CA: SAGE Publications. 

Hughes, D., & Dumont, K. (1993). Using focus groups to facilitate culturally 

anchored research. Amercian Journal of Community Psychology.(21), 775-

806.  

Illich, I. (1974). Deschooling Society: Middlesex: Calder & Boyars. 

Jenkins, R. (2002). Pierre Bourdieu (rev. ed.). London: Routledge.  

Jenkins, N., Bloor, M., Fischer, J., Berney, L., & Neale, J. (2010). Putting it in 

Context: The use of Vignettes in Qualitative Interviewing. Qualitative 

Research, 10(2), 175-198 doi: 10.1177/1468794109356737. 

Johns, N. and Parker, D. (2017). A Successful Journey: Defining the measures of 

success for young people in flexible learning programs. Melbourne: Bayside 

Glen Eira Kingston. 

Kanpol, B. (1999). Critical pedagogy: An introduction. London: Greenwood 

Publishing Group. 



 

References 241 

Karmel, P. H. (1973). Schools in Australia: Report of the Interim Committee for the 

Australian Schools Commission, May 1973: Canberra: Australian 

Government Publishing Service. 

Kelley, R. (1996). Race Rebels: Culture, Politics, and the Black Working Class: New 

York: Free Press. 

Kellmayer, J. (1995). How to establish an alternative school. Thousand Oaks, Calif: 

Corwin Press. 

Kincheloe, J. L. (2008). Critical Pedagogy Primer (Vol. 1). New York: Peter Lang. 

Kincheloe, J. L. (2012). Critical Pedagogy in the Twenty-First Century: Evolution 

for Survival. Counterpoints, 422, 147-183. 

Kincheloe, J. L., (2012), Teachers as Researchers: Qualitative Inquiry as a Path to 

Empowerment ( Classic Ed.). London,  Routledge. 

Kincheloe, J. L., McLaren, P., Denzin, N. K., & Lincoln, Y. S. (2005). The Sage 

Handbook of Qualitative Research. Thousand Oaks: Sage Publications. 

Kirylo, J. D., Thirumurthy, V., Smith, M., & McLaren, P. (2010). Issues in 

Education: Critical Pedagogy: An Overview. Childhood Education, 86(5), 

332-334. doi:10.1080/00094056.2010.10521420. 

Kitzinger, J. (1994). The methodology of focus groups: The importance of 

interaction between research participants. Sociology of Health & Illness, 

16(1), 103. doi:10.1111/1467-9566.ep11347023. 

Kitzinger, J. (1995). Qualitative Research: introducing focus groups. British Medical 

Journal.(311), 299-302. doi:http://dx.doi.org/10.1136/bmj.311.7000.299. 

Krarup, T., & Munk, M. D. (2016). Field theory in cultural capital studies of 

educational attainment. British Journal of Sociology of Education, 37(5), 

761-779.  



 

242 References 

Krueger, Caspi, A., Moffitt, T. E., White, J., & Stouthamer‐Loeber, M. (1996). 

Delay of gratification, psychopathology, and personality: Is low self - control 

specific to externalizing problems? Journal of Personality, 64(1), 107-129.  

Krueger, R. (1994). Focus Groups: A practical guide for applied research. Thousand 

Oaks, CA: Sage. 

Lane, J. (2000). Pierre Bourdieu: A critical introduction. London: Pluto Press. 

Lane, K. L., Gresham, F. M., & O'Shaughnessy, T. E. (2002). Serving students with 

or at-risk for emotional and behavior disorders: Future challenges. Education 

and Treatment of Children (1), 507-521.  

Lange, C. M., Sletten, S. J., & National Association of State Directors of Special 

Education, A. V. A. (2002). Alternative Education: A Brief History and 

Research Synthesis.  

Lapan, S. (2011). Qualitative Research: An Introduction to Methods and Designs. 

Chichester: Wiley.  

Lareau, A., & Weininger, E. B. (2003). Cultural capital in educational research: A 

critical assessment. Theory and Society, 32(5-6), 567-606.  

Lehr, C. A., Lanners, E. J., & Lange, C. M. (2003). Alternative schools. policy and 

legislation across the United States. Research Report 1. Institute on 

Community Integration (NJ1). 

Lehr, C. A., & Lange, C. M. (2003). Alternative schools serving students with and 

without disabilities: What are the current issues and challenges?. Preventing 

School Failure: Alternative Education for Children and Youth, 47(2), 59-65. 

Lehr, C. A., Tan, C. S., & Ysseldyke, J. (2009). Alternative Schools A Synthesis of 

State-Level Policy and Research. Remedial and Special Education, 30(1), 19-

32. doi:10.1177/0741932508315645. 



 

References 243 

Leonard, M. (2005). Children, childhood and social capital: Exploring the links. 

Sociology-The Journal of the British Sociological Association, 39(4), 605-

622. doi:10.1177/0038505052490. 

Lingard, B. (2010). Policy borrowing, policy learning: Testing times in Australian 

schooling. Critical Studies in Education, 51(2), 129-147.  

Lingard, B., Sellar, S., & Baroutsis, A. (2015). Researching the habitus of global 

policy actors in education. Cambridge Journal of Education, 45(1), 25-42.  

Logan, G., & Clarke, E. (1984). State education in Queensland: A brief history.  

Luke, A., Green, J., & Kelly, G. J. (2010). What Counts as Evidence and Equity?  

Thousand Oaks CA: SAGE Publications.  

Maag, J. (2004). Behavior Management: From Theoretical Implications to Practical 

Applications. San Diego, CA: Singular Publishing Group Inc. 

MACER. (November 2005). The report of the behaviour management in Queensland 

schools. Queensland, Australia Retrieved from 

http://education.qld.gov.au/publication/production/reports/pdfs/2005/macer_r

eport.pdf. 

Mackey, A., & Gass, S. M. (2016). Stimulated recall methodology in applied 

linguistics and L2 research. New York: Routledge. 

MacLennan, G., & Lingard, R. (1983). Class, culture and the English teacher: 

Beyond reproduction? English in Australia (63), 38. 

MacLeod, J. (1995). Ain't no makin' it: Aspirations & Attainment in a low-income 

neighborhood. Boulder, CO: Westview. (Original work published 1987)  

Marsh, J. (2006). Popular culture in the literacy curriculum: A Bourdieuan analysis. 

Reading Research Quarterly, 41(2), 160-174. doi:10.1598/Rrq.41.2.1. 



 

244 References 

Marsh, C. (2009). Key Concepts for Understanding Curriculum. New York: 

Routledge. 

Marshall, C., & Rossman, G. B. (2010). Designing Qualitative Research. Thousand 

Oaks, Calif.: Sage Publications.  

Martin, J. L., Gregg, F., Hilgers, M., & Mangez, E. (2015). Bourdieu’s theory of 

social field: Concepts and applications. New York, N.Y.: Routledge. 

Maton, K. (2018). Thinking like Bourdieu: Completing the mental revolution with 

legitimation code theory Bourdieu’s Field Theory and the Social Sciences 

(pp. 249-268): Singapore: Palgrave Macmillan. 

Maxwell, J., A. (1996). Qualitative research design: An interactive approach. 

Thousand Oaks, California: Sage Publications. 

McFadden, B. E. (2010). At-risk youths and alternative education: A critical 

appraisal of the topic. Journal of Occupational Therapy, Schools, & Early 

Intervention, 3(1), 95-104. doi:10.1080/19411241003704809. 

McFarland, D. A. (2001). Student resistance: How the formal and informal 

organization of classrooms facilitate everyday forms of student defiance. 

American Journal of Sociology, 107(3), 612-678. doi:Doi 10.1086/338779. 

McGregor, G., & Mills, M. (2012). Alternative education sites and marginalised 

young people: ‘I wish there were more schools like this one’. International 

Journal of Inclusive Education, 16(8), 843-862. 

doi:10.1080/13603116.2010.529467. 

McGregor, G., Mills, M., te Riele, K., & Hayes, D. (2015). Excluded from school: 

getting a second chance at a 'meaningful' education. International Journal of 

Inclusive Education, 19(6), 608-625. doi:10.1080/13603116.2014.961684 



 

References 245 

McGrew, K. (2011). A review of class-based theories of student resistance in 

education: Mapping the origins and influence of Learning to Labor by Paul 

Willis. Review of Educational Research, 81(2), 234-266. 

McMahon, J., & McGannon, K. R. (2016). Whose stories matter? Re-vising, 

reflecting and re-discovering a researcher's embodied experience as a 

narrative inquirer. Sport, Education and Society, 21(1), 96-113. 

McMahon, B. J., & Zyngier, D. (2009). Student engagement: Contested concepts in 

two continents. Research in Comparative and International Education, 4(2), 

164-181.  

McNamara Horvat, E., & Earl Davis, J. (2011). Schools as sites for transformation: 

Exploring the contribution of habitus. Youth & Society, 43(1), 142-170.  

McWhirter, E., Shepard, R. E., & Hung-Morse, M. C. (2004). Counseling at-risk 

children and adolescents. Counseling children and adolescents, 311-354. 

Mercer, J. (2006). The challenges of insider research in educational institutions: 

Wielding a double-edged sword and resolving delicate dilemmas. Oxford 

Review of Education, 33(1), 1–17. 

Merriam, S. B. (2002). Qualitative Research in Practice: Examples for Discussion 

and Analysis: San Francisco: Jossey-Bass. 

Merriam, S. B. (2009). Qualitative Research: A Guide to Design and Interpretation. 

San Francisco: Jossey-Bass.  

Merriam, S. B., & Caffarella, R. (1999). Learning in adulthood 2nd ed. Lamb, R., & 

Brady, EM (2005). Participation in lifelong learning institutes: What turns 

members on, 207-224.  

Merton, R. K., Fiske, M., & Kendall, P. L. (1990). The Focussed Interview: A 

Manual of Problems and Procedures. (2nd ed.). New York: Free Press.  



 

246 References 

Meyers, A. (1988). Examining alternative education over the past thirty years. 

Education, 109 (1). 77-81. 

Miles, M. B., Huberman, A. M., & Saldana, J. (2014). Qualitative Data Analysis: A 

Method Sourcebook. CA, US: Sage Publications.  

Miller, J., & Glassner, B. (2010). The "Inside" and the "Outside": Finding Realities 

in Interviews. In D. Silverman (Ed.), Qualitative Research (3rd ed.). London: 

SAGE Publications. 99-112. 

Miller, R. (1989). Two hundred years of holistic education. Holistic Education 

Review, 1(1), 5-12.  

Mills, & Keddie, A. (2010). Cultural reductionism and the media: polarising 

discourses around schools, violence and masculinity in an age of terror. 

Oxford Review of Education, 36(4), 427-444.  

Mills, C. (2008). Reproduction and transformation of inequalities in schooling: The 

transformative potential of the theoretical constructs of Bourdieu. British 

Journal of Sociology of Education, 29(1), 79-89.  

Mills, C., & Gale, T. (2002). Schooling and the production of social inequalities: 

What can and should we be doing? Critical Studies in Education, 43(1), 107-

128.  

Mills, C., & Gale, T. (2007). Researching Social Inequalities in Education: Towards 

a Bourdieuian Methodology. International Journal of Qualitative Studies in 

Education (QSE), 20(4), 433-447.  

Mills, M., & McGregor, G. (2010). Re-engaging students in education: Success 

factors in alternative education. Report on a research project conducted for 

Youth Affairs Network Queensland (YANQ). 



 

References 247 

Mills, M., & McGregor, G. (2014). Re-engaging Young People in Education: 

Learning from Alternative Schools. New York: Routledge.  

 

Mitchell, I., & Carbone, A. (2011). A typology of task characteristics and their 

effects on student engagement. International Journal of Educational 

Research, 50(5-6), 257-270. 

Moi, T. (1991). Appropriating Bourdieu: Feminist theory and Pierre Bourdieu's 

sociology of culture. New Literary History, 22(4), 1017-1049.  

Morgan, D. L. (1996). Focus groups. Annual Review of Sociology, 22, 129-152. 

doi:10.1146/annurev.soc.22.1.129. 

Morrison, A. (2017). Bourdieu and higher education research: a bricolage approach. 

Higher Education Review, 49(3), 53-75.  

Morrissette, P. J. (2011). Exploring student experiences within the alternative high 

school context. Canadian Journal of Education, 34(2), 169-188.  

Morrow, V. (1999). Conceptualising social capital in relation to the well-being of 

children and young people: a critical review. The Sociological Review, 47(4), 

744-765.  

Morrow, V. (2004). Children's “social capital”: implications for health and well-

being. Health Education, 104(4), 211-225.  

Morrow, V. M. (2000). ‘Dirty looks’ and ‘trampy places’ in young people's accounts 

of community and neighbourhood: Implications for health inequalities. 

Critical Public Health, 10(2), 141-152.  

Murphy, M., & Costa, C. (2015). Theory as Method in Research: On Bourdieu, 

Social Theory and Education: Abingdon: Routledge.  



 

248 References 

Nagata, Y. (2007). Alternative Education: An Overview Alternative Education: 

Global Perspectives Relevant to the Asia-Pacific Region Dordrecht: Springer 

Netherlands. 

Naidoo, R. (2010). Global learning in a neoliberal age: Implications for development. 

Global inequalities and higher education: Whose interests are we serving, 

66-90.  

Naties, V. (1989). United Nations Convention on the Rights of the Child (UNCRC).  

Narayan, D. (2005). Conceptual framework and methodological challenges. In D. 

Narayan (Ed.), Measuring empowerment: Cross disciplinary perspectives (3–

38) (pp. 3–38). Herndon, VA: World Bank.  

Nelson, L. J., Cushion, C. J., & Potrac, P. (2006). Formal, nonformal and informal 

coach learning: A holistic conceptualisation. International Journal of Sports 

Science & Coaching, 1(3), 247-259.  

Neumann, R. A. (1994). A Report from the 23rd-International-Conference-on-

Alternative-Education. Phi Delta Kappan, 75(7), 547-549.  

Newton, X. A., Thompson, S. R., Oh, B., & Ferullo, L. (2017). Improving 

Opportunities for Bridging Social Capital: The Story of a Full-Service 

Community School Initiative at an Alternative High School. Educational 

Forum, 81(4), 418-431. doi:10.1080/00131725.2017.1350235. 

Nolan, K. M. (2011). Oppositional behavior in urban schooling: Toward a theory of 

resistance for new times. International Journal of Qualitative Studies in 

Education, 24(5), 559-572. 

Ochs, E., Solomon, O., & Sterponi, L. (2005). Limitations and transformations of 

habitus in Child-Directed Communication. Discourse Studies, 7(4-5), 547-

583. doi:10.1177/1461445605054406. 



 

References 249 

O’Donoghue, M. (2013). Putting working-class mothers in their place: social 

stratification, the field of education, and Pierre Bourdieu's theory of practice. 

British Journal of Sociology of Education, 34(2), 190-207.  

Ogbu, J. U., & Simons, H. D. (1998). Voluntary and involuntary minorities: a 

cultural‐ecological theory of school performance with some implications for 

education. Anthropology & Education Quarterly, 29(2), 155-188.  

Papapolydorou, M. (2015). Inequalities, parental social capital and children’s 

education. In Theory as Method in Research: On Bourdieu, Social Theory 

and Education, 95 - 112, London: Routledge. 

Parker, A., & Tritter, J. (2006). Focus group method and methodology: current 

practice and recent debate. International Journal of Research & Method in 

Education, 29(1), 23-37. 

Pawar, M. (2006). “Social” “capital”? The Social Science Journal, 43(2), 211-226. 

doi:10.1016/j.soscij.2006.02.002. 

Pitt, A.J. (1998). Qualifying resistance: Some comments on methodological 

dilemmas. International Journal of Qualitative Studies in Education, 11(4), 

535-553.  

Plows, V., Bottrell, D., & Te Riele, K. (2017). Valued outcomes in the counter-

spaces of alternative education programs: success but on whose scale? 

Geographical Research, 55(1), 29-37. doi:10.1111/1745-5871.12186. 

Polit, D. F., & Beck, C. T. (2010). Generalization in quantitative and qualitative 

research: Myths and strategies. International Journal of Nursing Studies, 

47(11), 1451-1458.  

Porowski, A., O'Conner, R., Luo, J. L., & Regional Educational Laboratory, M.-A. 

(2014). How Do States Define Alternative Education?  2014-038.  



 

250 References 

Portes, A. (1998). Social Capital: Its origins and applications in modern sociology. 

Annual Review of Sociology, 24, 1-24. doi:DOI 10.1146/annurev.soc.24.1.1. 

Prior, N. (2013). Juvenile Justice and Alternative Education : A Life Course 

Assessment of Best Practices (1st edn.). El Paso: LFB Scholarly Publishing 

LLC. 

Putnam, R. D. (1995). Tuning in, tuning out: The strange disappearance of social 

capital in America. PS: Political Science & Politics, 28(4), 664-683.  

Putnam, R. D. (2000). Bowling alone: the collapse and revival of American 

community. Paper presented at the Proceedings of the 2000 ACM conference 

on Computer supported cooperative work, Philadelphia, Pennsylvania.  

Queensland Government. (2002). Education and Training Reforms for the Future 

(ETRF). Brisbane: Queensland Government. 

Quinn, M. M., Poirier, J. M., Osher, D., & Skiba, R. (2006).Study of Effective 

Alternative Education Programs: Final Grant Report. Washington, DC,: 

American Institutes for Research.  

Raffo, C. (2003). Disaffected young people and the work-related curriculum at key 

stage 4: issues of social capital development and learning as a form of 

cultural practice. Journal of Education and Work, 16(1), 69-86. 

Raffo, C., & Reeves, M. (2000). Youth transitions and social exclusion: 

developments in social capital theory. Journal of Youth Studies, 3(2), 147-

166.  

Rawolle, S., & Lingard, B. (2008). The sociology of Pierre Bourdieu and researching 

education policy. Journal of Education Policy, 23(6), 729-741. doi:Pii 

905605075 10.1080/02680930802262700. 



 

References 251 

Raygoza, M. C. (2016). Striving Toward Transformational Resistance: Youth 

Participatory Action Research in the Mathematics Classroom. Journal of 

Urban Mathematics Education, 9(2). 122-152. 

Raywid, M. (1990) Alternative education: the definition problem, Changing Schools, 

18(4-5), 10. 

Raywid, M. A. (1994). "Alternative schools: The state of the art. Educational 

Leadership,52(1), pp. 26 -31. Washington, D.C: National Education 

Association, Dept. of Supervision and Curriculum Development. 

Reay, D. (1995). ‘They employ cleaners to do that’: Habitus in the primary 

classroom. British Journal of Sociology of Education, 16(3), 353-371. 

Reay, D. (1998). ’Always knowing’and ‘never being sure’: familial and institutional 

habituses and higher education choice. Journal of Education Policy, 13(4), 

519-529. 

Reay, D.  (2004, January). Cultural capitalists and academic habitus: Classed and 

gendered labour in UK higher education. In Women's Studies International 

Forum.27 (1) 31-39). doi:10.1016/j.wsif.2003.12.006. 

Reay, D. (2004). ‘It's all becoming a habitus’: beyond the habitual use of habitus in 

educational research. British Journal of Sociology of Education, 25(4), 431-

444. doi:10.1080/0142569042000236934. 

Reay, D. (2011). White Middle-Class Identities and Urban Schooling. London: 

Palgrave Macmillan UK. 

Reay, D. (2015). Habitus and the psychosocial: Bourdieu with feelings. Cambridge 

Journal of Education, 45(1), 9-23. 

Reay, D., David, M., & Ball, S. (2001). Making a difference?: Institutional habituses 

and higher education choice. Sociological Research Online, 5(4), 1-12.  



 

252 References 

Reay, D., Hollingworth, S., Williams, K., Crozier, G., Jamieson, F., James, D., & 

Beedell, P. (2007). A darker shade of pale?'Whiteness, the middle classes and 

multi-ethnic inner city schooling. Sociology, 41(6), 1041-1060.  

Reay, D., & Mirza, H. (2005). Doing parental involvement differently: black 

women’s participation as educators and mothers in black supplementary 

schooling. Activating participation: parent and teachers working towards 

partnership. Trentham: Stoke-on-Trent. UK. Trentham Books.  

Rowan, L., Knobel, M., Bigum, C., & Lankshear, C. (2002). Boys, lLiteracies and 

Schooling. Buckingham: Open University Press.  

Ryan M (1996) Doing longitudinal research: A personal reflection. In: Fook J (ed.) 

The Reflective Researcher: Social Workers’ Theories of Practice Research. St 

Leonards, NSW: Allen and Unwin, pp.111–124. 

Sable, J., Plotts, C., Mitchell, L., & National Center for Education, S. (2010). 

Characteristics of the 100 Largest Public Elementary and Secondary School 

Districts in the United States: 2008-09. Statistical Analysis Report. 

Washington: NCES 2011-301.  

Saldana, J. (2009). Coding Manual for Qualitative Researchers: Thousand Oaks CA: 

SAGE Publications. 

Sanders, C., & Robson, K. (2009). Quantifying Theory: Pierre Bourdieu (pp. 1-9) 

Springer, Dordrecht.  

Sassatelli, R., Santoro, M., & Willis, P. (2009). An interview with Paul Willis 

commodification, resistance and reproduction. European Journal of Social 

Theory, 12(2), 265-289. doi: 10.1177/1368431009106205. 



 

References 253 

Sax, L. (2005). Why Gender Matters: What Parents and Teachers Need to Know 

About the Emerging Science of Sex Differences. doi: 

http://dx.doi.org/10.14507/er.v0.533. 

Schaefer-McDaniel, N. J. (2004). Conceptualizing social capital among young 

people: Towards a new theory. Children Youth and Environments, 14(1), 

153-172.  

Schram, T. H. (2006). Conceptualizing and Proposing Qualitative Research. New 

Jersey: Prentice Hall.  

Schutz, A. (1967). The phenomenology of the social world (trans. G. Walsh and F. 

Lehnert). Evanston, IL: Northwestern University Press. 

Schwab, J. R., Johnson, Z. G., Ansley, B. M., Houchins, D. E., & Varjas, K. (2016). 

A Literature Review of Alternative School Academic Interventions for 

Students With and Without Disabilities. Preventing School Failure, 60(3), 

194-206. doi:10.1080/1045988x.2015.1067874. 

Scott, J. C. (1985;1987;). Weapons of the Weak: Everyday forms of Peasant 

Resistance. New Haven: Yale University Press. 

Seidman, I. (2013). Interviewing As Qualitative Research: A Guide for Researchers 

in Education And the Social Sciences. New York: Teachers College Press. 

Semel, S. F., & Sadovnik, A. R. (2008). The Contemporary Small-School 

Movement: Lessons from the History of Progressive Education. Teachers 

College Record, 110(9), 1744-1771.  

Shor, I. (1992). Empowering education. Chicago: University of Chicago Press. 

Siegrist, J., Drawdy, L., Leech, D., Gibson, N., Stelzer, J., & Pate, J. (2010). 

Alternative education: New responses to an old problem. Journal of 

Philosophy and History of Education, 60, 133-140.  



 

254 References 

Simons, H. (2009). Case Study Research in Practice. London: SAGE Publications.  

Simonsen, B., & Sugai, G. (2013). PBIS in alternative education settings: Positive 

support for youth with high-risk behavior. Education and Treatment of 

Children, 36(3), 3-14.  

Slee, R. (1986). Integration: The disruptive student and suspension. The Urban 

Review, 18(2), 87-103. 

Slee, R. (2011). The irregular school: exclusion, schooling and inclusive education. 

Abingdon, Oxon: Routledge.  

Sliwka, A. (2008). The contribution of alternative education. Innovating to learn, 

learning to innovate, 93. Paris: OEDC. 

Smidt, S. (2014). Introducing Paulo Freire: A Guide for Students, Teachers, and 

Practitioners.  London: Routledge. 

Smyth, J. (2006). ‘When students have power’: student engagement, student voice, 

and the possibilities for school reform around ‘dropping out’of school. 

International Journal of Leadership in education, 9(4), 285-298. 

Smyth, J., & McInerney, P. (2012). Sculpting a ‘social space’for re-engaging 

disengaged ‘disadvantaged’young people with learning. Journal of 

Educational Administration and History, 44(3), 187-201.  

Solomonides, I., Reid, A. M., & Petocz, P. (2012). Engaging with learning in higher 

education. Faringdon, Oxfordshire: Libri. 

Solorzano, D. G., & Bernal, D. D. (2001). Examining transformational resistance 

through a critical race and latcrit theory framework - Chicana and Chicano 

students in an urban context. Urban Education, 36(3), 308-342. doi:Doi 

10.1177/0042085901363002. 



 

References 255 

Stahl, G. (2015). Egalitarian Habitus: Narratives of Reconstruction in Discourses of 

Aspiration and Change Bourdieu, Habitus and Social Research (pp. 21-38): 

London: Springer. 

Stake, R. E. (1995). The Art of Case Study Research. Thousand Oaks: Sage 

Publications. 

Stake, R. E. (2006). Multiple Case Study Analysis. New York: Guilford Publications. 

Stake, R. E. (2013). Multiple Case Study Analysis.  New York: Guilford Press. 

Stanton-Salazar, R. D. (2011). A social capital framework for the study of 

institutional agents and their role in the empowerment of low-status students 

and youth. Youth & Society, 43(3), 1066-1109.  

Stanton-Salazar, R. D., & Spina, S. U. (2005). Adolescent peer networks as a context 

for social and emotional support. Youth & Society, 36(4), 379-417.  

Steiner, P. M., & Atzmüller, C. (2016). Designing valid and reliable vignette 

experiments for survey research: A case study on the fair gender income gap. 

Journal of Methods and Measurement in the Social Sciences, 7(2), 52-94.  

Stewart, D. W., & Shamdasani, P. N. (2014). Focus Groups: Theory and Practice 

(Vol. 20). Thousand Oaks: Sage Publications.  

Te Riele, K. (2006). Youth ‘at risk’: further marginalizing the marginalized?. Journal 

of Education Policy, 21(2), 129-145. 

Te Riele, K. (2007). Educational alternatives for marginalised youth. Australian 

Educational Researcher, 34(3), 53-68. doi:Doi 10.1007/Bf03216865. 

Te Riele, K. (Ed.). (2009). Making schools different: Alternative approaches to 

educating young people. Thousand Oaks CA: Sage. 



 

256 References 

Te Riele, K. (2012). Learning Choices: A map for the future, Dusseldorp skills 

forum. Victoria Institute for Education, Diversity and Lifelong Learning, 

Victoria University, Melbourne.  

Te Riele, K. (2014). Putting the jigsaw together: Flexible learning programs in 

Australia. Final report. Melbourne: The Victoria Institute for Education, 

Diversity and Lifelong Learning. 

Te Riele, K., Wilson, K., Wallace, V., McGinty, S., & Lewthwaite, B. (2017). 

Outcomes from Flexible Learning Options for Disenfranchised Youth: What 

Counts? International Journal of Inclusive Education, 21(2), 117-130. 

doi:10.1080/13603116.2016.1168878. 

Terrion, J. L. (2006). Building social capital in vulnerable families: Success markers 

of a school-based intervention program. Youth & Society, 38(2), 155-176.  

Thomas, J., Dyment, J., Moltow, D., & Hay, I. (2016). ‘It is my decision, and it's 

really up to me. But they wanted me to do it’: an exploration of choice in 

enrolling in a reengagement programme. International Journal of Inclusive 

Education, 20(11), 1172-1187. doi:10.1080/13603116.2016.1155665. 

Thomas, J., McGinty, S., te Riele, K., & Wilson, K. (2017). Distance travelled: 

outcomes and evidence in flexible learning options. Australian Educational 

Researcher, 44(4-5), 443-460. doi:10.1007/s13384-017-0239-6. 

Thomas, L. (2002). Student retention in higher education: the role of institutional 

habitus. Journal of Education Policy, 17(4), 423-442. 

doi:10.1080/02680930210140257. 

Thompson, R. (2011). Reclaiming the Disengaged? A Bourdieuian Analysis of 

Work-Based Learning for Young People in England. Critical Studies in 

Education, 52(1), 15-28.  



 

References 257 

Thompson, S. R. (2016). An ethnographic inquiry into the dynamic nature of the 

resilience building process of teachers in an alternative high school. 

University of Massachusetts: Lowell.    

Thomson, P., & Pennacchia, J. (2016a). Disciplinary regimes of 'care' and 

complementary alternative education. Critical Studies in Education, 57(1), 

84-99. doi:10.1080/17508487.2016.1117506. 

Thomson, P., & Pennacchia, J. (2016b). Hugs and behaviour points: Alternative 

education and the regulation of "excluded' youth. International Journal of 

Inclusive Education, 20(6), 622-640. doi:10.1080/13603116.2015.1102340.  

Thomson, P., & Pennacchia, J. (2014). What’s the alternative? Effective 

support for young people disengaging from education. London: The 

Prince’s Trust. 

Tobin, K. (2000). Interpretive Research in Science Education. In A. Kelly, E. & R. 

Lesh (Eds.), Handbook of Research Design in Mathematics and Science 

Education. Mahwah, NJ: Lawrence Erlbaum. 

 Tuck, E. (2011). Humiliating ironies and dangerous dignities: A dialectic of school 

pushout. International Journal of Qualitative Studies in Education, 24(7), 

817-827. 

Tuck, E., & Yang, K. W. (2011). Youth resistance revisited: New theories of youth 

negotiations of educational injustices. International Journal of Qualitative 

Studies in Education, 24(5), 521-530.  

Tuck, E., & Yang, K. W. (2014). The history and emergence of youth resistance in 

educational research. Youth resistance research and theories of change, 

25À29. New York: Routledge. 



 

258 References 

Tuijnman, A., & Boström, A.-K. (2002). Changing notions of lifelong education and 

lifelong learning. International Review of Education, 48(1-2), 93-110.  

Turton, A. M., Umbreit, J., & Mathur, S. R. (2011). Systematic Function-Based 

Intervention for Adolescents with Emotional and Behavioral Disorders in an 

Alternative Setting: Broadening the Context. Behavioral Disorders, 36(2), 

117-128.  

Vaismoradi, M., Jones, J., Turunen, H., & Snelgrove, S. (2016). Theme development 

in qualitative content analysis and thematic analysis. Journal of Nursing 

Education and Practice, 6(5), 100.  

Vallee, D. (2017). Student engagement and inclusive education: reframing student 

engagement. International Journal of Inclusive Education, 21(9), 920-937. 

doi:10.1080/13603116.2017.1296033. 

Van de Werfhorst, H. G. (2010). Cultural capital: strengths, weaknesses and two 

advancements. British Journal of Sociology of Education, 31(2), 157-169.  

Van Manen, M. (2016). Researching lived experience: Human science for an action 

sensitive pedagogy. London: Routledge. 

VanWynsberghe, R., & Khan, S. (2007). Redefining Case Study. International 

Journal of Qualitative Methods, 6, 2. 80-94. 

Walker, G. (2015). Institutional habitus and educational outcomes of Looked After 

Children: lessons for teachers. Teacher Education Advancement Network 

Journal (TEAN), 7(1), 51-61.  

Wallace, D. (2017). Reading ‘race’ in Bourdieu? Examining black cultural capitala 

among black caribbean youth in south London. Sociology, 51(5), 907-923. 

doi:10.1177/0038038516643478. 



 

References 259 

Watson, & Kehler, M. (2012). Beyond the" boy problem": Raising questions, 

growing concerns and literacy reconsidered. New England Reading 

Association Journal, 48(1), 43 -55. 

Watson, S. (2007). Boys, masculinity and school violence: reaping what we sow. 

Gender and Education, 19(6), 729-737.  

Webb, J., Schirato, T., & Danaher, G. (2002). Understanding Bourdieu. London: 

Sage. 

Weller, D. S. (2006). Skateboarding alone? Making social capital discourse relevant 

to teenagers’ lives. Journal of Youth Studies, 9(5), 557-574.  

West, D, (2013). What’s in a sign? Narrative inquiry and deaf storytellers. In S. 

Trahar, (Ed.), Contextualising narrative inquiry: Developing methodological 

approaches for local contexts (pp. 1-19). London: Routledge. 

Williams, J., & Choudry, S. (2016). Mathematics capital in the educational field: 

Bourdieu and beyond. Research in Mathematics Education, 18(1), 3-21.  

Willis, P. (1977). Learning to Labor: How Working Class Kids Get Working Class 

Jobs: London: Routledge. 

Willis, P. (2003). Foot soldiers of modernity: The dialectics of cultural consumption 

and the 21st-century school. Harvard Educational Review, 73(3), 390-415. 

Woods, P. A., & Woods, G. J. (2009). Alternative education for the 21st century: 

London: Palgrave Macmillan. 

Wright, R. (2008). Kicking the habitus: power, culture and pedagogy in the 

secondary school music curriculum. Music Education Research, 10(3), 389-

402. doi:10.1080/14613800802280134. 

Wyn, J., McCarthy, G., Wierenga, A., Jones, M., Lewis, A., O’Donovan, R.,. Faivel, 

S. (2014). Enabling spaces for learning: A knowledge archive and shared 



 

260 References 

measurement framework. Melbourne: Youth Research Centre Melbourne 

Graduate School of Education. University of Melbourne.  

Yin, R. (2014). Case Study Research : Design and Methods (5th edition.). Thousand 

Oaks CA: Sage.  

Yin, R. K. (2009). Case Study Research: Design and Methods: London: SAGE 

Publications. 

Yosso, T. J., & Solórzano, D. G. (2006). Leaks in the Chicana and Chicano 

Educational Pipeline. Latino Policy & Issues Brief. Number 13. Los Angeles: 

UCLA Chicano Studies Research Center (NJ1).  

Young, T. W. (1990). Public alternative education: options and choice for today's 

schools. New York: Teachers College Press. 

Zainal, Z. (2007). Case study as a research method. Jurnal Kemanusiaan, 5(1).1-6. 

Zweig, J. M. (2003). Vulnerable youth: Identifying their need for alternative 

educational settings. Washington, DC: Urban Institute. 

Zyngier, D. (2008). (Re)conceptualising Student Engagement: Doing Education Not 

Doing Time. Teaching and Teacher Education. An International Journal of 

Research and Studies, 24(7), 1765-1776.  

 

 

 

 

 

 

 



 

Appendices 261 

Appendices  

Appendix A: Student participant information and consent form 

CONSENT FORM FOR QUT RESEARCH PROJECT 
– Student Interview/Focus Group/Observations – 

Educational Engagement: A Capital Idea 
QUT Ethics Approval Number 1300000842 

RESEARCH TEAM CONTACTS  
Steven Newton Dr Derek Bland Dr Radha Iyer 
School of Cultural & Professional Learning 
Faculty of Education, QUT 

School of Cultural & Professional Learning 
Faculty of Education, QUT 

School of Cultural & Professional Learning 
Faculty of Education, QUT 

Phone 38166666 Phone 3138 3469  Phone 3138 3418  
Email steve.newton@student.qut.edu.au Email d.bland@qut.edu.au Email Radha.iyer@qut.edu.au 

STATEMENT OF PARENT CONSENT 

By signing below, you are indicating that you: 
 Have read and understood the information document regarding this project. 
 Have had any questions answered to your satisfaction. 

 Understand that if you have any additional questions you can contact the 
research team. 

 Understand that your child is free to withdraw at any time, without comment 
or penalty. 

 Understand that you can contact the Research Ethics Unit on 3138 5123 or 
email ethicscontact@qut.edu.au if you have concerns about the ethical 
conduct of the project. 

 Have discussed the project with your child and what is required of them if 
participating.  

 Understand that the project will include an audio recording. 

 Agree for your child to participate in  □ focus group 
□ Interview 
□ classroom observations 

Name  

Signature  

Date   
STATEMENT OF CHILD CONSENT 
Your parent or guardian has given their permission for you to be involved in this 
research project.  This form is to seek your consent to participate in the research.   
By signing below, you are indicating that you: 

 Have read and understood the information about this project. 
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 Have discussed the project with your parent/guardian.  

 Have had any questions answered to your satisfaction. 

 Understand that if you have any additional questions you can contact the research team. 

 Understand that you are free to withdraw at any time, without comment or penalty. 

 Understand that you can contact the Research Ethics Unit on 3138 5123 or email 
ethicscontact@qut.edu.au if you have concerns about the ethical conduct of the project. 

 Understand that the project will include an audio recording. 

 Agree to participate in  □ a focus group 
□ Interview 

□ Classroom observations 

 □ Give consent for the for the researcher to access your student file held at Indigo Centre 

 

Name  

Signature  

Date   
 

Please return this sheet to the investigator. 
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Appendix B: Parent participant information and consent form 

PARTICIPANT INFORMATION FOR QUT RESEARCH 
PROJECT 

–Parent Interview – 

Educational Engagement: A Capital Idea 
QUT Ethics Approval Number 1300000842 

RESEARCH TEAM  
Steven Newton Dr Derek Bland Dr Radha Iyer  
School of Cultural & Professional Learning 
Faculty of Education, QUT 

School of Cultural & Professional Learning 
Faculty of Education, QUT 

School of Cultural & Professional Learning 
Faculty of Education, QUT 

 

Phone 38166666  Phone 3138 3469  Phone 3138 3418   

Email steve.newton@student.qut.edu.au Email d.bland@qut.edu.au 
Email radha.iyer@qut.edu.au 
 

 

DESCRIPTION 
This project is being undertaken as part of a Doctor of Education research project for Steven Newton.   
The purpose of this project is to explore and understand the social factors influencing the educational 
decisions of students attending an Alternative Education Program.  You are invited to participate in 
this project because you are a parent of a student attending the Indigo Centre. Only one parent of 
each student is required to participate in an interview. 
YOUR PARTICIPATION 
Your participation will involve a commitment of approximately 3 hours which will include 

 an audio recorded interview at Indigo Centre or another agreed location that will take 
approximately 1 hour, on three separate occasions, each approximately 1 week apart. 
According the literature this format, 3 interviews over 3 weeks, reduces the influence of the 
immediate environment on interview outcomes. The questions will be on topics such as your 
thoughts about school, including the curriculum and behavioural expectations and your 
child’s school experiences. 

Your participation in this project is entirely voluntary. If you do agree to participate you can withdraw 
from the project without comment or penalty and that if you withdraw, any identified data will be not 
be used for the study and will be destroyed. Your decision to participate or not participate will in no 
way impact upon your current or future relationship with QUT or with the Indigo Centre. 
YOUR CHILD’S PARTICIPATION 
Your child will be invited to participate and their participation will involve  

 An audio recorded focus group at Indigo Centre that will take approximately 1 hour.  
 An audio recorded interview at Indigo Centre or another agreed location that will take 

approximately 30 minutes of your time, on three separate occasions, each approximately 1 
week apart.  

 Observations (30 hours across 3 weeks) conducted of the regular timetabled lessons at Indigo 
Centre. These observations are in order to gain a better understanding of the relationship 
between staff and students. 

As your child is under 18 you will be asked to provide your written consent in addition to their written 
consent to participate.  
ADDITIONAL CONSENT 
To complement the data collected from the aforementioned methods, the research team is asking 
your permission to access your child’s student file as held at the Indigo Centre. The information sought 
from this file relates to the reasons for your child’s referral to the Indigo Centre.  
EXPECTED BENEFITS 
It is expected that this project will not benefit you or your student directly. However, it may benefit 
other students attending Alternate Programs as it is anticipated the research may assist in the 
development of new curriculum for Alternative Programs. 
RISKS 
There are minimal risks associated with your participation in this project. These include: 

 Inconvenience in determining venue and times for interviews. 
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 A low risk of discomfort in the negotiation process 
 A low risk of discomfort for you when discussing your experiences and thoughts about school. 

 
In order to minimize any inconvenience to you, the exact time and location of interviews will be 
negotiable. At the beginning of the interview, procedures to follow should you experience any 
discomfort during the interview will be outlined. These may include a requesting a short break, 
withdrawing from the interview and/or the rescheduling of the interview. If during the interview 
process you choose to withdraw from the interview your data will not be utilised. QUT provides for 
limited free counselling for research participants of QUT projects who may experience discomfort or 
distress as a result of their participation in the research.  Should you wish to access this service please 
contact the Clinic Receptionist of the QUT Psychology Clinic on 3138 0999.  Please indicate to the 
receptionist that you are a research participant. 
PRIVACY AND CONFIDENTIALITY 
All comments and responses will be treated confidentially.  The names of individual persons are not 
required in any of the responses. As the project involves audio recording, you will have the opportunity 
to verify your comments and responses prior to final inclusion and the audio recording will be 
destroyed at the end of the project. 
CONSENT TO PARTICIPATE 
We would like to ask you to sign a written consent form (enclosed) to confirm your agreement to 
participate. We would also ask you to provide written consent on your child’s consent form to confirm 
your agreement for them to participate. 
QUESTIONS / FURTHER INFORMATION ABOUT THE PROJECT 
If have any questions or require further information please contact one of the research team members 
below. 

Steven Newton Dr Derek Bland Dr Radha Iyer  
School of Cultural & Professional Learning 
Faculty of Education, QUT 

School of Cultural & Professional Learning 
Faculty of Education, QUT 

School of Cultural & Professional Learning 
Faculty of Education, QUT 

 

Phone 38166666  Phone 3138 3469  Phone 3138 3418   

Email steve.newton@student.qut.edu.au Email d.bland@qut.edu.au 
Email radha.iyer@qut.edu.au 
 

 

CONCERNS / COMPLAINTS REGARDING THE CONDUCT OF THE PROJECT 
QUT is committed to research integrity and the ethical conduct of research projects.  However, if you 
do have any concerns or complaints about the ethical conduct of the project you may contact the QUT 
Research Ethics Unit on 3138 5123 or email ethicscontact@qut.edu.au. The QUT Research Ethics Unit 
is not connected with the research project and can facilitate a resolution to your concern in an 
impartial manner. 

 

 

CONSENT FORM FOR QUT RESEARCH PROJECT 
– Parent Interview – 

Educational Engagement: A Capital Idea 
QUT Ethics Approval Number 1300000842 

RESEARCH TEAM CONTACTS Please list all members and organisations in this section 
Steven Newton Dr Derek Bland Dr Radha Iyer  

School of Cultural & Professional Learning 
Faculty of Education, QUT 

School of Cultural & Professional 
Learning 
Faculty of Education, QUT 

School of Cultural & Professional Learning 
Faculty of Education, QUT 

 

Phone 38166666 Phone 3138 3469  Phone 3138 3418   
Email steve.newton@student.qut.edu.au Email d.bland@qut.edu.au Email Radha.iyer@qut.edu.au  

STATEMENT OF CONSENT 

By signing below, you are indicating that you: 
 Have read and understood the information document regarding this project. 

 Have had any questions answered to your satisfaction. 

 Understand that if you have any additional questions you can contact the research team. 

 Understand that you are free to withdraw at any time, without comment or penalty. 



 

Appendices 265 

 Understand that you can contact the Research Ethics Unit on 3138 5123 or email 
ethicscontact@qut.edu.au if you have concerns about the ethical conduct of the project. 

 Understand that the project will include an audio recording. 

 □ Agree to participate in the project (interview). 

 □ Give consent for the researcher to access your students file held at the Indigo Centre. 

Name  

Signature  

Date   
. 

Please return this sheet to the investigator. 
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Appendix C: Approach letter to the Behaviour Co-ordinator  

TITLE OF PROJECT:  Education Engagement: A Capital Idea 
QUT Ethics Approval Number: 1300000842 
RESEARCHER:  Mr Steven Newton  
RESEARCH TEAM: 
 

Steven Newton     Dr Derek Bland Dr Radha Iyer 
School of Cultural & Professional Learning 
Faculty of Education, QUT 

School of Cultural & Professional Learning 
Faculty of Education, QUT 

School of Cultural & Professional Learning 
Faculty of Education, QUT 

Phone 3816 6666  Phone 3138 3469  Phone 3138 3418  
Email steve.newton@student.qut.edu.au Email d.bland@qut.edu.au Email radha.iyer@qut.edu.au 

 
Dear XXXX, 
 
This letter is to request your permission and assistance to undertake a research 
study at the Indigo Centre. The purpose of the study is to explore and understand 
the social factors influencing the educational decisions of students attending an 
Alternative Education Program.   

As part of the process of seeking to undertake research within Department of 
Education, Training and Employment (DETE) sites, I have applied and gained 
approval from the Principal Research Officer, Strategic Policy and Portfolio 
Relations, Department of Education, Training and Employment and as such have 
attached the approval documentation. I have also attached the ethics approval 
documentation obtained from Queensland University of Technology Ethics 
Committee.  

This research project is a qualitative case study design, incorporating  
 document analysis – student files of currently enrolled students 
 classroom observations – 30 hours over 4 weeks 
 focus groups – current students 
 interviews with current students, staff and parents.  

 
The purpose of this letter is to initiate a discussion with you, in your capacity as 
Behaviour Coordinator regarding  

 
 your permission to enter the Indigo Centre in the capacity as a researcher 
 informing staff, parents and students of the Indigo Centre of the project and 

inviting them to participate in the research project 
 requesting your permission to access student files relevant, on condition of 

the informed consent of parents and students as well. 
 Undertaking classroom observations during a 4-week period within the 

regular operating hours of the Centre, on condition of the informed consent 
of the teachers and students concerned. 
 

Thank you for considering my request and I look forward to hearing from you. 

 
Steven Newton 
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Appendix D: Behaviour Co-ordinator consent form 

PARTICIPANT INFORMATION FOR QUT RESEARCH PROJECT 
–Behaviour Coordinator – 

QUT Ethics Approval Number 1300000842 

RESEARCH TEAM   
Principal Researcher: Steven Newton, Student, Queensland University of Technology  
Associate Researchers: Dr Derek Bland, QUT, Dr Radha Iyer, QUT 

DESCRIPTION 
This project is being undertaken as part of a Doctor of Education research project for Steven Newton.   
The purpose of this project is to explore and understand the social factors influencing the educational 
decisions of students attending an Alternative Education Program.  Participation is voluntary with 
participants being asked to consent to being interviewed, observed (students/teachers) and 
participating in focus groups. 
PARTICIPATION OF THE CENTRE 
Participation of the Centre (staff/students/parents) is voluntary and will involve  

 Focus Groups - Audio recorded focus groups at Indigo Centre will take approximately 1 hour 
of the student’s time. Students will be asked to provide responses to a fictional student’s 
experiences at school. A short story will be read to the group and students will be asked for 
their thoughts about the story, specifically how the student might respond to the events in 
the story.  

 Interviews – Approximately 3 hours of audio recorded interviews per participant, structured 
as three 1-hour interviews conducted on three separate occasions, each approximately 1 
week apart. According the literature this format, 3 interviews over 3 weeks, reduces the 
influence of the immediate environment on interview outcomes. The interviews will be 
conducted at the Indigo Centre or another mutually agreed upon location. The interview 
questions will be on topics such as your thoughts and feelings about school, including 
curriculum and behavioural expectations. 

 Classroom Observations (30 hours across 3 weeks) conducted of the regular timetabled 
lessons at Indigo Centre. These observations are in order to gain a better understanding of 
the relationship between staff and students. 

 Analysis of relevant student file (subject to informed consent from students/parents and 
approval by relevant DETE authority) 

The exact time and location of interviews and focus groups will be negotiated with teachers, parents 
and students to limit the inconvenience of their participation. It is necessary for classroom 
observations to be conducted during class time over a 3-week period in Term 2, 2014 with the exact 
lessons observed to be negotiated with the staff to limit inconvenience for teaching staff. 
PARTICIPANT RECRUITMENT 
Due to the small number of students attending the Indigo Centre, a straightforward recruitment process will be 
employed with ALL staff, students and their parents being contacted and invited to attend an information session. 
The information session would outline the purpose of the project and the voluntary nature of their participation. 
There will be no selection process as such, with ALL participants who provide written consent able to be included 
in the project. 
YOUR PARTICIPATION 
As manager of the coordinator of the Centre, your participation is voluntary and will involve 

 Providing written consent for the researcher to undertake this project at the Indigo Centre. 
 Allowing an initial information session to be held in the Centre after school. 
 Approaching staff, students and parents to provide information and invite participation 
 Allowing the researcher to undertake 30 hours of classroom observation over a three-week 

period.  
 Facilitate researcher access to relevant student file (subject to informed consent from 

students/parents and approval by relevant DETE authority) 
EXPECTED BENEFITS 
It is expected that this project will not benefit you directly. However, it may benefit staff and students 
in Alternate Education Programs. 



 

268 Appendices 

PRIVACY AND CONFIDENTIALITY 
All comments and responses will be treated confidentially.  The names of individual persons are not required in 
any of the responses. All the audio recordings will be destroyed at the end of the project. 
CONSENT TO PARTICIPATE 
We would like to ask you to sign a written consent form (enclosed) to confirm your agreement to 
participate. 
QUESTIONS / FURTHER INFORMATION ABOUT THE PROJECT 
If have any questions or require further information please contact one of the research team members 
below. 

Steven Newton Dr Derek Bland Dr Radha Iyer  
School of Cultural & Professional Learning 
Faculty of Education, QUT 

School of Cultural & Professional Learning 
Faculty of Education, QUT 

School of Cultural & Professional Learning 
Faculty of Education, QUT 

 

Phone 3816666  Phone 3138 3469  Phone 3138 3418   
Email steve.newton@student.qut.edu.au Email d.bland@qut.edu.au Email radha.iyer@qut.edu.au  

CONCERNS / COMPLAINTS REGARDING THE CONDUCT OF THE PROJECT 
QUT is committed to research integrity and the ethical conduct of research projects.  However, if you 
do have any concerns or complaints about the ethical conduct of the project you may contact the QUT 
Research Ethics Unit on 3138 5123 or email ethicscontact@qut.edu.au. The QUT Research Ethics Unit 
is not connected with the research project and can facilitate a resolution to your concern in an 
impartial manner. Thank you for helping with this research project.  Please keep this sheet for your 
information. 

 

CONSENT FORM FOR QUT RESEARCH PROJECT 
- Behaviour Coordinator – 

Educational Engagement: A Capital Idea 
QUT Ethics Approval Number 1300000842 

RESEARCH TEAM CONTACTS Please list all members and organisations in this section 
Steven Newton Dr Derek Bland Dr Radha Iyer  
School of Cultural & Professional Learning 
Faculty of Education, QUT 

School of Cultural & Professional Learning 
Faculty of Education, QUT 

School of Cultural & Professional Learning 
Faculty of Education, QUT 

 

Phone3816666 Phone 3138 3469  Phone 3138 3418   
Email steve.newton@student.qut.edu.au Email d.bland@qut.edu.au Email Radha.iyer@qut.edu.au  

STATEMENT OF CONSENT 

By signing below, you are indicating that you: 
 Have read and understood the information document regarding this project. 

 Have had any questions answered to your satisfaction. 

 Understand that if you have any additional questions you can contact the research team. 

 Understand that you are free to withdraw at any time, without comment or penalty. 

 Understand that you can contact the Research Ethics Unit on 3138 5123 or email 
ethicscontact@qut.edu.au if you have concerns about the ethical conduct of the project. 

 Understand that the project will include an audio recording. 

 Agree to participate in the project, specifically   

□ allow researcher to enter and approach staff, students and parents of the Indigo Centre 

□ allow researcher to access student files as per informed consent by participants 

□ allow classroom observations as per informed consent by participants 

 

Name  

Signature  

Date   
 

Please return this sheet to the investigator. 
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Appendix E: Staff participant information and consent form 

 

PARTICIPANT INFORMATION FOR QUT RESEARCH 
PROJECT 

–Staff Interview – 

Educational Engagement: A Capital Idea 
QUT Ethics Approval Number 1300000842 

RESEARCH TEAM   
Principal Researcher: Steven Newton, Student, Queensland University of Technology  
Associate Researchers: Dr Derek Bland, QUT, Dr Radha Iyer, QUT 

DESCRIPTION 
This project is being undertaken as part of a Doctor of Education research project for Steven Newton.   
The purpose of this project is to explore and understand the social factors influencing the educational 
decisions of students attending an Alternative Education Program.  You are invited to participate in 
this project because you are a staff member at the Indigo Centre. 
PARTICIPATION 
Your participation will involve  

 Approximately 3 hours of audio recorded interviews structured as three 1-hour interviews 
conducted on three separate occasions, each approximately 1 week apart. According the 
literature this format, 3 interviews over 3 weeks, reduces the influence of the immediate 
environment on interview outcomes. The interviews will be conducted at the Indigo Centre 
or another mutually agreed upon location. The interview questions will be on topics such as 
your thoughts and feelings about school, including curriculum and behavioural expectations. 

 Allowing the researcher to undertake 30 hours of classroom observation over a three-week 
period. These observations are in order to gain a better understanding of the relationship 
between staff and students. 

 Facilitate researcher access to relevant student file (subject to informed consent from 
students/parents and approval by relevant DETE authority) 

Your participation in this project is entirely voluntary. If you do agree to participate you can withdraw 
from the project without comment or penalty and that if you withdraw, any identified data will be not 
be used for the study and will be destroyed. Your decision to participate or not participate will in no 
way impact upon your current or future relationship with QUT or with the Indigo Centre. 
EXPECTED BENEFITS 
It is expected that this project will not benefit you directly. However, it may benefit other staff working 
in Alternate Education Programs. 
RISKS 
There are minimal risks associated with your participation in this project. These include: 

 Inconvenience in making time to participate in this project 
 A low risk of discomfort in the negotiation process in determining venue and times for 

interviews 
 A low risk of discomfort for you when discussing your experiences and thoughts about school. 

In order to minimize any inconvenience to you, the exact time and location of interviews will be 
negotiable. At the beginning of the interview, procedures to follow should you experience any 
discomfort during the interview will be outlined. These may include a requesting a short break, 
withdrawing from the interview and/or the rescheduling of the interview. If during the interview 
process you choose to withdraw from the interview, your data will not be utilised. QUT provides for 
limited free counselling for research participants of QUT projects who may experience discomfort or 
distress as a result of their participation in the research.  Should you wish to access this service please 
contact the Clinic Receptionist of the QUT Psychology Clinic on 3138 0999.  Please indicate to the 
receptionist that you are a research participant. 
PRIVACY AND CONFIDENTIALITY 
All comments and responses will be treated confidentially.  The names of individual persons are not 
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required in any of the responses. As the project involves audio recording, you will have the 
opportunity to verify your comments and responses prior to final inclusion and the audio 
recording will be destroyed at the end of the project. 
CONSENT TO PARTICIPATE 
We would like to ask you to sign a written consent form (enclosed) to confirm your agreement to 
participate. 
QUESTIONS / FURTHER INFORMATION ABOUT THE PROJECT 
If have any questions or require further information please contact one of the research team members 
below. 

Steven Newton Dr Derek Bland Dr Radha Iyer  
School of Cultural & Professional Learning 
Faculty of Education, QUT 

School of Cultural & Professional Learning 
Faculty of Education, QUT 

School of Cultural & Professional Learning 
Faculty of Education, QUT 

 

Phone 3816666  Phone 3138 3469  Phone 3138 3418   
Email steve.newton@student.qut.edu.au Email d.bland@qut.edu.au Email radha.iyer@qut.edu.au  

 
CONCERNS / COMPLAINTS REGARDING THE CONDUCT OF THE PROJECT 
QUT is committed to research integrity and the ethical conduct of research projects.  However, if you 
do have any concerns or complaints about the ethical conduct of the project you may contact the QUT 
Research Ethics Unit on 3138 5123 or email ethicscontact@qut.edu.au. The QUT Research Ethics Unit 
is not connected with the research project and can facilitate a resolution to your concern in an 
impartial manner. 

Thank you for helping with this research project.  Please keep this sheet for your information. 
 

 

CONSENT FORM FOR QUT RESEARCH PROJECT 
– Staff Interview – 

Educational Engagement: A Capital Idea 
QUT Ethics Approval Number 1300000842 

RESEARCH TEAM CONTACTS Please list all members and organisations in this section 
Steven Newton Dr Derek Bland Dr Radha Iyer  
School of Cultural & Professional Learning 
Faculty of Education, QUT 

School of Cultural & Professional Learning 
Faculty of Education, QUT 

School of Cultural & Professional Learning 
Faculty of Education, QUT 

 

Phone3816666 Phone 3138 3469  Phone 3138 3418   
Email steve.newton@student.qut.edu.au Email d.bland@qut.edu.au Email Radha.iyer@qut.edu.au  

STATEMENT OF CONSENT 

By signing below, you are indicating that you: 
 Have read and understood the information document regarding this project. 

 Have had any questions answered to your satisfaction. 

 Understand that if you have any additional questions you can contact the research team. 

 Understand that you are free to withdraw at any time, without comment or penalty. 

 Understand that you can contact the Research Ethics Unit on 3138 5123 or email 
ethicscontact@qut.edu.au if you have concerns about the ethical conduct of the project. 

 Understand that the project will include an audio recording. 

 Agree to participate in the project, specifically  □ interview 

□ classroom observations 

Name  

Signature  

Date   

Please return this sheet to the investigator. 
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Appendix F: Student focus group fictional vignette 

Albert is in Year 7.  He is really good at skating and spends a lot of time 

practising tricks. His mates say he is really good and if he practised more could be 

famous. He spends a lot of time at the skate park. 

Skateboards aren’t allowed at school. If Albert rides his skateboard to school, he 

has to lock it in office until 3pm. When he goes to school he likes Science and Sport. 

He likes sport but not all the games that they have to play for sport. Sometimes the 

games the teacher picks aren’t as good as others. Sometimes they involve lots of 

running, even when it’s hot. Sometimes Albert just sits out and doesn’t play even 

though he knows he can get in trouble for that.  

 Sometimes they have to do writing and reading and maths and Albert isn’t that 

good at that. Some maths is fun though but Albert isn’t always sure what to do and he 

doesn’t like it when the other kids know that. 

The school has a dress code and Albert is always told he can’t wear his clothes. 

Sometimes it’s just easier to stay at the skate park where he doesn’t get in trouble. 

Albert missed some of the year 8 orientation days to the high school he is going 

next year with his mates.  He was away one day and in trouble the other day. Albert 

gets in trouble at school a fair bit. He has even been suspended. That made mum angry. 

The principal has made a meeting with Alberts mum and talked about the options 

for next year.  He said maybe Albert could repeat Year 7. Maybe Albert could go to a 

different school, an alternate school; just to start the year and he can work towards 

going to high school later in the year. 

 

 

 

 

 

 

 



 

272 Appendices 

Appendix G: Sample Interview Questions 

N.B. The data gathered from Focus Group will inform the final interview questions. 

Students  

Interview 
One 

Thinking back to when you started school, what activities did you do and 
which did you like the most. Which did you like the least? 
Did you get in trouble? When? What for? How did you feel about the rules? 
The consequences? 
Is there anything you wanted to change? Did you try to change things? If so, 
how? 

Interview 
Two 

At school are there any rules, tasks, you don’t understand? 
Can you describe your thoughts on the consequences given at school for 
appropriate/inappropriate behaviour? 
Do you think other students agree with you, if so tell me about them?  Are 
there students who do not agree with you, if so tell me about them? 

Interview 
Three 

Looking back, how did you feel about your schooling so far?  If you could 
change anything about your schooling what would it be? 

Parents  

Interview 
One 

Thinking back to when your child started school, were there tasks/events 
ways of doing things you didn’t understand? Or disliked? 
If so, did you question the school’s way of doing things? 
What can you remember about the teachers, the school work/homework? 
other students? 
Do you remember when your child first started to dislike school? 
Did they start getting in trouble? If so, what for? How did you feel about the 
rules? The consequences? 
Is there anything you wanted to change? Did you try to change things? If so, 
how? 

Interview 
Two 

At school are there any rules, tasks, you don’t understand? Do you question 
them?  Do you know whether there is a process where parents can question 
the actions of the school? 
Can you describe your thoughts on the consequences given at school for 
appropriate/inappropriate behaviour? 

Interview 
Three 

Looking back on your child’s time at school, what are your thoughts? Would 
you change anything? 

Teachers 

Interview 
One 

Thinking back to when you started school, what tasks did you do and which 
did you like the most. Which did you like the least? 
Did you ever dislike school? Do you remember why? Did it change? If so 
how? 
Did you ever get in trouble? If so, what for? How did you feel about the 
rules? The consequences? 
Is there anything you wanted to change? Did you try to change things? If so, 
how? 

Interview 
Two 

Why did you become a teacher? How was it when you started? Have things 
changed at all since you started? Why did you move into behaviour services? 

Interview 
Three 

If you could change things for these students, what would you change? 
Why? How would you change it? 
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Appendix H: Alignment of Research Question through to Data Interrogation 

Research 
Question 

Analysis foci Data 
Sources 

Participants Example questions  Data 
interrogation 

The role social 
capital plays in 
the enactment 
of resistance in 
AEPs 

 What capitals are 
available within the 
field? What 
makes/limits their 
availability? 

 To what extent are the 
different forms of 
capital validated?  

 How does validation 
occur? 

 Does validation or lack 
of, influence 
resistance? 

 How do acts of 
resistance effect social 
interactions with 
peers? Family? 
Teachers? 

 How do social 
interactions affect acts 
of resistance? 

 In what forms is 
resistance towards 
formal education 
enacted? 

 Is resistance validated? 
 

Document 
analysis 

Students (teachers 
as authors) 

What types of behaviours are accepted, expected, valued? How are 
these expectations expressed? 

Types of resistant acts 

What types of consequences are recorded/validated? How are they 
validated? 

Acts that are least 
acceptable to school 

Are other people implicated or involved? Is there evidence of influence 
from other inside/outside the AEP? 

Friendships/Membership 
in school community 

Focus 
Groups  

Students, 
Teachers 

Why did the vignette elicit those responses? (Student) 
 

Roles/positions 

Thoughts on the motivations behind actions 
 

Validation of Capital 

Discussion on the types of consequences given in school 
 

Types of resistant acts 
acceptable in social 
groups Are there shared expectations/understandings of consequences? 

Interviews Students, 
teachers, parents 

At school are there any rules, tasks, you don’t understand or disagree 
with? 

Valued capital 

Describe your thoughts on the consequences given at school for 
appropriate/inappropriate behaviour 

Habitus 

Why do you think that way? Who else thinks that way about this? 
Who disagrees? Why do they disagree with you? 

Social connections, 
perceptions 

Observations Students, teachers What types of behaviours are evident? Are these behaviours resistant 
acts? 

Types of Resistant acts 

If resistance is evident, how is this resistance constructed/influenced? 
Can behavioural antecedents or influencing factors be observed? 

Social groups/influences 

Any differences in the interactions between student/student and 
student/teacher. 
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Appendix I: Indigo Centre behaviour contract for students 

Code of Behaviour 
 

Student: ____________________ 
DOB: ______________________ 
 
Be Safe 

1. I will keep my hands and feet and objects to myself. 
Initial: _________ 

 
2. I will stay in the room that I am scheduled to stay in. I can only leave this room with 

permission from the teacher in charge of the room. 
Initial: _________ 

 
3. I will use equipment properly and not damage property of the Centre. 

Initial: _________ 
 

Be Respectful 
4. I will follow all instructions given to me by teachers and teacher aides at the Centre. 

Initial: _________ 
 
5. I will speak to and about other students and teachers respectfully while at the Centre. 

Initial: _________ 
 
6. I will respect other student’s belongings or activities. 

Initial: _________ 
 

7. I understand that if I physically or verbally threaten any student from Centre inside 
or outside school hours, my enrolment may be cancelled. 
Initial: _________ 

 

Be Responsible 
8. I will attend my scheduled days at the Centre. 

Initial: _________ 
 

9. I understand that language and maths activities are a part of my program. 
Initial: _________ 

 
10. I understand that if I don’t follow the Code of Behaviour my parents/carers will be 

phoned to collect me. If this continually happens my enrolment at the Centre may be 
cancelled. 
Initial: _________ 

 
 
Signature of Student: ____________________ Date: _____________________ 
 
 
Signature of Parent/Guardian: ____________________ Date: _______________ 
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Appendix J: Song lyrics (by Neville) 

I’ve been waiting for the day 
When it all would go away 
Why did they choose me 

Can someone help me please 
Why do some days hurt more 
When I’m thrown to the floor 

I pretend it doesn’t hurt 
But deep inside it’s crushing me 

 
Don’t stand back 
Find your voice 
Don’t be scared 

Make the right choice 
Be brave 

And stand with me 
Help me get up off the floor 

Help me close the door 
Can you make it alright 

I don’t want to cry anymore 
 

Don’t stand back 
Find your voice 
Don’t be scared 

Make the right choice 
Be brave 

And stand with me 
Help me get up off the floor 

Help me close the door 
Can you make it alright 

I don’t want to cry anymore 
 

RAP 
I was the bully 

I was a right tool 
When we went to school 

I made you look like a fool 
So much time has passed us by 

I want to apologies 
I feel guilty for what I’ve done 

Please put down the gun 
Tell me what I can do 
To make it up to you 

Don’t kill me, because I’ve got a son 
He is now a victim like you 

Please put down the gun 
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Appendix K: Ethics approval certificate 

 

 

 

 



 

Appendices 277 

 

 

 




