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Abstract
This chapter provides a comparative, systematic review of research conducted between 1980 and 2016 on the relationship between ethnicity and educational inequality in the two main political/cultural regions of Belgium (the Flemish Community in Flanders and Brussels – VG and the French Community in the Walloon region and Brussels – FWB). We distinguished five different research traditions: 1) The ‘political arithmetic’ tradition, 2) The ‘culture and educational outcomes’ tradition, subdivided into three smaller streams of studies: ‘Ideologies, cultural schemes and identities’, ‘Motivations and attitudes towards schooling’ and ‘History, constraints and opportunities’, 3) The ‘language proficiency’ tradition, 4) The ‘school effectiveness research’ tradition and 5) The ‘racial and racial discrimination in school’ tradition. Most of the research traditions were found in both research contexts, however, they were not elaborated upon to the same extent in each region. Furthermore, there appeared to be little interaction between both research contexts. While a considerable proportion of research in VG is written in English and to a lesser extent in Dutch, most research in the FWB is written in French. In the VG, both policy and research consider the importance of socio-economic context and highlight the importance of structural school features, such as tracking and ethnic composition in developing ethnic inequalities but focus mainly on cultural features, such as expectations, aspirations, language and prejudice. In the FWB, both researchers and policy makers tend to reduce ethnic inequalities to structural social class inequalities, with cultural differences (between the dominant and minority groups) treated as a consequence of these. 
5.1 National context 
This chapter presents a critical review of research on racial and ethnic inequalities in secondary education in Belgium between 1980 and 2016. Belgium has a rather complex government structure which affects the organization of the educational system. Since the 1970s, several constitutional reforms have transformed Belgium into a complex federal state, comprising three regions (Flanders, Wallonia, and Brussels), three linguistic communities (Dutch, French, and German) and a federal government. All of these sub-regional entities have gained increasing governing powers and specific policy portfolios. Since the reforms of 1989, the Department of Education is organized and managed by the (cultural) linguistic communities. Schools are organized by different sectors (private/public, confessional/not) but they are all funded by the regional governments. Because of this regional devolution of the educational governance, most research has focused on a certain linguistic community (except for Phalet et al., 2007), which will be clearly visible in this chapter, and forms an interesting basis for comparison. This chapter will concentrate on the Dutch-speaking (Vlaamse Gemeenschap, VG) and the French-speaking (Fédération Wallonie-Bruxelles, FWB) communities, as they provide schooling for the majority of the students’ population of the country. Before reviewing the literature, the text provides an overview of the educational system(s), immigration history, and social and educational policy developments in Belgium.
5.1.1 Educational system
In spite of the recent transfer of the educational competences to the sub-regional entities, the structures of the distinct educational systems in Belgium (Dutch, French and German) remained similar, in terms of global structures or funding rules (e.g., parental free-choice and quasi-market regulation (Draelants, Dupriez and Maroy, 2011)). Education is compulsory for all children between the ages of 6 and 18. Before the age of six, children have the possibility to go to nursery education. Both primary and secondary school take six years. While primary school is similar for everyone, students are grouped together in different tracks in secondary education, divided into three cycles of two years each. In the Flemish secondary school system (VG), students choose between four tracks: general or academic, art, technical, and vocational secondary education. Within these tracks, a variety of specific fixed programs of subjects are offered. The structure of the FWB educational system is globally similar, focusing in each cycle subsequently on observation, orientation and specialization (Figure 5.1).
Figure 1: The educational systems of the French and Flemish Community in Belgium (based on Eurodyce, 2014, adapted by the authors)
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During the last decades, both educational systems have put effort in creating a more comprehensive first cycle of two years, where students orient themselves and prepare for further specialization. In practice, these processes of more intensive orientation during the start of secondary education still function within the older structures and differentiate earlier. While both systems have similar structures and tools to reorient students during their educational career, orientation seems to occur earlier and more intensively in VG, whereas grade retention rates are even higher in FWB (Danhier et al, 2014). Due to these distinct ways of dealing with pupils’ heterogeneity, some authors (Mons, 2007; Dupriez, Dumay and Vause, 2008; Danhier et. al., 2014) have described the VG educational system as an early differentiated system, a “separation model”, combining separate educational routes or tracks and early academic selection. The FWB system is said to be a “uniform integration model”, that offers a common curriculum until the age of 14 or 15 but uses grade retention as an alternative selection tool. 
In both systems, a different status is given to the tracks, and study programs within the tracks, by parents, teachers, and pupils. Academic tracks are given ‘higher’ status than the technical and vocational tracks (Van Houtte, 2004; Stevens and Vermeersch, 2010; Van Praag, Demanet, Stevens and Van Houtte, 2017; Verhoeven, 2011a; Devleeshouwer and Rea, 2011). In both systems, transitions from the more general to the vocational tracks are common; however, the other way round seldom occurs. In practice, both educational systems are characterized by the trend to start in higher academic tracks and to ‘fall down’ to lower tracks when not successful, often referred to as the ‘cascade system’ (Devleeshouwer and Rea, 2011; Van Praag et al., 2015). Delvaux and Joseph (2006) have quantified this so-called cascade system as an “asymmetrical interdependency system”, where students’ mobility clearly follows certain ways (from general and academic with higher socioeconomic background schools towards mainly vocational disadvantaged schools). Moreover, the chosen track determines entry to higher education. Only students in academic, arts, and technical tracks have the possibility to enter directly to university. Students in vocational tracks should first follow a specialization year before they get their diploma of secondary education. Schools have different track compositions: multilateral schools offer all the tracks while categorical schools only offer mainly academic, art, or technical and/or vocational tracks (Van Houtte and Stevens, 2009a). 
[bookmark: __DdeLink__152_1457093910]In Flanders, all schools have the same curriculum. There is no centralized evaluation system and no comparable national tests are used. Teachers have considerable autonomy as they are responsible for designing, administering, and marking the examinations of the pupils they teach. In addition, at the end of each school year, teachers decide together whether their students pass to the next (higher) school year or not, and to which educational track they might access, a decision that is based on students’ exam results and motivational and behavioral characteristics of the students (Stevens, 2007a). In FWB, a similar tradition of decentralization and local autonomy has been counterbalanced since the 1990s, by a new policy aiming at gradually defining common basic skills, applicable to every school, regardless of its network. This translated into the implementation of a standardized test at the end of primary schooling (CEB - Certificat d’Etudes de Base) and at the end of the first cycle of secondary education (CE1D). However, in spite of this political attempt of increased “pedagogical standardization” in FWB, typical of post-bureaucratic regulation models in education (Maroy, 2009), the local school board (team) remains “sovereign” in deciding on the success of failure of every pupil, sometimes contradicting the test results. Moreover, unlike many other countries, these standards-based reforms have not been associated to a strong accountability policy, as these external assessments remain mainly non-certifying and strictly confidential (Bardana and Dupriez, 2015). 
With regard to ethnic minorities in secondary education, this tracking system makes education systems in Belgium highly stratified. This is reflected in the unequal distribution of ethnic and social groups across tracks. Students from lower social and minority racial or ethnic backgrounds are over-represented in the technical and particularly vocational tracks and under-represented in general education tracks and higher education. The disparity between the tracks is visible from the beginning of lower secondary, and keeps widening over the course of secondary education (Monseur and Lafontaine, 2012; Boone and Van Houtte, 2010; Fédération Wallonie-Bruxelles, 2015). 
5.1.2 Immigration to Belgium
As in many industrialised countries, Belgium started to employ foreign miners in the early 1920s, and then received Italian, German and Eastern European workers. Just before World War II, a quarter of the country’s miners were foreigners (Lewin, 1997). After World War II, organized labour immigration was reinforced through the signing of agreements with Italy, Spain, Greece, Morocco and Turkey (‘64), Algeria and Yugoslavia (‘70). By then, the workers were not only imported to work in mines, but also in the steel mills, the building and service sector. Migrants were imported as guest workers and were expected to return to their country of origin (Martens, 1976; Bastenier and Dassetto, 1977). However, by the end of the sixties, it became clear that many of these migrants permanently settled in Belgium. This period was a turning point, as immigration began to be seen as a response to the recurrent scarcity of low-skilled labour as well as a reserve of population growth in an ageing population (Martens, 1976, Coenen and Lewin, 1997). In 1973, with the economic petroleum crisis, the Belgian government implemented restrictive measures to restrain immigration and ceased to recruit labor immigrants (Blaise and Martens, 1992; Morelli, 1992). The rapid change into a post-industrial economy especially affected immigrants who mainly worked in the industrial sector (Phalet, Deboosere, and Bastiaenssen, 2007). Nevertheless, these restriction policies did not really affect the migration flows towards Belgium (or other European countries), as more migrants came through procedures of family reunification and asylum. Consequently, migratory flows to Belgium have been multiplied by three between 1985 and 2015. Since 1990, new immigrants from Eastern Europe entered Belgium accompanied by a wave of undocumented immigrants, which was partly due to political unstable conditions and migrations from new EU member states. Whereas the proportion of Turkish and Moroccan migrations has significantly dropped between 2005 and 2015, there has been a meaningful elevation of migrations from East Asia and Middle East – especially from Syria, Afghanistan and Iraq. As far as asylum is concerned, its weight in total migratory flows remains relatively limited. In the 2000s, the most significant part of asylum claims came from Syria, Iran and Afghanistan, as well as Sub-Saharan countries such as Somalia, Congo, Guinea or Eritrea (MYRIA, 2016). 
Statistics on recent migration flows are based on people’s nationality or recent nationality change. However, many persons of non-Belgian descent are naturalized and are therefore hard to trace. This is especially true for groups that have already lived in Belgium for more than one generation, such as Turkish and Moroccan populations (MYRIA, 2016) who are still considered as immigrants. Children and grandchildren from migrants are in a Belgian context often referred to as ‘allochthons’, in contrast to ‘autochthons’ with a Belgian background. As official statistics only consider nationality, these numbers do not provide good insight in the actual groups of students that are seen as an ethnic minority. Estimations based on research samples, that use indicators such as the language spoken at home, nationality and country of birth of the grandmother and respondent or older naturalizations, indicate that approximately 10 to 17% of secondary school students have a non-Belgian ethnic origin (Verhoeven et al., 2007; Van Houtte and Stevens, 2009b; Duquet et al., 2006; Siongers, 2011, 2013; Delvaux, 2014). 
5.1.3 Social and educational policy developments 
Initially, immigrants planned a temporary stay in Belgium and this was reflected in educational policies. Except for some local and independent projects (Verlot, 2001; Leman, 1997), few policy actions were directed at the educational achievement of immigrant children. Initial projects aimed to relieve schools from the extra workload migrant children caused and/or to facilitate future home return, often introducing mother language in schools (Verlot, 2001; Martiniello, 1998). Lately, the changing political climate and the conclusion that most migrants would not return to their country, stimulated the government to invest in the education of migrant children. 
As far as VG is concerned, the ‘educational priorities policy’ (Onderwijsvoorrangsbeleid) was introduced in 1991. Although the focus changed to children living in deprived (i.e., lower social class) families in general, it was recognized that migrants had additional challenges related to their ethnic-cultural background (Flemish Ministry of Education and Training, 2011a). Schools received more resources if they paid attention to language and the expertise from their school teams in dealing with migrant pupils (Van den Branden and Van Avermaet, 2001). Despite the financial encouragement, very few schools implemented measures to satisfy specific minority needs. Instead, schools adopted more of an assimilation perspective and focused almost exclusively on ‘Dutch language development’ (De Wit, Van Petegem, and De Maeyer, 2000). The ‘Educational priorities policy’ was followed by the ‘Non-discrimination policy’ in 1993. Different measures were set up to prevent discrimination actively and to stimulate a better ethnic mix in all schools. Schools voluntarily signed a declaration to fight against discrimination in their school and in return, they received extra resources. In 2002, the ‘Equal Education Opportunities Policy’ (Gelijke Onderwijskansen, GOK) proposed a more inclusive policy that would benefit the entire school instead of giving attention to the problems of (risk) students, including students living outside their family, that belong to a migratory population, speaking another language than Dutch at home, living in a family with no income/a replacement income, or having a mother without a diploma (Van Avermaet, Van den Branden, & Heylen, 2010). So far, several GOK policies have been implemented and changed over the years but it is uncertain what future policies will bring and how it can lead to more equal education opportunities. This is especially the case as no longitudinal evaluation procedures have been developed to fully assess the impact of these policies. 
In FWB, policy evolutions were slightly different, due to a divergent sub-national philosophy of integration and a lesser degree of “state interventionism” regarding cultural issues (Martiniello, 1998; Adam, 2013). After the first period – globally assimilationist, but marginally focusing on providing home language instruction to migrant children – the eighties showed a shift towards the acquisition of the host language, corresponding to the assimilationist paradigm dominant in the French Community. In some areas, a “soft multiculturalism” (Adam, 2011) was implemented, following European recommendations, leading to local initiatives promoting language diversity or intercultural pedagogy, but these remained isolated and considered as “education for immigrants” (Martiniello and Manço, 1993). During the nineties, the political panorama changed, due to the increasing influence of European recommendations on diversity and intercultural education. But interestingly, the predominant model of tackling diversity in education remained based on ‘non particularistic’ criteria, considering that ethnic minorities integration issues needed to be included in a general socio-economic inclusion policy (Manço and Martiniello, 1993; Verhoeven, 2002). For instance, the ‘Education Priority Zones’ (ZEP) policy implemented in 1989, later replaced by the ‘Positive Discrimination Decree’ in 1998, and the latest decree in 2009 promoting “differentiated funding” are all based on a compensatory approach considering general socioeconomic deprivation indicators and excluding migration and ethno-cultural issues. The only implemented targeted policies focused on the promotion of French as second language. A few intercultural education initiatives were launched at local scales and positively evaluated (Anciaux, Baucy, Blomart and Delvigne, 1992; Sensi, 1995, 1999), but did not lead to a political shift towards inclusive education. As far as language policies are concerned, it is only after 1997 that the‘Openness to languages and cultures’ (LCO/ELCO) program) was initiated, giving institutional support to the organization of courses in some key home languages in (volunteer) multicultural schools. 
5.2 Methodology
The scope of this review is determined by four criteria. In general, only research that explicitly focuses on ethnicity and education is included. First, the sampling is limited to the time range between 1980 and 2016. Second, only research concerning secondary education is considered, in order to facilitate comparison between studies and focus on specific characteristics of secondary education. Third, due to the close relationship between policy and research, we did not only consider peer-refereed journal articles, (edited) books, and official reports, but also policy papers and doctoral dissertations. Fourth, the main focus of this review is on sociological approaches to race and ethnic inequalities in education, however, other (related) research paradigms, such as social psychology, sociolinguistics and anthropology and law, were also included in order to understand inequality in education. The chapter updates a previous review of Flanders (Van Praag et al., 2014) and complements and compares it with research conducted in FWB.
This chapter employed the following sampling frame: 1) Bibliographical databases such as Thomson Reuters (ISI) Web of Knowledge and CSA Sociological Abstracts were used, using search-strings such as ‘achievement’, ‘school’, ‘ethnic*/race’, ‘minorities’, ‘immigrants’ ‘Belgium/Flanders’; for the FWB bibliographic review, other related keywords were added, namely discrimination, segregation, cultural diversity, equity, intercultural education, multicultural education, immigrants’ descents and ‘primo-arrivants’ (newcomers), as in this context scholars are not so prone in using “race and ethnicity” conceptualizations; 2) In both contexts, publication lists of main research centers (both in- and outside academia) developing expertise on education and/or immigration and integration were systematically examined, and 3) The reference lists of the retrieved sample of literature and literature reviews (e.g., Crutzen and Lucchini, 2007; Verhoeven et al., 2007) was further explored. It is worth mentioning that, beyond this shared global method of reviewing literature, it appeared necessary to slightly adapt the research strategy for the FWB review (which was not included in the previous edition of the Handbook). Two differences might be underlined here: first, the inclusion of specific keywords was essential, due to differences in the predominant ways of conceptualizing phenomena related to the topic. For instance, the “race” vocabulary is basically banished from the sociological vocabulary in FWB, and researchers are still quite reluctant to refer to “ethnicity”, mostly using other categories related to a broad “immigration” vocabulary (“issu de l’immigration” or “newcomers and first/second generation migrants” being probably perceived as politically more “neutral” than “race and ethnicity”, sounding potentially discriminating in a context influenced by the French universalistic perspective) or including the topic within a broader focus on segregation and inequality. Secondly – even if this has been slightly changing in recent times – French-speaking researchers still tend to publish predominantly in French (partly because of the historical influence of the French intellectual and scientific debate on the social sciences research agenda in French-Speaking Belgium). These specificities explain that international search engines such as Web of Knowledge do not constitute the most appropriate research tools in this context. Therefore, the literature about this part of the country emphasized alternative ways in order to surface FWB literature related to the topic (namely, building on an inductive survey from significant publications from specialized research centers and extra-academia institutions, also paying more attention to “grey literature”). 
5.3 Research traditions
The comparative literature review leaded us to distinguish between five different research traditions, according to the ways they address research questions and to the research methods they use. This classification is globally in line with internationally distinguished research traditions (e.g., Stevens et al., 2011), but again, the comparison between the two contexts (VG/FWB) made surface some additional (secondary) research lines, which leaded us to introduce some sub-classifications. Moreover, if the five main traditions are represented in each context, different emphasis and patterns “balancing” them can be observed. First, the ‘political arithmetic’ tradition is based on large quantitative databases that describes the existing tendencies in education and family background and educational outcomes. Although this research tradition was more elaborated in VG compared to FWB, many scholars in FWB elaborated further upon the PISA database. Second, the ‘culture and educational outcomes’ tradition explains educational outcomes by referring to cultural practices. Three smaller streams of studies can be found that fit into this tradition: ‘Ideologies, cultural schemes and identities’, ‘Motivations and attitudes towards schooling’ and ‘History, constraints and opportunities’. Third, the ‘language proficiency’ tradition consists of mainly qualitative studies (mainly in VG) that try to understand the influence of language to develop curriculum and pedagogy. In addition, they often evaluate educational projects and policies. Fourth, the ‘school effectiveness’ tradition investigates school effects and processes with large quantitative datasets and is primarily located in VG. Fifth, the ‘racism and racial discrimination’ tradition focuses explicitly on racism as one group of scholars focuses on the perceptions of students’ unequal treatment in schools. 

5.3.1 Political arithmetic tradition
The ‘political arithmetic’ tradition is based on large, quantitative, policy-oriented studies that aim to offer representative descriptions of the patterns and differences between the school career of ethnic and racial minority students. In Belgium, compared to other countries, this tradition faces some additional problems as, due to the lack of standardized tests, indicators of ‘educational success’ and ‘achievement scores’ are less valid and difficult to interpret. Although no indicators of ethnicity are collected in official databases on education (except from nationality), in practice, ‘ethnicity’ is a relevant concept in everyday interactions and denotes people that are perceived from a different ethnicity or is oriented at those who are clearly seen as immigrants. Furthermore, the ways of measuring and defining ethnicity or its relevance as a scientific and political category, are significantly different in the Dutch- and French-speaking scientific communities. Measurements of ethnicity in research often reflect the ways in which researchers interpret the relationship between ethnicity, social class and education. For instance, in the Flemish context, as lower school results of ethnic minority students are often attributed to their lack of Dutch language proficiency, this is also visible in policies (e.g., GOK) and large datasets (e.g., LOSO-dataset). By contrast, in the FWB, the data collected in the official ‘educational indicators’ (Fédération Wallonie-Bruxelles, 2015)) and the ‘students’ file’ (or “fichier élèves”) only include socioeconomic characteristics, but do not mention ethnicity or even nationality. We will set out the PISA-dataset, which is the only dataset that allows some comparison between the distinct educational systems, and second, elaborate on the distinct developments of the political arithmetic tradition across scientific communities. 
The PISA-dataset compared the educational outcomes of 15-year-old students over different years in different countries and is a very influential dataset, often used as the starting point of many international comparisons (Lafontaine et al. 2003, Marks, 2005; Jacobs, Rea, and Hanquinet, 2007; Jacobs et al., 2009; Varin, 2006; Dupriez, Dumay, and Vause, 2008; de Heus and Dronkers, 2010; Baye et al., 2010; Jacobs & Rea, 2011; Jacobs, 2012; Danhier et al., 2014; Agirdag, 2016). Despite its influence, the results should be interpreted with caution as only a small number of non-Belgian background students are included in the PISA sample (Jacobs et al., 2009; Agirdag, 2009a) and ethnic minorities are measured by the country of birth and mother tongue. Nevertheless, relevant statistical analyses could be produced when nationality groupings are used to reach sufficient “critical quantitative mass” (Danhier and Martin, 2014; Monseur and Lafontaine, 2012). The cross-national PISA results demonstrate that both Dutch- and French-speaking educational systems present alarming inequity indicators (Lafontaine et al., 2003; Monseur and Lafontaine, 2009, 2012; Jacobs, 2012; Jacobs et al., 2009; Danhier, Jacobs et al., 2014 ). The academic attainment gap between the 25% most socioeconomically advantaged and the 25% most disadvantaged students is one of the highest amongst OECD countries, with a gap of 126 points in FWB and 93 points in VG, compared to 50 points in more equitable systems, such as Finland (Lafontaine et al., 2003; Monseur and Lafontaine, 2012). These results reveal a strong and persisting correlation between socioeconomic indicators and performance rates in mathematics, literacy (reading) and science (Jacobs and Rea, 2011; Jacobs, 2012; Danhier, Jacobs et al., 2014). 
When comparing the Dutch and French-speaking contexts based on the PISA-dataset, some differences are noted. Concerning efficiency, the successive PISA surveys systematically indicate the existence of a sizeable educational attainment gap between the Flemish- and the French-speaking communities (e.g., Lafontaine et al., 2003; Jacobs, Hanquinet and Rea, 2007). In PISA 2000, the Dutch-speaking community appeared in the top three of OECD countries in reading and mathematics, whereas the French-speaking community hardly reached the average OECD level (Lafontaine et al., 2003). Moreover, VG had a higher proportion of “high achieving” students than OECD average, whereas in the FWB this proportion was just below OECD average scores. The gap appeared to be more alarming for low achievers, as the proportion of students that performed under the elementary threshold was much higher in the French-speaking Community. These different efficiency patterns could be due to unequal public funding combined with problems of pedagogical coherence (Hirtt, 2008, 2014) or governance problems (Vandenberghe, 2011). 
With regard to migratory status, there is a significant achievement gap between native students and students from migrant background (i.e., first and second generation migrants together). In both contexts, the proportion of students not reaching level 2 remains significantly high for students from migrant backgrounds. Recent multilinear regression statistical analysis carried out on PISA 2012 attempted to decompose the unique effects of socioeconomic and migration as well as their joint effect. In both contexts, the strongest effect was found to be due to socioeconomic variables, but a specific effect of migrant status on their achievement scores is nonetheless observed in both contexts-, albeit more pronounced in VG. A joint effect of these two variables is observed in both contexts but also more significant in Flanders (Danhier and Martin, 2014; Danhier et.al, 2014, p 40). These results are due to the fact that migrant pupils come from disadvantaged socioeconomic background. Despite its methodological flaws, the PISA-dataset is important to consider in the political arithmetic tradition, as it also fuels other debates and inspires other research. In the following sections, we will set out the developments of the political arithmetic tradition separately for each linguistic community. 
In Flanders, several large-scale quantitative databases are set up that allow for an analysis of ethnic inequalities in education: the ‘Longitudinal Research Secondary Education’ (LOSO) project (Van Damme et al., 2004; Van Damme et al., 2001; Hermans et al., 2002; Hermans, Opdenakker, and Van Damme, 2003), and the ‘Study of the Transition from Education to the Labor Market’ (SONAR), both producing data on Flanders; official national databases, such as the ‘Panel Study of Belgian Households’ (PSBH), the Belgian Census. Overall, these datasets suggest a possible explanation for the relationship between ethnicity and education, but remain confined to the measurements of people’s nationality and ‘ethnicity’. The ways ‘ethnicity’ is measured varies across these datasets. An example is the ‘Study of the Transition from Education to the Labor Market’ database (SONAR), which is a longitudinal survey of 23-, 26- and 29-year-olds (Duquet et al., 2006). In this survey, the authors used the country of birth and nationality of the respondent and the maternal grandmother, age cohort and language spoken at home, which is sometimes grouped together in a dichotomous variable that contrasts ‘autochthons’ against ‘allochthons’ (‘those who are perceived to be from here’ vs ‘those who are perceived to be not from here’). Another example is the ‘Panel Study of Belgian Households’ (PSBH) (Groenez, Van den Brande and Nicaise, 2003) which included the first nationality by birth and the language spoken at home as indicators of ethnicity. In general, these datasets are have their value because they charted achievement and related this to social background features. 
In general, the ‘political arithmetic’ tradition in VG is based on large, quantitative databases that aim to offer representative descriptions of social (ethnic) inequalities in education. Most studies are policy relevant and funded by the Flemish or Belgian government. Although references are often made to sociological theories and earlier studies, the tendencies, patterns and differences between the school career of ethnic and racial minority students are the focus of this research tradition. However, the databases are not specifically intended to study ethnic and racial inequalities in education, these studies indicate that the socioeconomic background is the most important explaining factor for educational achievement. While the LOSO report indicates that ethnicity is only important for students with a higher socioeconomic background, the PSBH and the Belgian Census found that, together with socio-economic background, ethnic and cultural barriers determine achievement outcomes. To conclude, the ‘political arithmetic’ tradition excels in collecting representative data and mapping and charting out patterns in time; demonstrating the underachievement and inequality of ethnic and racial minorities in VG. In FWB, the ‘political arithmetic’ research tradition is less prominent than in Flanders and mainly draws on the PISA database, as no large-scale datasets have been set up. An exhaustive dataset is collected by the Ministry of Education in the entire school population each year in January, but as it is mainly intended for policy purposes, it presents important limitations regarding measurements of social class and ethnic background; moreover, researchers do not have an easy access to this dataset. One of the pioneer studies using this official database data was conducted by Marques-Balsa (1979, 1980) and included age, sex, nationality and birth place. It revealed significant differences in school delay between Belgian and non-Belgian students, and demonstrated the influence of nationality and socio-professional status on this disadvantage, without being fully able to disentangle their respective weight.
In order to compensate for the weaknesses of this official dataset and the lack of large scale surveys, a few ad hoc quantitative surveys have been set up, which helped to describe the patterns and differences between the school career of ethnic minority students and majority students. Most of these studies indicate that the socio-economic background is the most determining factor that explains educational achievement (Blaise, 1989; Rea, Hublet and Pjetri, 1990; Ouali and Rea, 1994, 1995; Feld and Manço, 2000; Jacobs and Rea, 2007; Verhoeven et al., 2007). However, some additional specific effects related to nationality, ethnicity and migratory trajectories were also underlined. In a study carried out in 48 Brussels schools, Ouali and Rea (1994, 1995) demonstrated a specific effect of nationality (as non-EU 6th form secondary students were having the highest repetition rates) and a negative effect of the completion of primary school in the country of origin. Jacobs and Rea (2007) added parents’ nationality and birthplace to their survey in Brussel schools, and confirmed significant correlations between socio-economic background and schooling orientation, as well as between ethnicity and schooling paths. Feld and Manço (2000) conducted a quantitative study on 1000 youngsters (aged 16 to 26) in Brussels and Wallonia, focusing on schooling and professional careers and comparing several nationalities over two generations. This study shows that migrant students are still more likely to experience school delay, orientation to vocational tracks and early school leaving, and do not automatically beneficiate from socio-professional mobility even when they acquire educational capital. In addition to classical factors (such as family economic and cultural capitals), their explanatory model includes migratory history and time spent in the host country. They also shed light on the positive impact of embeddedness in social networks, both ethnic based (facilitating access to ethnic employment niches) and majority community based (facilitating access to professional mobility). Finally, Verhoeven at al. (2007) proposed a synchronic and diachronic analysis of three interconnected “student’s file” official databases (2004, 2005 and 2006), comparing students’ school positions and careers of non-Belgian students coming from four regions (Morocco, Turkey, Congo and “Big Lakes” Region, East European countries). This study shows clear differences in school delays and tracks across nationality and migration status. Although most effects could be ascribed to socio-economic background, the data analysis also demonstrated that nationality was correlated with most school attainment indicators (i.e., average school delay, proportion of students in academic/special education tracks) and that school success was also linked to the position students occupy in the migration process (Delvaux, 2011; Verhoeven et al., 2007). In a complementary study based on an ad hoc questionnaire to 6th and 7th form students in Charleroi, Liège and Brussels the same research team revealed a specific effect of ethnicity (measured through parents’ birthplace and student’s migratory status), often in interaction with gender, on school positions and careers, once socio-economic factors have been controlled.
To conclude, the ‘political arithmetic’ tradition is based on large quantitative datasets and reveals the impact of socio-economic and ethnic or racial background on education. In both the Dutch- and the French-speaking communities, as well as at the national Belgian level, most of these studies indicate that the socio-economic background is the most important factor explaining educational achievement. However, most of these studies, especially when relying on data collected for policy purposes, are plagued by limited information about educational achievement and ethnicity, and proper measurements of these concepts. Relatively more datasets have been set up in VG, to map out the patterns over time, but not always measuring ethnicity and social class thoroughly. In FWB, also only a few quantitative datasets exists, which makes many researchers rely more on the PISA-dataset. In general, many of these studies have already suggested interaction effects between socio-economic indicators and ethnicity. Additionally, some studies – especially in FWB – indicate differences in schooling patterns, according to specific nationality groups, which requires additional investigation. Studies carried out in this tradition provide insightful information about the topics that need further attention for both policy makers and researchers (e.g., within group differences, educational inequalities, interaction effects between socio-economic status, migration status and ethnicity). Nevertheless, they also point our attention to the fact that more in-depth analyses is needed to gain insight in the relationship between ethnicity and education, that cannot fully be grasped without considering a broader theoretical framework, more detailed data and more precise measurements of ‘achievement’ and ‘ethnicity’. 
5.3.2 Culture and educational outcomes tradition
Cultural factors that influence educational outcomes are investigated in the ‘culture and educational outcomes’ (CEO) tradition. The key focus of this research tradition is to understand students’ attitudes towards education and their efforts to realize these attitudes. Over the course of the last few years, increasingly more studies have been published that examine similar outcomes and theories from different methodological and disciplinary perspectives. In both research contexts, we distinguish three main lines of research, which are divided more or less along disciplinary lines (anthropological, social psychological and sociological). Remarkably, although similar topics are studied, these studies each draw upon distinct fields of literature and are inspired by distinct authors and theories in each scientific community. A first line relates educational skills and attitudes to students’ identities, ideologies and (parental) cultural schemes, taking up a more socio-cultural approach (Marques-Balsa, 1979, 1980; Bastenier, Dassetto and Scheuer, 1985; Lacroix and Lacroix, 1994; Mangez, Joseph and Delvaux, 2002; Timmerman, 1994, 1999, 2002). It is worth noting that, especially in FWB, such cultural interpretations of the relationship between ethnicity and school achievement are regularly criticized as they insufficiently consider the social and structural conditions in which culture is turned into a disadvantage or is perceived as such (Marques-Balsa, 1979, 1980; Bastenier, Dassetto and Scheuer, 1985; Lacroix and Lacroix, 1994; Mangez, Joseph and Delvaux, 2002). A second line of research applies a social psychological approach to examine the links between social identity building in intercultural or migratory contexts and attitudes towards schooling. Attention has been paid to how cultural values shape study motivations and representations of schooling (in VG: Phalet, Andriessen, and Lens, 2004; Phallet, 2002; Timmerman et al., 2016; in FWB: Campioli, 1977; Manço, 1994, 1998, 1999; Crutzen and Lucchini, 2007; Torrekens and Adam, 2015; Heine and Licata, 2017; Verhoeven, 2011a; Jacobs, 2012; Devleeshouwer and Rea; 2011; in Belgium: Phalet and Claeys, 1993). Third, a stream of studies has placed ethnic minorities’ identifications and attitudes towards school within its broader social and historical context. In the Flemish research context, a group of scholars (Hermans, 2004; Van Praag et al., 2015a; 2015b; D’hondt et al., 2015a; 2016; Çolak, 2016; Piqueray et al., 2012) builds further upon the work of American scholars, such as Ogbu (1986) and Mickelson (1990), and tries to understand students’ school attitudes, aspirations and study motivations within its structural context, focusing on (perceived) structural discrimination and treatment by dominant society. Anthropologists in the FWB have renewed the cultural tradition but depart from social exclusion and postcolonial theories in order to examine how structural positions and migration history shape minority groups’ identifications and attitudes towards the host society and school (Jamoulle and Mazzocchetti, 2011; Franssen and Mazzocchetti, 2012; Mazzocchetti, 2011, 2012; Gregoire and Mazzocchetti, 2013; Kawaya Meya and Mazzocchetti, 2014)
5.3.2.1. Ideologies, cultural schemes and identities
Ideologies, cultural schemes and identities (within its context) are studied to unravel mechanisms that contribute to ethnic inequalities in education. Educational skills and attitudes are seen as the result of students’ or parents/family’s particular cultural schemes and relate this to their country of origin. Already since the eighties, qualitative studies in FWB influenced by anthropology or by Bourdieu’s work on habitus and cultural capital have focused on the migrants’ degrees of familiarity to schooling, and the cultural definitions of childhood and motherhood. For instance, Marques-Balsa (1979, 1980) found that school success was related to migrant parents’ degree of familiarity to schooling codes. Later, in a study on nursery schooling, Bastenier, Dassetto and Scheuer (1985) showed that the representations of the child, cultural definitions of the mother’s role in early childhood education, and the cultural distance/proximity between migrant family dispositions and school expectations, led to lower nursery school attendance rates amongst ethnic minority groups. Later ethno-sociological studies replaced the cultural interpretation in a broader sociological context. For instance, Rea, Lacroix and Lacroix (1994), as observing migrant families attitudes towards schooling insisted on the role of school institution and professionals itself. Other studies considered migrant families’ (conflicting or accommodating) attitudes towards school norms or professionals as being part of general features of culturally disadvantaged families (Mangez, Joseph and Delvaux, 2002). Similarly, in VG, attention was given to families’ interpretations of schooling, its value and family roles. However, these schemes were more often framed into nationalist and/or religious ideologies and identities. The research of Timmerman (1994, 1999) compared Turkish girls in Belgium and Turkey and related education to existing Turkish nationalist ideologies and ethnic identity, and finds that the ethnic composition of schools is decisive for the successful adaptation and orientation to Belgian society (Timmerman, 1999). Furthermore, the orientation towards Turkey or Belgium is reflected in the parental school choice: children in schools with a higher percentage of students of Turkish descent more often have parents that are oriented towards Turkey, while parents with children in high status schools are more directed towards the Belgian society and invest in the education of their daughters (Timmerman, 1994). The girls’ vision on education in Belgium was found to be related to the (Turkish) nationalist orientation they have at home: while the secular-nationalist orientation or the Kemalist vision relates education to the participation of Turkish girls in Western society, the religious-nationalistic orientation sees the role of girls located in the family. Education is seen as a more important status marker for girls than for boys, as the latter already enjoy more social status in their community. By contrast, those who have a more religious-nationalist vision, obtain more social status through their opposition with the Western society (Timmerman, 1999; 2002). Thus, while in FWB, studies rather focused on the definitions of childhood and motherhood and the role of schools, in VG, less studies have been carried out on this topic. Only the work of Timmerman (1994; 1999; 2002) framed and understood these cultural schemes and representations of family roles as well as the importance of schooling from larger nationalist/religious ideologies and orientations. 
5.3.2.2. Motivations and attitudes towards schooling
A second line of mainly social psychological research focuses on cultural differences in motivation to succeed in school and attitudes towards schooling. This research line explores the links between social identity building in intercultural or migratory contexts and attitude towards schooling. When activities are perceived to be instrumental to achieve valued future outcomes, such as schooling, individuals are more motivated to succeed and participate in those activities, if not, it causes a resistance to schooling (Phalet, Andriessen, and Lens, 2004). This research line will study more in-depth how this applies to the situation of migrants and the prevailing discourses or dominant cultural schemes in Belgian society.
In a pioneer study of Campioli (1977) in FWB, educational success of students of Italian descent in higher education was attributed to the level of collectivity and the focus on ‘upwards mobility project’ of the families they live in. Similarly, Phalet (1992) found that Turkish migrants in Antwerp and Limburg are in between the less achievement-oriented and more collectivistic values at home in contrast to more individualistic and achievement-oriented Western individuals. Turkish migrant students want to achieve and be loyal to their migrant group which sometimes led to a negative dilemma: while succeeding in school will be perceived as ‘Belgian’ and a loss for the Turkish family, educational underachievement will disappoint the family as well. In a subsequent study, Phalet and Claeys (1993) find that Turkish migrant students, compared to Belgian students, adopt the prevailing Belgian culture as their self-realization is determined by the knowledge, skills, and preferences they have from the dominant culture. The influence of the orientation towards society was also found to relate to family attitudes of migrants towards schooling in a study of Manço (1994). Later, he constructed a typology of identity strategies in multicultural contexts (1998, 1999), based on two dimensions: an “assimilation-differentiation” axis that considers the migrants’ privileged cultural orientation towards host or origin culture, and an “individuation-conformation” axis, that ranges from a reflexive/individualist towards a collective, conforming identity orientation. Based on these axes, he identified four identity strategies: ‘conforming assimilation’, ‘conforming differentiation’, ‘individualizing assimilation’ and ‘individualizing differentiation’. In this study, individualizing strategies are viewed as more complex as they suppose an ability to deal with cultural diversity in a creative way, and are associated to educational and socio-professional integration. Crutzen and Lucchini (2007) objected that the correlation between identity variables and integration processes can hardly be empirically demonstrated and is probably bidirectional. Nevertheless, Timmerman and colleagues (2016) found that, using multilevel analysis, familiarity with the dominant culture is an important factor to succeed in school. Congruence between the school, the family, the community and the peer groups increases the chances that students do not have an interrupted school career. This ‘congruence’ should be interpreted in terms of being congruent with the dominant school culture, which often equals with ‘having no immigrant background’. 
Because of the importance of culture, in this line of research, special attention has been given to gender differences across cultures and how gender interferes in the relationship between ethnicity and education (Timmerman et al., 2016; Torrekens and Adam, 2015; Heine and Licata, 2017). For example, Heine and Licata (2017) observed that, in most migrant groups, girls tend to be more integrated and more successful than boys in school, although they still choose less prestigious educational careers. The authors argue that this suggests that family socialization processes differ across gender. Cultural expectations towards girls – as agents of cultural and family transmission – might be even more stressed in migration contexts, as home culture and traditions are more likely perceived as threatened (Heine and Licata, 2017)[footnoteRef:1].  [1:  However, these authors will especially explain these contrasting attainments and attitudes towards schooling by discrimination and “Pygmalion” effect, and not only to “cultural stereotypes” (this will be developed in the “racism and discrimination” tradition). ] 

Finally, sociological approaches complement this research line, focusing on the educational contexts in which ethnic minority students construct their cultural identity and attitudes to schooling. Through observations in contrasting multicultural schools in Brussels and Birmingham, Verhoeven (2000, 2005, 2006) examined the influence of school characteristics (especially school position within the quasi-market) on identity building strategies. She found that both ethnic-based identity closure and feelings of shame or rejection of inherited minority identities are more frequently observed in lower status and socially segregated schools, whereas identities developing intercultural skills are more often found in schools with better academic and cultural resources. Specific organizational identities of single schools can also promote diverging (“assimilationist” or “open to plurality”) representations of legitimate culture at school, which can also influence students’ identity strategies. Later, Verhoeven (2011a) examined how social and institutional divisions of the educational system translate into cognitive schemes of interpreting and experiencing school reality. Applying a similar ethnographic approach in secondary schools in Brussels and Johannesburg, Jacobs (2012) showed that adolescents build “intermezzo” identifications using multiple (global, national and local) cultural significations through intensive and reflexive “sense-making” processes. In doing so, he found that the school culture and position within the educational quasi-market impact students’ attitudes towards ethnicity and school norms, identifications and sociability. Devleeshouwer and Rea (2011) analyzed students, parents and teachers’ representations of the schooling system and of its divisions, focusing on the cognitive categories they use while describing and establishing classifications between schools. They showed that ethnic minority students, teachers and parents tend to give more importance to well-being and quality interpersonal relations (especially in lower status school, in which they are overrepresented); they also tend to avoid “homogeneous white middle class” schools, anticipating the risk of being stigmatized. Examining the schooling experience of young people from postcolonial migrant backgrounds, Verhoeven (2011b) showed the existence of contrasting “schooling careers” (defined in an interactionist perspective) embedded in highly differentiated schooling contexts. Specific trajectories (“confined or ghettoized; “mobile and unstable” or “upward mobility”) are indeed associated to specific challenges related to unequal access to legitimate educational capital, to cultural recognition (or despise) and to “empowerment”, which influence the identity building process. 
Finally, due to the arrival of new migration flows and asylum agenda, a number of (national and European) policy oriented studies were conducted on newcomers in FWB, pointing to the negative psychosocial consequences of exile and culture shock and the need to reinforce pedagogical intercultural approaches or intercultural communication between the family and the school (Born et al., 2006; Manço et al., 2006; Manço and Vatz Laaroussi, 2003; Manço and Vaes Harou, 2008; Stokkink and Verdonck, 2011). 
Overall, these numerous studies clearly indicate the existence of cultural differences in motivation to succeed in school and in attitudes towards schooling, and how this is embedded in a larger migration and integration context. For ethnic minority students, there seem to be some hindrances that cause them to achieve lower compared to their peers of Belgian descent, which are related to cultural differences across families and the family orientation towards (the prevailing culture in) Belgian society. However, “culture” does not influence schooling in a unidirectional way; in turn, dispositions, cognitions and identities result from a complex process depending on contextual and structural factors (structural divisions within the system, school organizational identities or segregated schooling trajectories). This last point seems to be more visible in the FWB tradition. 
5.3.2.3. History, constraints and opportunities 
Although the previous studies demonstrated the importance of ethnic identities and ideologies, and cultural values, for students’ willingness and motivation to put an effort in school, this does not mean that ‘being willing and able’ is sufficient to actually succeed in school. Hence, a third group of studies examines how school attitudes and study motivations of students are shaped by the constraints students and their families encounter and future perspectives they perceive. This group of studies often builds upon an American research tradition, which consists of studies and theories that depart from Ogbu’s cultural-ecological theory (1984) and Mickelson’s attitude-achievement paradox (1990). These studies start from the assumption that Ogbu’s (1984) ‘voluntary’ migrants (including autonomous, voluntary or immigrant, refugees, migrant or guest workers, undocumented workers) in Belgium have similar characteristics to Ogbu’s ‘involuntary’ (including bi-nationals, involuntary or nonimmigrant minorities) immigrants in the United States. For instance, Hermans (2004) argues that hindering community forces (e.g., discrimination) for educational achievement of immigrants in Belgium are similar to those of minorities Ogbu calls ‘involuntary’. Ogbu hypothesizes that voluntary migrants compare themselves with the situation in the country of origin, but in Belgium, Moroccans compare themselves with Belgians. The relationship with the dominant society is seen as a conflict and this is related to issues of identity, culture, language, and perceived ability to perform in school. Moroccan students experience more often situations in which their culture is presented as inferior. The author suggest that structural positions and collective history in the immigration country lead to different motivations for studying in school which may explain why voluntarily migrated Moroccans have more negative educational outcomes compared to what one would expect based on Ogbu’s theory. Similar findings were found in the study of Van Praag and colleagues (2015a), in which the frames of references of students of Turkish, North African and Eastern European descent did not fully correspond to the situation described by Ogbu. Rather, findings based on ethnographic observations and interviews with students of the fifth year of secondary education suggest that the generational status of immigrants, the experienced collective problems, the structural characteristics of the immigrant networks, and related access to resources, shape students’ use of particular reference groups. 
Building further upon Ogbu’s theory (1987) and further developments of his work, considerable attention has been paid to the so-called ‘attitude-achievement’ paradox (Mickelson, 1990) between high educational expectations of parents (Hermans, 2004) or high educational aspirations of students of immigrant descent themselves (Van Praag et al., 2015b; D’hondt et al., 2015a; 2016) and their relatively low educational outcomes. The ‘attitude-achievement’ paradox is often explained by the fact that initial positive attitudes towards education become ambivalent as a result of experiences with racism and discrimination, which is often the case for students of immigrant descent. This was emphasized by Phalet, Andriessen and Lens (2004) who find that positive school instrumentality and internal regulation is necessary to accomplish intrinsic motivation and adaptive learning in multicultural classrooms and, subsequently, to achieve educational success. They later specified this and their study indicates that only if migrant students perceive positive instrumentality and their schoolwork is internally regulated by future goals, they will pursue educational success. Nevertheless, we have to note that, ethnic minority attitudes towards school have to be specified carefully as they are not such a good predictor of their actual achievement results. This was for instance suggested by the work of D’hondt and colleagues (2015a; 2016) who find only for ethnic majority students a relationship between their concrete attitudes towards school and achievement result at the end of the year. As shown by Van Praag and colleagues (2015b), the interpretation of educational success, the perceived barriers to success and ways of dealing with perceived constraints differs across ethnic groups, which could affect research outcomes significantly. Minority children seem to have figured out distinct defensive coping strategies to circumvent those barriers, which affect their educational outcomes. The choices students made in order to deal with perceptions and experiences of discrimination should be understood within the local immigrant networks in which they live and also depend on the (perceived) nature of discrimination. 
These studies already demonstrated the importance of understanding students’ ideas concerning the constraints they perceive and how they interpret ‘being successful’ for ethnic minority students’ educational outcomes. Similarly, there is some variation in the ethnic minority parents’ aspirations for their children as we can see in studies that examined parents of Turkish descent in a school that was funded by a Turkish-Belgian federation, and inspired by the Hizmet movement (Çolak, 2016) and parents of Chinese descent who send their children to a Chinese school (Piqueray et al., 2012). While the Turkish-Belgian parents formulated their aspirations rather in general terms, such as ‘being a good human, doing good deeds, doing no harm and contributing positively to society’, and not in terms of education or future professions (Çolak, 2016), Chinese parents were found to have even higher expectations of their children’s educational achievements, exactly to counter the effects of perceived discrimination on the labor market they have to deal with (Piqueray et al., 2012). These parental expectations could affect the ways students try to circumvent the barriers they perceive to achieve success in school and later life, and how it is translated into the effort they put in school. 
In the FWB, this third line is represented by anthropologists (Jamoulle and Mazzocchetti, 2011; Franssen and Mazzocchetti, 2012; Mazzocchetti, 2011, 2012; Gregoire and Mazzocchetti, 2013; Kawaya Meya and Mazzocchetti, 2014) who considerably expanded and renewed the cultural tradition. Although these studies do not explicitly refer to Ogbu’s theory, they rely on social exclusion and postcolonial theories to examine how structural positions and migration history shape minority groups’ identifications and attitude towards the host society and school. Based on an ethnographic field study regarding the experiences of adolescents from migrant backgrounds (especially from Morocco, Turkey and several Sub-Saharan African countries) living in deprived areas of Brussels, Jamoulle and Mazzocchetti (2011) account for the “ethnicization” of living spaces and youth sociability, in school and urban spaces. According to them, collective ethnic and territorial identifications, based on honor, courage and masculinity, play a crucial role in terms of interpersonal protection and solidarity and might be a source of positive identity building. Claiming ethnic (as well as territorial or religious) identifications can be interpreted as possible strategies of resistance to social exclusion – that in urban areas especially affect populations with a migrant background – as well as a reaction to the lack of social recognition (Mazzocchetti, 2011, 2012). This situation is likely to have negative repercussions on schooling. Mazzocchetti (2012) shows that both their exclusion from neighborhoods, schools, jobs and other social areas and the symbolic, moral and physical violence they experience are interpreted in terms of injustice and conspiracy. Such interpretations give meaning to the past and discriminatory experiences – especially within institutions. Furthermore, these processes of meaning giving create mistrust and add to a spiral of failure. She adds that by trying to understand and give meaning to the past and everyday experiences, these ideas create profound difficulties to imagine a “common symbolic world”. Applying a historical and anthropological perspective, researchers in this field focus mainly on youth of Sub-Saharan descent in Belgium. Ethnic mobilization as well as ethnic grouping (“gangs”) can be considered as different types of “recognition struggle” in the Belgian post-colonial context; and identifications to the “black condition” or to racial identity markers can be interpreted as forms of responses to racial exo-categorization and to (post)-colonial “alterisation” (i.e., the symbolic construction as “Black other”) (Gregoire and Mazzocchetti, 2013). Furthermore, they also consider the difficulties in intergenerational cultural transmission – as parental authority is culturally discredited – in migratory situations and their negative impact of schooling (Kawaya Meya and Mazzocchetti, 2014). 
In sum, anthropological, social psychological and sociological perspectives can be found in the ‘cultural and educational outcomes’ tradition that focuses on cultural differences. Each of these perspectives studied respectively three distinct aspects that could affect the relationship between students’ attitudes toward school and their final educational outcomes. A first group of studies focuses on cultural factors that shape the development of positive school attitudes, both lines of research focused on cultural ideas concerning particular topics. Whereas research in VG mainly focused on the representations and interpretations of schooling, in FWB, scholars have studied family and child representations and expand their studies to the differences in perceived (shared) responsibilities of education in general. The second group of studies starts from a social psychological approach and focuses on how attitudes vary across cultures and are related to educational outcomes. By bringing in cultural differences, they come to scrutinize the orientation towards the Belgian society as well as the cultural differences across boys and girls. We can conclude that similar ideas seem to have developed in both research contexts. A third group examines the ways in which perceived constraints shape, connect or make the relationship between attitudes and educational outcomes irrelevant – relating this to its broader societal context and migration history. Scholars in the Flemish context sometimes easily apply and adapt theories developed to explain ethnic and racial inequalities in education in the United States that considered colonialism and slavery, they do not really include the colonial past of Belgium. By contrast, especially scholars in the FWB make more explicit use of the Belgian colonial past and demonstrate how this still continues to matter in current society and education. As this third line of research has expanded over the last years and has surpassed methodological boundaries, more specific research questions were formulated that, in the end, is categorized in the ‘Racism and racial discrimination in school tradition’. 
5.3.3 Language proficiency tradition
When Belgium became an independent state in 1832, French was the dominant institutional language in Belgium. However, it was only since 1962 that – due industrialization processes that led to cultural/political movements of the newly created Flemish middle class – Dutch was recognized as an official language and that a specific language (French, Dutch, bilingual or German) was attached to geographical regions. However, language issues remain a sensitive issue in Belgium and should be understood as part of a social conflict between two communities with different historical backgrounds in their relations to the State and in their mutual majority/minority identifications and labeling (McAndrew and Janssens, 2004; McAndrew and Verlot, 2004 ). Understanding this peculiar language sensitivity is necessary when studying the impact and rationale behind language policies (in education) for immigrants and their children. In both communities, the language proficiency tradition is in a close connection with language policies, which have changed through time sometimes, in similar fashion, following integration policies transformations (Martiniello and Manço, 1993; Martiniello, 1998; Verhoeven, 2003). 
In a very first stage, characterized by the predominance of an immigration “exclusion model” in which migrants were seen as a temporary workforce, language policies basically consisted in promoting home language literacy programs in order to facilitate home return (e.g., by the European Economic Community (EEC) in 1977). These policies wanted to avoid problems when migrant children would return to their country of origin. When it became clear that migrants did not return to their country of origin, policy-makers questioned the usefulness of mother tongue education. Hence, in a second stage, and until the late eighties, more attention was paid to language proficiency in the official languages of each community. Integration policies in FWB moved forward to a more “assimilationist” view, which aimed to compensate for socio-economic disadvantage. In VG, exploratory initiatives departed from the ‘linguistic interdependence hypothesis’ (Cummins, 1979), that argued that students with another mother tongue would acquire better Dutch if their linguistic skills in their mother tongue are also developed. Hence, studies focused on the evaluation of ‘mother tongue’ projects (e.g., the Foyer project (Leman, 1997) and the EEC pilot experiment (Jaspaert, Lemmens and van der Zanden, 1989)). Research results from the Foyer project show the importance of additive mother tongue education and the involvement of parents with school. These evaluation studies indicate that the success of mother tongue education relies upon the status associated with this kind of education, effective school management and adequate guidance (Leman, 1997; 1999). While these initiatives in Flanders were still carried out in the idea that they would improve Dutch language proficiency, in FWB, in some areas, a “soft multiculturalism” (Adam, 2011; Martiniello and Manço, 1993) was implemented under the influence of European policy recommendations – leading to some small scale initiatives promoting cultural and language diversity in some pilot multicultural schools. Despite the change in policies towards a more soft multiculturalist view in the eighties (Adam, 2011; Martiniello and Manço, 1993), it is only since the nineties that in FWB attention was paid to the respect and promotion of cultural and linguistic diversity in schooling, and the specificities of the acquisition of the language used at school for migrant students. While in FWB more attention was paid to cultural and linguistic diversity, in VG, the focus to acquire languages shifted increasingly to learning the dominant language to function and be socially mobile in Belgian society (Blommaert, Creve, and Willaert, 2006). Thus, in Flanders, the use of mother tongue education was first encouraged but later perceived as a barrier to social integration (Jaspaert, 2006; Heyerick, 1985; Van Praag et al., 2015c). Building further on the importance of language for social integration, the language acquisition of migrant children is perceived to depend on their opportunities for contact with Dutch-speaking children in school (i.e., going to ethnically mixed schools) (Heyerick, 1985; Van Avermaet, Van den Branden and Heylen, 2010). Concerning academic research, similar tendencies are found in both communities, departing from the study of mother tongue initiatives going to the meaning and importance of the specific (types of) languages in the social (school) context and for integration processes of ethnic minorities in Belgian society. 
In VG, initially, many studies in the ‘language proficiency’ tradition adopted a sociolinguistic and anthropological approach. The focus of this tradition is the question whether education in the mother language facilitates the learning of other languages and educational progress more generally (Hermans, 2002). Although language is a part of culture, this research tradition initially focused on language proficiency, or on the ability to speak or perform in an acquired language. These factors are seen as additional factors that may explain ethnic inequalities in education, apart from students’ ethnicity and socio-economic background (Agirdag, 2016). Over the last years, language in a school context is increasingly studied from a more cultural perspective, which is also in line with the ‘Culture and Educational Outcomes’ tradition (Van Praag et al., 2015c; Jalhay and Clycq, 2014; Pulinx, Agirdag and Van Avermaet, 2012). Scholars increasingly examined the role language plays in acculturation processes in dominant society and how this affects student-teacher relations. Scholars focus on how teachers and ethnic minority students have different ideas and expectancies regarding the concept ‘integration’, and especially how language fits in. For instance, in the study of Van Praag and colleagues (2015c), ethnic minority students more often perceive language as a part of their cultural identity, compared to their (ethnic majority) teachers who emphasize the role of Dutch proficiency and prohibit the use of their mother tongue, which gives rise to tensions between students and teachers. Similarly, in a study of Jalhay and Clycq (2014), teachers and principals see Dutch language proficiency as a crucial factor for the school success/failure of students of immigrant descent. In the same research project, Pulinx, Agirdag and Van Avermaet (2012), find that teachers that attach more importance to monolingual ideas have less confidence in their students. These teachers are more likely to teach in schools with ‘balanced’ proportions of ethnic minority and majority groups. Finally, minority students often felt that they were treated differently than their peers who spoke the instruction language more fluently (‘linguicism’). Recently, some studies in this tradition focus on the organization of extra-curricular community schools for Polish (Piqueray et al., 2012; 2016) and Chinese (Braeye and Hermans, 2011; Piqueray et al., 2012) children, which are organized to teach children the language and culture of their country of origin. These studies show the importance of teaching children about their cultural heritage for the development of their ethnic identity, and their pride and self-esteem (Piqueray et al., 2012; Braeye et al., 2012). Besides this, these community schools are found to provide parents with more information about the educational system and help them during educational choice-making processes. In the end, this supports their children’s school careers (Piqueray et al., 2012; 2016).
In FWB, scholars first mainly focused on multilingual policies for immigrant children from an assimilationist perspective, and later shifted their attention to the study of the schooling language for newcomers, teachers’ appropriate didactical strategies to enhance the language school norm and how language shapes social representations of immigrant children. The first group of studies depart from the Decree of the French-speaking Community (1997 Décret “Missions” ) that defined a new general framework and “priority missions” for education, promoting pluralism and openness for other cultures. Accordingly, a ‘Openness to languages and cultures’ (LCO) program was initiated, giving institutional support to the organization of courses in some key home languages in (volunteer) multicultural schools, as well as to local initiatives and projects regarding cultural and linguistic diversity in schools. These kinds of programs rely on research development showing that literacy in the mother tongue is a key factor to the acquisition of a “second language” as for the “language of schooling” (Marques Balsa, 1980; Crutzen and Lucchini, 2007), in order to strengthen the dominant position of the host language (Lucchini & El Karouni, 2006). Nowadays, some researchers (Crutzen and Manço, 2003; Manço, 2006; Lucchini, 2007) defend programs, such as the LCO program, considering the recognition of origin cultures and languages as a positive factor for school achievement and integration of students with a minority language. Some of them (Crutzen and Manço, 2003) sustain that enhancing the home language is a tool for symbolic recognition and a way to develop a positive identity and metalinguistic skills for minority students, to accompany them when developing “additive” forms of bilingualism. 
Since the nineties, the specificities of the acquisition of ‘schooling language’ as a second language for migrant students regained attention in the FWB. For instance, in 2001, voluntary courses were organized for immigrant children to adapt to the teaching language and specific “bridging classes” (lately called ‘Dispositif d’Accueil et de Scolarisation for Primo-Arrivants’ - DASPA) were initiated for newcomers to make them more familiar with scholastic French, the school culture and norms, and facilitate their orientation to regular secondary education. A couple of exploratory surveys already studied the integration of newcomers in Belgian society (e.g., Collès and Maravelaki, 2003; Maravelaki and Collès, 2004; Manço and Alen, 2012). They suggest that, due to the geographical situation and school position on the quasi-educational market, there is a problem of supply and accessibility to these courses of French as a foreign language (FLE) (see also Verhoeven et al, 2010). Furthermore, DASPA teachers lack proper training and coherent curricular and pedagogical proposals, and frequently underestimate migrants’ linguistic and academic skills, due to negative stereotypic representations or to improper attribution to their “allophony” (i.e. the fact that they were raised in a foreign language context) (El Karouni & Lucchini, 2014). In 2004, a mixed methods study in language didactics (Collès and Maravelaki, 2003; Maravelaki & Colles, 2004), on newcomers in “bridging classes”, found that the literacy attainments of this population are very diverse, demonstrating the importance of sociocultural variables, such as maternal educational degree or years of schooling in the home country. Additionally, a significant body of research in applied sociolinguistic and didactics in multicultural contexts (e.g., Lucchini, 2009; Lucchini et al., 2008; Romainville, 2016) builds further on Cummins’ (1979, 2000) distinction between “communication language” for everyday interactions and the more abstract and de-contextualized academic language. These studies depart from Cummins’ findings that newcomers’ schooling difficulties are mainly due to the lack of familiarity with the abstract codes of written academic language and move away from the common affirmation that teaching home languages will solve migrant students’ schooling difficulties. Consequently, the key challenge for a newcomer is not being an “allophone” and having to learn a second language, but rather, becoming familiar with the abstract codes of school language (Lucchini, 2009; Romainville, 2016). From this perspective, bilingualism is not per se seen as a disadvantage; but could turn to be negative (or “subtractive”) in certain circumstances when linguistic practices within the family or community spaces “mix” linguistic codes and languages (Lucchini, 2002, 2005, 2009; Romainville, 2016). Subsequently, ‘appropriate didactical strategies’ are mentioned as a crucial factor to realize school success (Niwese, 2010; El Karouni & Lucchini 2014). In this respect, El Karouni (2010, 2012) demonstrates that teachers’ didactical strategies accommodate to the local classroom context in terms of ethnic composition and to their representations of their students’ identities and linguistic skills. She identified two contrasting strategies, both inadequate as they both are underpinned by stereotypic ethnic and linguistic representations of immigrant children. Therefore, scholars in this line of research recommend the adoption of “context responding” didactic strategies, in which the acquisition of the “language school norm” remains as a target. In a same vein, the relationship between language skills, integration policies and social representations is explored. Lucchini (2007, 2012), Lucchini and colleagues (2008) and Hambye and Romainville (2014, 2015) deconstruct preconceived ideas about migrants’ language profile and the relationship between language skills and so-called “integration” into the immigrant society. These authors critically examine the dominant policy discourses, arguing that the knowledge of the host language plays a crucial role in social cohesion. Building further on previous research on Italian migrants socioeconomic and schooling integration in Belgium (Blaise, 1989; Lucchini, 2002), they state that it is the existence of social, political and economic conditions providing migrants an equal access to effective spaces of social interaction with the host society that allows them to develop their linguistic skills and to reach successful integration in society, instead of the other way round. Similarly, having equal access to high quality schools with a representative social and ethnic mix facilitates the acquisition of schooling language codes and norms.  Indeed, the authors show that socially and ethnically mixed contexts decrease the risk to be put in situations that perpetuate “dilalic practices” (which are practices of mixing (foreign and host) languages and “codes” in a determinate situation) and to get teachers with low expectations or negative stereotypes.
To conclude, in the ‘language proficiency’ tradition, qualitative methods are used to examine particular educational policies concerning language. This research tradition focuses on the question whether mother language instruction facilitates the learning of other languages and leads to better educational outcomes. This tradition is very policy-oriented and more theory-oriented research (that focuses on secondary education) is necessary to confirm these theories and inspire future policies. The relationship between this research tradition and educational policies is not surprising for two reasons. First, language is an interesting tool for policy-makers because policies are more easily directed towards language than to other success determinants such as socio-economic status. Second, language proficiency in the language of the immigrant society (i.e., Dutch or French) is of high interest for policy makers as it is frequently assumed that it would enhance the integration of immigrant children in dominant society (automatically). Research findings do not necessarily underline this idea and mainly question the seemingly contradiction between Dutch language proficiency and the speaking of students’ mother tongue, and have studied the added value of bilingualism and the acquisition of languages and schooling language.
5.3.4 School effectiveness tradition
Due to the free parental school choice, the geographic concentration of immigrant groups, the organization of the tracking system and school policies, schools became ethnically segregated and in general, both immigrant and non-immigrant parents prefer ‘white schools’ over ‘black schools’ (Desmedt and Nicaise, 2006). As ethnically/socially mixed schools are believed to stimulate social integration and cohesion (Mahieu, 2002), partly through the establishment of interethnic friendships (Van Praag et al., 2014), this idea inspired many researchers – next to strong qualitative research traditions abroad – to further develop this tradition. This tradition is more strongly developed in VG, compared to FWB. 
Starting from educational sciences, a first group of studies in Flanders focus on effective schools for ethnic minority students. Based on large datasets, such as the LOSO (see PA tradition) and the Flemish Trends in International Mathematics and Science study of 1999 (TIMMS)6, scholars (Van Damme et al., 2001, Van den Broeck, Opdenakker and Van Damme, 2005) have studied school and classroom effects on students’ achievement results. These studies found that class group characteristics, such as the presence of girls or a cognitive group (Van Damme et al., 2001), are more important for the achievements of students that speak another language at home. Additionally, the track composition is more important than the percentage of students who spoke another language at home (Opdenakker et al., 2002). The significance of class group effects on mathematic scores may be largely due to intake characteristics determined by intelligence and further strengthened by the tracking system (Van den Broeck, Opdenakker and Van Damme, 2005). Subsequently, being enrolled in schools with a higher percentage of high socio-economic status students and a low number of immigrants relates to having higher test scores than in other schools (Jacobs et al., 2009). This could be due to the small number of immigrant students in the dataset and not considering intermediate processes (Agirdag, 2009a). 
A second group of studies moves away from ability scores, which are quite controversial study outcomes in a Flemish context, due to the specific tracking system in secondary education and the lack of standardized tests. A large group of studies are based on the large-scale quantitative survey, the ‘Flemish Educational Assessment’ (Vlaams Leerlingen Onderzoek, (VLO), FlEA), which focuses on the relationship between the students and their school environment. Based on this database, Van Houtte and Stevens (2009) explore the composition of schools and interethnic friendships, social participation, and sense of belonging in school. Their results show that school ethnic composition is associated with interethnic friendships and social participation for ethnic majority students, but not for ethnic minority students, whereas socio-economic status is decisive for ethnic minority students’ interethnic friendships. Ethnic minority students report more interethnic friendships than ethnic majority students. Neither ethnic minorities’ nor ethnic majorities’ sense of belonging in school is associated with ethnic composition. While this study mainly focused upon the importance of having a particular proportion of students with a certain socio-economic or immigrant background, in a later study from Demanet and colleagues (2016) attention has been paid to ethnic diversity in schools. Inspired by the findings of Van Praag and colleagues (2014) who found that ethnic minority students feel more at home and have a higher sense of belonging in the class group when there are ‘at least some of the students in their classroom of immigrant descent’, the relationship between ethnic diversity and ethnic congruence was examined. Demanet and colleagues (2016) found that higher ethnic diversity is associated with higher belonging, a higher number of friends and lower levels of school misconduct for ethnic minority students. Thus, these studies examined the effects of school ethnic composition and diversity on sense of belonging and interethnic friendships. 
A second focus of studies based on the FlEA database, is on students’ educational aspirations. Van Houtte and Stevens (2010) find that students in schools enrolling less than 20% students with an immigrant descent, are twice as likely to plan to finish high school and to plan for higher education than those attending schools with more than 50% students of immigrant descent. Furthermore, their results indicate a more optimistic culture in schools with high proportions of students of immigrant descent. Although positive effects on students’ aspirations can be found in schools with a large share of students of immigrant descent, it also lowers the trust in parents . However, when the socio-economic school composition is included in the model, the ethnic school composition does not have an influence on the teachers’ trust in students (Van Maele and Van Houtte, 2009). Additionally, and as already mentioned by Van Houtte and Stevens (2010), aspirations and future plans do not necessarily correspond to actual drop-out rates and enrollment in higher education. This is tested in the study of Vandezande and colleagues (2009), based on the TIES data. They find that, in Antwerp and Brussels, ethnically segregated schools decrease the odds of finishing schools and moving on to higher education for both immigrant and non-immigrant students. In ethnically segregated schools, there are fewer protective factors present, such as positive relationships with non-immigrant students and teachers. More immigrant students are present in lower-status tracks and these schools are more often segregated along ethnic lines. Due to this ‘double cascade effect’, the achievement gap between native and immigrant students increases. Thus, it seems that in schools with a large share of ethnic minority students, it may be more likely to have an optimistic school culture. Nevertheless, one should be cautious when being too optimistic when discussing the importance of an optimistic school culture for the development of students’ aspirations as a way to close the achievement gap between ethnic minority and majority students as there are more effects that need to be considered that determine students’ final educational outcomes (see CEO tradition). 
Finally, school effects are found to have an impact on more outcomes that are less frequently discussed in this tradition, such as religious salience and language learning. For instance, a study of Van der Bracht and colleagues (2016), based on the RaDiSS dataset (Racism and Discrimination in Secondary Schools), found that in ethnic minority dominated schools, second generation migrants and Catholic ethnic Belgians are more religious while the opposite is the case for non-affiliated ethnic Belgians. In another study, Van den Branden and Van Avermaet (2001) investigate school effects from a sociolinguist perspective and argue that heterogeneity in the classroom could be beneficial in terms of language learning and other skills. Students with high and low language proficiencies could help each other making tasks together. Students with a higher language proficiency benefit from learning to explain things to their peers, while students with a lower language proficiency could learn from being taught (partially) in their own language. Leman (1999) points out that language is a visible characteristic of the ethnic composition of a school and is used as a tool by the school management. By prohibiting languages from ethnic and racial minorities, more non-immigrants students can be attracted because of the more ‘white’ outlook of the school.
As far as FWB is concerned, this research tradition seems relatively underdeveloped – at least as far as school effectiveness’ impact on ethnic minority students is concerned. Dumay and Dupriez (2009) and Dumay, Dupriez and Vause, (2008) approached the school effectiveness tradition to understand and explain students’ attainments variations according to their learning environment through Belgian and international contributions. In doing so, they aimed to define and identify effectiveness of school, classroom and teachers effects and approached compositional effects from a methodological point of view. They stress the importance of “indexical” or differential effects, stating that a similar practice will produce different effects according to local schools characteristics. In the same book, Monseur and Lafontaine (2009) demonstrate, based on PISA comparative data, that educational systems can be both efficient and equitable and even that, in many cases, the most equitable systems are also the most efficient ones. They then show how, in FWB, some structural characteristics of the educational system, such as the organization as a quasi-market, early tracking, and grade retention policies, conduce to an significant academic, ethnic and social dispersion between schools. These findings demonstrate that the structural organization of education in FWB contributes to disparities between schools, in the end particularly affecting the attainment of vulnerable groups (see also Lafontaine et al., 2003; Jacobs et al., 2009; 2012). Making use of the PISA data, Jacobs et al. (2009, 2012) recall that “differentiated systems”, namely systems with early tracking, tend to reproduce social inequalities, whereas systems based on an more common and “individualized integration” appear to be more equitable with regard to the inclusion of migrant students. Jacobs (2012) also insists that in FWB, school composition effects have a higher impact than individual variables, as composition effects denote the social, ethnic and academic segregation of the system. This was also confirmed by Danhier and Martin (2014), who, based on the PISA 2012 data, compare Flanders and Wallonia. Their results suggest that individual factors (such as socio-economic characteristics, ethnic background and language spoken at home) remain relevant when explaining attainment gaps, however, this is barely the case for ethnic achievement gaps. Their analyses find that – particularly the academic and socio-economic – school composition have significant additional effects on student achievement, which could explain the achievement differences between the French-speaking and the Dutch-speaking community schools. Nevertheless, these authors remark that it is methodologically challenging to differentiate between the specific effects of academic, social and ethnic composition, due to a strong correlation between these variables.
To summarize, with respect to ethnic and racial inequality in education, the ‘school effectiveness’ tradition examined the impact of the school ethnic composition based on quantitative datasets. The school ethnic composition influences friendships and interactions between children from a different ethnic background during their courses. Most studies that focus on school effects are situated in Flanders and tested whether school ethnic composition has an influence on the non-immigrant and immigrant students in school. These studies, sometimes framed on sociological theories of in-out group relations, are inspired by public debates on and an interest of social policy-makers in the consequences of ethnic segregation in schools; schools are perceived as the ideal institution to help integrate immigrants in society. To realize this, schools are expected to reflect the social and ethnic mix in society and this vision influences parental school choice. Especially this last point is also stressed by researchers focusing on FWB. 
5.3.5. Racism and racial discrimination in school tradition
In both Flanders and Wallonia, recently, there has been a growth in the number of studies that focus on racism and racial discrimination. A first line of research focuses on the prevalence and experiences of discrimination, while a second line of research studies the construction of such perceptions and justifications of differential treatment in the school context more in-depth. Finally, some studies, mainly in FWB, have theorized about the importance of ethnic stigma to explain part of the ethnic achievement gap. 
A first group of studies has studied the prevalence of perceived discrimination, making use of quantitative datasets, based on the TIES project (Vandezande et al., 2009) and the RaDiSS (Racism and Discrimination in Secondary Schools) dataset (D’hondt et al., 2015a; 2015b; 2016), combined with ethnographic research (Stevens, 2008a; 2008b; 2010). Ethnic minority students seem to have little experience with teacher racism (Stevens, 2010) or experience rather incidental experiences of racism and more in relationship to the labor market than at school (Vandezande et al., 2009). Young men of Moroccan and Turkish descent feel more discriminated against during their school career compared to women from the same minority groups (Vandezande et al., 2009). Despite the rather incidental nature of racism experienced by ethnic minority students at school, the studies of D’hondt and colleagues (2015a; 2016) suggest that perceived discrimination and expectations of being discriminated against, ethnic stereotyping and victimization in all aspects of ethnic minority students lives matter for the development of aspirations and attitudes toward school. Furthermore, victimization – and especially ethnic victimization – had a negative influence on ethnic minority students’ sense of school belonging, regardless whether this victimization was endorsed by teachers of by peers (D’hondt et al., 2015b). Finally, students that are more often stigmatized by their teachers (i.e., students of immigrant descent and/or enrolled in vocational tracks) have a higher vulnerability for stereotype threats, resulting in higher rates of early school leaving, low study motivation, psychological disengagement, negative teacher feedback and a lack of identification in education (Nouwen and Clycq, 2016). 
Interestingly, when looking at research conducted in FWB, researchers in sociolinguistic and didactics connected language and discrimination explicitly together. These scholars demonstrate the existence of negative stereotypes on migrant students as “allophones” (Lucchini, 2009; Lucchini & El Karouni, 2014), leading teachers to attribute these students’ learning difficulties to their migrant identity. Such an erroneous ethnic attribution of students skills might lead to inadequate pedagogical and didactical strategies. In a complementary perspective, through qualitative research on teachers’ and students’ representations, Lucchini (2012) also documents the existence of (objective or perceived) direct and indirect mechanisms of discrimination towards migrant students. These students regularly relate situations in which they have been/felt to be discriminated according to visible ethnic markers, or regularly face discourses excluding them from the category of “native Belgian”. Often categorized as “non-(real) French-speakers”, they have difficulty to identify as a legitimate member of the host society or of a common linguistic community. Such linguistic stereotyping processes may also lead to a strong and affective identification to the ethnic community and to language use. 
In a second body of literature, factors shaping perceptions of racism and unequal treatment in secondary schools are explored. In VG, mainly a symbolic interactionist perspective was applied. Stevens (2008a) finds that Turkish and Belgian vocational education students change their perception of racism according to their interactions in a particular social context. Students define teacher racism as a variety of different teacher attitudes and behaviors that express a less favorable opinion of ethnic-minority pupils or result in less favorable outcomes for such students. In addition, teachers devise particular strategies to avoid being perceived a racist. Despite being labeled as a ‘racist teacher’, teachers can still be perceived as ‘good teachers’ if they are able to fulfill their role as a teacher. Moreover, in Stevens’s (2008b) research, students have elaborated views on who is considered to be a legitimate recipient of differential treatment from teachers. Nevertheless, conflicts among students or between students and teachers can emerge over the legitimate nature of these statuses and the kind of treatment meted out to pupils in the process of status recovery. Such conflicts can in turn explain to some extent the observed variability between pupils in making claims of teacher racism or discrimination. Finally, one should not only focus on what students experience as legitimate when it concerns differential teacher treatment, the perceptions of teacher racism by students also depend on teachers’ attitudes and social acts (Stevens, 2010). Similar negotiations were found in a study of Clycq, Nouwen and Vandenbroucke (2012; 2014), which shows that success and failure are often ascribed to individualistic features, such as effort, merit and competence, and do not include students’ background or living environment. As a consequence, students that do not have the same background features as the dominant group are often blamed and victimized for their failure in schools, stressing the so-called meritocratic ideals of society and the school system. 
Similar topics were studied in FWB, but more from a social psychologist perspective making use of quantitative research methods. Scholars have focused upon the ways identity building and identity threats affect attitudes towards schooling for students of immigrant descent. In their survey, Heine and Licata (2017) explore the consequences of perceived discrimination on identities. The authors show that, in intercultural schooling contexts, migrant students attainments are affected by the fear or feeling to be evaluated through negative stereotypes. Interestingly, the effect of discrimination on membership is mediated by gender: for boys, a high perceived discrimination is clearly associated with identification to the ethnic group, whereas there was no significant effect found for girls. The authors explain this through culturally differentiated gender patterns in Turkish and Moroccan contexts. Boys are more expected to play a role in the public sphere. Experiencing discrimination at school will be perceived as an identity “threat” and therefore, they will be more likely to search for comfort and security, at identity and emotional level, within the group of origin. In another paper, Heine and Licata (2015) analyze the effect of lack of cultural “recognition” that students from migrant background suffer during their identity building. They distinguish between interpersonal and systemic recognition issues: on the one hand, students report a pedagogical lacks of recognition by teachers; on the other hand, ethnic segregation and inequalities (e.g., minorities’ overrepresentation in lower tracks and schools) are interpreted as an institutional lack of recognition, resulting in two distinct identification patterns towards the ethnic minority group and the host society. 
Finally, in the FWB, probably due to the predominant focus on socioeconomic factors and to the low saliency of “ethnic and racial” dimensions of social relations, this research tradition has been astonishingly weak. However, Ouali and Rea (1993, 1995) in pioneer research on the schooling of pupils of foreign origin have shown that, although the most important part of the attainment gap between native and migrant background students can be explained by socioeconomic factors, the national origin is not totally ineffective due to teachers’ discriminatory attitudes towards ethnic minority students. The authors suggest that ethnic stigmatization in orientation in secondary education could explain the contrasting orientation patterns between migrant and native pupils. Rea (2002) confirms the discriminatory effects of ethnic stigma and insisted on institutional discrimination. Later, Jacobs and Rea (2007) show that subjective identifications to ethnic /majority groups or perceptions of racism and discrimination vary according to the schooling tracks. Their study suggests the existence of “separate Brussels’ youths” regarding both socioeconomic and ethnicity criteria. Building upon several studies on educational inequalities in FWB, Verhoeven (2011a) makes an attempt to conceptualize systemic and institutional discrimination patterns in education, examining how educational systems organize ethno-cultural differences at macro, meso and local levels, and how these processes systematically contribute to segregation and inequality reproduction patterns. Apart from these studies, no other sociological researcher focused on ethnic and/or racial dimensions of discrimination and on their potential impact in schooling orientation. Rather, this has mainly been approached through “social class” and cultural capital lens in a “Bourdieusian” perspective. 
In sum, the ‘racism and racial discrimination in school’ tradition has – although still limited – grown over the last decade in both research communities. From these studies we can learn that, regardless the fact that students encounter discrimination, in indirect and direct ways, rather incidentally, discrimination plays a crucial role in the lives of ethnic minority students, which affects their school career substantially. First of all, due to the unexpected and arbitrary nature of discriminatory remarks and/or actions, the (perceived) existence of discrimination in society and higher vulnerability for stereotype threats should be considered as a general stressor in ethnic minority students’ lives. Despite the rather incidental nature of discriminatory remarks young people seem to encounter, the prevalence of discriminatory incidents in ethnic minority students’ networks strengthen these ideas and fears and therefore, its effect should not be underestimated. Second, these effects are strengthened by the ethnic victimization ethnic minority students encounter in school during crucial phases in their personal development and their school career. The importance of being comforted by peers who experience similar experiences, as a way to deal with such stressors, should be emphasized here. These findings clearly indicate the importance of perceived discrimination in students’ lives and school career. Furthermore, these findings show that perception of racism and unequal treatment in secondary schools is very difficult to measure as it is found to be constantly negotiated by school actors and dependent on the school context. This can for instance be demonstrated by the ways the relationship between language and discrimination has been dealt with in VG and FWB. 
5.4 Conclusions and discussion 
In reviewing research on race and ethnic inequalities in Belgium, we could identify five main research traditions: (1) the ‘political arithmetic’ tradition, (2) the ‘cultural and educational outcomes’ tradition, (3) the ‘language proficiency’ tradition, (4) the ‘school effectiveness research’ tradition and (5) the ‘racism and racial discrimination in school’ tradition. This review chapter on Belgium is unique as it is the first that combines an extensive overview of the research carried out on the Dutch- and French-speaking educational systems. The availability of two (almost) similar, comparable educational systems offers a unique starting point to understand processes that result in ethnic inequalities in education. 
Although not so many studies made concrete comparisons between both educational systems (in the same study), it is interesting to note the distinct discourses that prevail within each community on ethnicity and education and are reflected in school practices and policies. A first, clearly visible finding is that research traditions in both communities in Belgium highly reflect the broader societal tendencies and are related to from the prevailing social/educational policies. Obviously, the lack of research in a particular research area can be related to the fact that VG and FWB are relative small research areas, but some diverging trends should be understood within the larger societal and political context of each region. For example, it is not surprising that the ‘Language proficiency tradition’ is mainly approached from a sociolinguistic perspective in VG and from a multiculturalist perspective in FWB. This could be related to the distinct emphasis placed on language in regional policies and the historical developments of language policies across regions in Belgium. Additionally, with regard to migrants, it is also important to note that both Dutch and French are to a different extent spoken in other countries and used in colonial settings; therefore, these languages have a distinct status and a global level, and migrant groups are also to a varying extent familiar with the dominant language spoken at school. Another element that demonstrates the embeddedness of the societal and political context and research on ethnic minorities in education, may be the relatively larger developed political arithmetic tradition in VG, compared to FWB. These differences may relate to the fact that ethnicity issues are not as politically taboo in VG, compared to the francophone tradition, which is more influenced by the French “universalistic” model, and therefore more reluctant to “race and ethnicity” concepts. In the latter context, collecting ethnic based data might even be perceived as politically suspicious, as possibly leading to cultivating ethnic boundaries or undue discriminations. The measurements of ethnicity and achievement are largely dependent on and reflect the prevailing dominant discourses in society and politics, but do not necessarily correspond to the interpretations of ethnicity and the actual achievement outcomes in everyday (school) life. Furthermore, as many of the data in this tradition is collected to support policy purposes, the differences between the research conducted in VG and FWB could reflect differences in policy discourses. A second conclusion that can be drawn from the comparison between research carried out two research areas in Belgium, is that due to the different dominant languages used in each research area, we can note that although similar topics are examined, each research area builds further on different fields and canons of literature that are largely inspired by different authors and theories. This is for instance particularly visible in the ‘Culture and Educational Outcomes’ research tradition, were especially the importance of history, constraints and opportunities, are framed in a totally different way and hence are also based on a distinct set of scholars. A third conclusion that can be drawn from this review is that the focus of the researchers is significantly different. Despite the study of several similar research topics in a nearly all research traditions, we note that in VG, researchers mainly focused on cultural features when studying ethnic inequalities in secondary education, while considering the importance of socio-economic context and structural school features. By contrast, in the FWB, ethnic inequalities were mainly reduced to structural social class inequalities, with cultural differences (between the dominant and minority groups) treated as a consequence of these, and embedded in the larger historical context. An important final remark that we have to make is that, given the relatively small research areas (FWB and VG), one should not draw too large conclusions from the lack of studies in a particular field, as this could also be related to the relatively few number of scholars that are working on this topic in general. Based on this review, some future research recommendations can be made. First, more comparable, quantitative datasets and better measurements of the key concepts are required to fully understand how systemic factors (e.g., standardized tests at the end of the first year of secondary education; track organization) and prevailing educational practices (e.g., student evaluations, grade retention, early orientation) contribute to the reproduction of ethnic inequalities in education, and how these inequalities are shaped. Second, future comparative research could focus more on differences in the educational system, such as tracking practices and its consequences, or ways of approaching language used at school. Third, some research traditions, such as critical studies of the curriculum and the absence of the accountability movement are still left to be explored in Belgium. Fourth, only the literature of ethnic and racial inequality in secondary education in Flanders and FWB was considered, leaving out the German linguistic community as no research on this topic was found. The existence and development of this very peculiar educational system over time, in relationship with the surrounding educational systems, could be interesting for future research. Finally, although this review was limited to secondary education, by including research in initial and primary schools, initial disadvantages in secondary education can be considered. In addition, the transition from secondary school to higher studies and/or the labor market are other, important areas of research that need to be considered. 
To conclude, when looking at the research traditions and how they developed in similar and distinct ways across communities and research areas has shed an interesting light on the approach to ethnic inequalities in education and how scientific canons emerge.
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