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Avant -propos

Les trois volumes de ¢ et ouvrage rassemble nt différentes contributions a

la 2°™® Conférence Internationale Education , Economie et Société , tenue a

Parisdu 21 au 24 juillet 20 10. Comme lors de la premére édition en 2008,

ces contributions refletent la diversité et la richesse de la recherche
contemporaine en sci enc efanimdeenatibndl® daowviariti on au
la plupart des domaines de la discipline . Certes, les travaux regroupés ici

sont de qualité variable, certains nécessitant encore de sérieux efforts de
r@®criture, dobébautres de renf or o@anwe det cesi®t hodo
travaux suggerent aussi des pistes a creuser, touchent a des questions

vi ves doé®du tmdignemtndu soeact de contribuer avec rigueur au

processus de cr®ation et dbéacgxumul ation de c

Cette ann®e, |l a conf ®r ence iatonpavlesparn Wt endar
jusquodi ci r®serv=®e aux pr olpdlasversiondimaledes e contr
articles publiés dans les Actes. Un tiers de ces articles ont ainsi été

positivement évalués, et fournissent la substance du Volume 1. Je

remercie tout part iculierement les auteurs qui ont accepté de jouer le jeu,

et qui nous apportent ainsi leur sou tien dans notre engagement aux cotés

de tous ceux qui contribuent au progres qualitatif de la recherche en
®ducation. Nous esp®rons pouvanewunnbuveawmc hi r |
capavec | a g®n®r alisation de | 6®valuation

Je remercie toutes celles et tous ceux qui ont bien voulu apporter leur

contribution a cette conférence et aux Actes : M. Pascal Marquet,
Professeur ~ | &Guhsbourge rDeyen de ladraculté des Sciences

de | 6 ®d vethareciew du LISEC, qui a accept eéde prononcer | 0ex
inaugural ; les participants a la conférence et en particulier les auteurs

des contributions rassemblées dans ces Actes ; les membres du  Comité

scientifique ; et | 6®qui pe. Wreg@nireatquiecd es textes
ici serviront utilement a alimenter la réflexion

Professeur Guy Tchibozo
Coordonnateur de la conférence






Foreword

These three volumes put together various papers for the 2" Paris
International Conference on Education, Economy and Society (21-24 July
2010). As was already the case in the first 2008 edition, t hese
contributions  cover most areas of  contemporary international education
research, and are illustrative of the diversity and liveliness of current
trends. No doubt that the papers gathered here are uneven in quality,

some certainly still needing methodological reframing and/or language
editing. Yet, most of them p ose interesti ng research questions, raise hot
education issues, and prove commitment i or at least willingness T to
properly meet the methodological requirements of scientific research.

Refereeing the Proceedings 1 not only the proposals i was a new feature
in this ye ar conference. One third of the papers submitted for inclusion in

the Proceedings were thus successfully peer -reviewed . These are
present ed in Volume 1. | am especially grateful to those contributors who
entered the refereeing process, thus supporting us to engage along  with
so many other quality improvement agents in educational research.
Hopefully we may take a new step next year through refereeing all the
Proceedings articles.

| would like to thank all those involved in  this conference and its
Proceedi ngs: Professor Pascal Marquet, from Université de Strasbourg,

Dean of the Faculty of Education and Director of the LISEC Education
research institute , for accepting to deliver the keynote address ;. the
participants to the conference and especially those whose papers are
included in this book ; the members of the Academic Committee ; and the
Organising Committee . | do believe that the papers present ed here will
inspire and sustain fruitful debates

Professor Guy Tchibozo
Conference Coordinator
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The Answer to Overcoming Math Anxiety:
Student 6s Perceptions

Amelia Allen , Harvey Allen

Monmouth University, USA
hallen@monmouth.edu

Abstra ct

The problem of student performance in mathematics in the United States remains a

national concern, despite more than 50 years of attempts to improve mathematics

education. This is due in part to math anxiety. This qualitative phenomenological study

examined the perceptions of 20 college students who overcame mathematics anxiety.

The in-dept h interviewing of t hese student s provided
perceptions of strategies that helped to reduce their mathematics anxiety. Three themes

emerged that were consistent with the literature and reinforced the fact that there are

strategies that can be incorporated in the classroom to help math phobic students. The

three themes were: mannerisms of math phobic students; instructional strategies that

helped reduce the studentés math anxiety,; and the deme
and the way they interact with their students.

Keywords: Mathematics T Anxiety -Phenomenological -Student -Perceptions

Introduction

One of the greatest challenges facing education in the United States is the
performance of students in mathematics and their avoidance of mathematics

courses and related careers (Friedman, 2007; Else -Quest, et al., 2008; Warfield,
2008; EdSource, 2008). Th e purpose of this qualitative phenomenological study

was to understand the perceptions of college students who overcame
mathematics anxiety and to determine strategies that led to this phenomenon.

The results of this study are intended to provide college p rofessors of
mathematics with an understanding of mathematics anxiety and provide them

with strategies to help reduce the anxiety.

Literature Review

The problem of student performance in mathematics remains a national concern.
Mathematics is no longer a subject that can be avoided in the professional world,

and mathematics is a requirement for success (Noel -Levitz, 2005). Few careers
are available that lack basic mathematics skills, and the job market has
increased demand for technical skills (Noel -Levitz, 2005; EdSource, 2008)
However; improving mathematics education in the United States remains a
challenge.

(
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Numerous reports such as the National Commi ssi o1
document A Nation at Risk (1983), the National Center for Education Statistics

(NCES) reports on international testing comparisons, Principles and Standards for

School Mathematics  (National Council of Teachers of Mathematics, 2000) and the

No Child Left Behind Act have documented the need for and responded to this

need through mathematics reform. Education officials are rethinking the teaching

of mathematics in American schools.

Mathematics Anxiety

There is an array of definitions of math anxiety, with Tobias (1978) given credi t
for first defining math anxiety as feelings of tension and anxiety that interfere

with manipulation of numbers and solving math problems. The phobia was given

its own diagnosis code from the American Psychiatric Association: 315.1 and was
def i ned desswihSatmathematics disorder have problems with their math
skills. . : .significantly below nor mal consi de
and educat i onAvarfety of difieBeit types of math phobia were also
identified including global f  ears which occur all the time or subject specific such

as towards algebra. Chisolm (1980) found that the fear of failing and avoidance

of mathematics are also considered forms of mathematics anxiety. Clearly math

anxiety is a real condition that students e xperience and feel

Affects of Mathematics Anxiety

Math phobia causes a phenomenon that may impair normal intellectual
functioning. As a result, the basic skills necessary for learning become
inaccessible as a form of panic takes hold. Students believe that they cannot do
mathematics and so learn to avoid it with some students exhibiting physiological
symptoms of a severe nature. Perry (2004) described a variety of symptoms and
reactions that can occur such as sweaty palms, nausea, heart palpitations, and
paralysis of thought.

Ruffins (2007) studied the r elationship between math ability and anxiety, finding

that people who fear math have a tendency to avoid math -related classes, which
decreased their math competence. College level students openly admitted their
fear of math and subsequently did not complet e assignments, avoided the

teacher and the subject, and acted very nervous. Adult students exhibited
avoidance behaviors such as not attending class, not participating, and even
acting out. Karimi and Venkatesan (2009) found as students' levels of math
anx iety increase, there is an increase level in the avoidance of mathematics.
Farrell (2006) cited the incidence of math anxiety among college students was
evident as many students chose their major on the basis of how little math was
required, with only abou  t 2 percent of undergraduates majoring in mathematics.
As a result of avoiding math related majors, these students are blocked from
many careers. Scarpello (2007) found that 75% of Americans stop studying
math before they complete the educational requireme nt for their career or job.
Projections from the Bureau of Labor Statistics' (BLS) Occupational Outlook
Handbook (2009) indicated that many jobs in today's labor market require a
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mathematics background, and that jobs requiring the most education and
traini ng will be the fastest growing and highest paying. The literature indicated
that math anxiety has short and long term affects, and that providing solutions
to remedy or lessen the levels of this anxiety are necessary.

Causes of Mathematics Anxiety

The literature review is replete with studies regarding the origins of math
anxiety. Furner and Duffy (2002) recommended identifying the source of the
anxiety, distinguishing the factors of how math anxiety came about in the first
place. Knowing the source then would guide actions to overcome the anxiety.
Varsho and Harrison (2009) concluded that students attributed feelings in math

to five contributors: previous teachers, math ability, teaching styles, previous
course, and family experiences.

Much of the lite rature pointed to dismal experiences in the classroom . Furner and
Duffy (2002) identified teaching techniques that could cause math anxiety such
as assigning the same work for everyone, teaching from the textbook, and

insisting on only one correct way to ¢ omplete a problem. Warfield (2008) found

that traditional math instruction did not work |
produces people who hate math, who canét connect
anything in their | i veso ( p. that professors tughte | | (200C¢C
mathematics with great use of large lecture halls and passive methods.

Therefore a lack of variety in teaching -learning processes occurred, with an

emphasis on memorization, speed and doing oneds

teaching contri buting to studentsd mathematics anxi e

Studies related to solving word problems in mathematics have shown
mathematical rigor and linguistic complexity as the two major areas of difficulty

in solving word problems (Norgaard, 2005; Treacy, 2005). A ccording to the
secondary school longitudinal study conducted by the National Center for
Education Statistics (2009), only 4% of the 2004 senior class exhibited a
mastery of complex multi -step word problems in mathematics (Schroeder,
2005). Therefore, fact ors affecting the ability to solve mathematical word
problems must be of utmost concern to all mathematics teachers.

Fraser and Taylor (2003) investigated the relationship that existed between the

classroom environment and level of math anxiety from the p erspective of high
school students and determined that there was a strong relationship between the
classroom environment and student so l evel s of

Nason (2004) investigated possible causes of math anxiety with eighteen
Australian p re-service primary teachers. Their research determined that for the
most part the participants attributed the cause of their math anxiety to primary
school experiences.

Shields (2006) conducted a mixed method study of
the cau ses of mathematics anxiety. Participants attributed their math anxiety to

teachers, even though, society led them to believe that mathematics would be

important in their future. This may have added to their level of anxiety since
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they felt t h e ywhat sacietyd wodld regdiie. Being taught in small
groups and working with a partner seemed to produce the least anxiety, whereas
individual and team competitive math activities made the most number of
participants anxious.

Family/Society

Warfield (200 8) conducted a qualitative study regarding family attitudes and

concluded that the attitudes of parents affect student attitudes about

mathematics. Warfield summarized this attitude by a comment from a parent:

AHoney, dondt worry. I nNeeedo €pA20a/agagpat framat h ei t
the American Council on Education found that 70% of Americans acknowledged

that math was very important yet 44% believed students avoid math because

this subject was too difficult (Clarkson, Covington, Fawcett, Smith & Gold man,

2007).

Disposition

The causes of math anxiety related to disposition, motivation, and self efficacy

have also received attention in the literature. According to Marzano (2003)
feelings of competence and belief in the potential to solve new problems serve as
powerful motivati on, This shows a direct relationship between confidence in
ability and achievement in mathematics. Ercikan, McCreith and Lapointe (2005)

also found that confidence in mathematics was the strongest predictor of
mathematics achievement. Therefore, in order t o learn and achieve well, it is
important that students have a positive concept of themselves and their ability to

learn, and a positive attitude towards mathematics.

Higbee, Arendale, and Lundell (2005) suggested that learning about student
experiences and perceptions might produce further insights into improving
performance. It was their belief that improvement in student demeanor had to

do with the process of learning mathematics. Zan and Di Martino (2007) found

t hat student so emot i orceplion af isscpesss iandi valme, of p e
mathematics contributed to their overall attitude towards mathematics.

Self confidence in math, the perceived value of the subject, and enjoyment of

mat hematics have been shown to be relas®wd to t|
learning math and ultimately their motivation to do well in the subject. Karimi

and Venkatesan (20009) continued that a student d
mathematics directly related to their mathematics performance. In conclusion

these studies hav e s hown 't hat studentsd beliefs in one:
predictors of achievement.

Practices to Reduce Mathematics Anxiety

Numerous studies (Barnes; 2006; Farrell, 2006; Faryadi, 2007; Johnson,
Johnson, & Smith, 2007; McCoy, 2006; Townsend & Wilton, 2003) researched
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strategies for overcoming math anxiety. Tobi as
anxiety can never be eliminated. The point is t
suggested that conquering math anxiety requires initiative and confide nce about

l earning and onebs own ability to | earn. Perry (

simple solution to the problem of math anxiety; and suggested that a positive
attitude was a first step. Reducing and eliminating mathematics anxiety
continues to b e a challenge for students and teachers.

Best Practices for Mathematics Instruction

Barnes (2006) investigated strategies to lessen math anxiety in the high school
classroom. Ten students with the highest levels of math anxiety were selected to

be int erviewed. Barnes concluded that a positive and supportive learning
environment aids students in overcoming math anxiety. McCoy (2006) revealed

that high school students felt that teachers could be doing a lot more in the
classroom to decrease math anxiety, including the following: discussing and
writing, providing good math instruction, practicing study techniques, developing
calming/positive ways to deal with fear, and experiencing success to build math
confidence.

In the 21 * century, emphasis has been placed on improving mathematics
education. This requires high expectations with strong support for all students by
accommodating to their differences. Farrell (2006) suggested that teaching

methods at the college level should be re -examined with an emphasi s on less
lecture and more student directed classes. Cooperative learning groups,
discussions, and manipulatives were suggested by Furner and Duffy (2002);
Uusimaki and Nason (2004) also recommended  exploring and communicating
about mathematics in a suppor tive group environment. Dangel and Guyton
(2004) ascribed to cooperative learning with the use of discourse and
collaboration for learning to occur. Murray (2007) claimed the need for
differentiated  instruction as students learn at different rates, in different ways,

with different successes and challenges. Instruction must be flexible enough to

meet the needs of all students and to address the frustration that often leads to

math phobia.

Using a co nstructivist philosophy coupled with the use of cooperative learning

was not as clear, especially for the adult learner. Brewer and Daane (2002)

found that students in constructivist classrooms had greater understanding of
mathematics and experienced more success than those in traditional classrooms.
Cooperative groups provide students with a chance to exchange ideas, ask
guestions, explain to one another, clarify ideas, and express feelings about their
learning. Townsend and Wilton (2003) examined changes in attitudes towards
mathematics. Their findings suggested that when cooperative learning is used,

there is a significant positive change in mathematics self -concept. Uusimaki and
Nason (2004) interviewed pre -service teachers, suggesting that the learning
environment should allow free exploration and communication, a supportive

group environment and application of mathematical knowledge. These
constructivist practices in the college mathematics classroom are essential to
breaking the cycle of mathematics an xiety in the American society.


http://www.heinemann.com/authors/2280.aspx
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Research Question

The following research question guided this study: What is the lived experience

of college students who have had a significant reduction in mathematics anxiety;

and what do the students perceive as effect ive strategies, activities, curriculum
choices, and learning environment that helped lessen or resolve their fear?

Methodology

This study used a qualitative phenomenological design, with in -depth
interviewing to collect dat a ohstrategi¢s thatthalpdde nt sé pe.
to reduce mathematics anxiety. Selection of the participants was based upon

students reporting a reduction in their level of mathematics anxiety. Each

interview was recorded, transcribed, and coded with the analysis dividing the
interviews into categories. This method provided the participants with the
opportunity to recall their stories, informing the researcher about what occurred

to cause an attitude change. This study took place at a four year private
university located in cen tral New Jersey, USA. The primary investigator has
taught mathematics at the university for more than ten years. Other
mathematics professors at the university were asked to administer a short
guestionnaire to their students. The 5 -guestion survey was used to identify
students who once feared mathematics, but no longer do, and were willing to
participate. Of the 350 students surveyed twenty students met the criteria for

selection and participated in one -on-one interviews. During the interview,
students were asked a series of open ended questions to determine what
strategies helped to reduce their level of mathematics anxiety. Students were
specifically asked about their attitudes, feelings, emotions, values, peer
influences, parental expectations, and teache r influences as they related to
mathematics.

Data Analysis

The researchers and debriefers applied codes to the transcripts, finding elements

that included descriptions of people with math anxiety, causes, and possible
methods to reduce this anxiety. Bas ed on the works of Farrell (2006), Morris
(2007), Ruffins (2007), Tobias (1978), and Turner, et.al. (2002) and the
processes of coding described by Hatch (2002), Creswell (2003), Rubin and

Rubin (2005), a list of codes was developed. These codes included t he following:
Characteristics, Causes, and Reduction. The exact quotes were reorganized
according to the codes. From these codes, the results created themes that

helped answer the research questions.
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Results

Three themes emerged from the data analysis of the interviews. The first theme

was that math anxiety causes students to act in unigue manners. Some of the

participants referred to their own mannerisms with the following statements: i My

body | anguage said lychadtls doweaté |I. wamted to
the deskél felt frustratedésometimes | just refu

The second theme that appeared was that there are specific instructional

strategies t hat teachers can empl oy feat of hel p
mathematics. The interviewees stated that they were helped in the following

ways: AiThe teacher took wus through t hS3owhpand bl ems ¢
methodically explaining the math material seemed to help students clarify and

make sense of the ma th. The interviewees repeated several times that they

simply did not understand the math. They claimed that il di dnét know it 8
do the homework and |1 6d get it wrong. . . [ did
wa y This perpetuated their math anxiety. Some participants maintained that

their math anxiety was reduced because &8d the ¢
my dad pulled me through and heds the reason wh
and she woul d woOnke pawiciparit deseebed working with he r dad

when she lsaiwdsin partially being comfortable in
home and he would be sitting in the easyAlchair a

of the interviewees credited a specific math teacher with helping to reduce their
fear of mat h She [the teacher] would go over it. My answers would be right.
And |1 ém sure that was something that helped. 0€é0
she [the teacher] helped me to understand. 0é0Wo]l
problems helped me t oaluwmder sftealntd oléeed 1 [t he teache

felt | could ask questions ad not feel stupi doé
of us individually and miod studehtd ¢0 sucdeeds in fun. o
mathematics they need a nonthreatening environment in which they can take a

risk.

The third theme indicated that although teachers may enter the profession to
help students, they may actually become an obstacle. The interviewees described
being overwhelmed in the classroom. They described this setting when they said

il woul dnét have done any better if | had taken
get it wrong. : . ol had a bad experience with
would stand over me and make me nervousoéoShe
answer my gquéestnieovnesroéhbad enough ti meoéol never f

c ar e Buchfindings served as a reminder of the powerful affect that teachers
have upon their students.

Conclusion

Although the study of math anxiety is not a new concern for American education,

it has a far reaching affect on the American society and individuals themselves.

Friedman (2007) noted, fAiHow many times do we adu
justnotgoodatma t h? That may be true for some of wus. B
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enough in the new generation of jobso (p. 302).
the perpetuation of math anxiety.

This study interviewed individuals, who once experienced math anxiety but also
experi enced a reduction in this fear. While the study included only 20 interviews,
three themes emerged that were consistent with the literature and reinforced the
fact that there are strategies that can be incorporated in the classroom to help
math phobic stude nts. The interviews revealed that there are behaviors that
mathematics phobic students might demonstrate such as avoidance of the
subject and physiological reactions. Paramount is the finding that there are ways

to help these math phobic students The word s of the interviewees emphasized
the fact that a caring teacher in a supportive environment who uses multiple
teaching strategies to address the needs of all students is the best remedy for
reducing math anxiety.
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Abstract
Children's interest and abilities for the online environment in general, and especially for
videogames, has raised a lot of attention by the comp anies operating in these markets,

but did not raise the same interest among the education community. If the integration of

ICT (Information and Communication Technologies) in Portuguese schools has been
somehow controversial, the acceptance of videogames a t school provokes much highly
contradictory feelings and reactions among educators. Playing games, and most of all
playing just for the fun of playing, not to learn some specific topic, is not fully understood

as useful by many educators. And when playing means using electronic devices, then we
are putting together two things that are both often seen as useless for educational
purposes. The adultsd speech about this s quite cl

i
neither games, nor playing, nor these ne w electronic itoyso can fit
seriousness. However, technologies are not good or bad in it selves.

This text is the result of a research carried out in two Portuguese schools, with children
aged from 6 to 10 years and their educators.

Keywords: Children 1 Culture 7 Technology - Videogames and Play

1. Introduction

Information and Communication Technologies (ICT) represents, nowadays, a
new way of living a great change at all levels: educational, cultural and social.

The contact with the digital world, the access to information, distance learning,
e-mail, e -government, e -banking, video conference, online shopping, etc... are
changing significantly the way we live and work as well as the way we interact

with the new generations. The appeal of this technological advance is, as
described by Valentine and Holloway (2001), the promise of greater speed,
power, control, knowledge, ple asure and development. We all know different
pedagogical methods and projects for education as well as different ways of
learning and teaching, but we have not yet fully studied children's online uses at
school either in a formal or informal way (Lencastre & Araujo, 2007).

Considering that international studies showed a positive correlation between the
use of Information and Communication Technologies (ICT) in the context of the
classroom and good learning results, Portuguese Government implemented, in
2009, a Technological Programme for all school levels !, The plan set as its main

! http://mww.min - edu.pt/np3/2237.html Within the scope of the Technological Plan, 2
million Portuguese citizens will have access to specialized training on the Internet and
will  strengthen the internationalization of research efforts in  Portugal.
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goal to rate Portugal among the five more advanced European countries in
technological modernization of education. The plan was to provide internet
access to all students of all school levels, to equip classrooms with a Technology
Kit that included, in addition to computers, interactive whiteboards and other
specific equipments. However, the process of implementation has been somehow
controversial, either by financial or administr ative reasons but because this plan
demands also changing peoples minds about learning. Our findings show that
more than 50% of the teachers could not understand the usefulness of the new
equipment in the classroom and where rather critical towards its use with young
children. Furthermore, a considerable number of teachers lacked the
technological skills to deal with the equipments, so a special training programme

has been implemented (to all teachers in all schools that would like to attend it)

in orderto overcome those specific difficulties.

For young children, however, technology seemed not to be a problem as in fact

the computer literacy and access to ICT at school has been preceded by informal
learning in kindergarten, community centres, at home or w ith friends, through
the use of electronic devices as the Game Boy (console launched in 1989),
among others. Moreover, our research shows that the massive access of children

to such devices is prior to their access to computers at school. Videogames and
consoles are, for the youngest, the first training experience in the IT
(Information Technology) world, as also shown by the research made by Casas
(2001).

In fact, we are in the presence of a new concept of literacy, which brings
together and integrates im ages, sounds and words, visual symbols and artefacts.
Unlike television, which is a passive device for children to watch and listen
without interaction, videogames allow a great interactivity. As Paul Gee (2007)

refers, this is a new concept of literacy wi th a broader scope. The written
language is no longer the main way we can communicate ideas. Images,
symbols, graphics, artefacts and many other visual symbols regain their
importance and become very significant. Moreover, images and words are
juxtaposed a nd better integrated in this new world. In new books, in Internet
pages and in games, images become more present, more important, occupy

more space and sometimes donot even require a
becomes easier for chiladrehinkiPsesopbel tesdabout

(facts, information) and games are just about actions. Games have lots of
content, but Oteaché it in ways radically

The level of knowledge required to deal with this new reality seem very complex
to many educators, but when it comes to children they find it very easy. Most

children are very practical and want to experiment and explore and they do so

with a purpose that is not exactly the same of adults: they do it for fun, to play.

And an interesting feature of this playing attitude is that it is a good way of

learning, of acquiring knowledge and experiencing life. In this sense, it is
necessary that teachers understand these new digital worlds as well as the
children's culture and try to learn through it.

http://www.  cnel.gov.pt/InnerPage.aspx?idCat=422&idMasterCat=417&idLang=1&site=c
oordenators - office

di ffer

\
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2. The research

To study these issues we have developed a research with children from 6 to 10

years old, and their teachers in two Portuguese primary schools, in order to be

aware of their habits and routines in what concerns onli ne experiences, contact
with technologies, knowledge experiences and uses of different electronic devices

either at school or at home. We wanted to know the impact that these electronic

toys have in their life and their way of learning. We also tried to un derstand
whether it is possible, in the current context of education, a pedagogical
perspective that takes into account childrenbds ¢

promote literacy in an active and participative way, i.e, a type of participation in

whic h children can be engaged voluntarily and express themselves culturally as

authors of their own way of learning. In fact, a perspective that is focused on

matters that interest children, as electronic devices, videogames and face -to-
face games, may bringn  ew meanings to school culture, attenuating the symbolic
violence, inevitably present in the dominant school practices.

After collecting data from direct observation, we gave a questionnaire to 230
children (boys and girls) as well as to their teachers. Th e result of this work
showed that, in what concerns ICT, 100% of the children know how to use
computers and at school they mainly use them for research or other schools
activities; 94% of the children have computer at home but just a small
percentage has i nternet, although all of them know and use internet at school at

least once a week; 98% are familiar with different computer games and
sometimes they play at school library. Children are also familiar with different
electronic devices like mp3 and cell pho nes either as communication tool or to
play games, but only 10% have one of their own.

Concerning videogames, 82% referred they have videogames at home; 50% of
the children have more than just one brand, but all of them know different ones:
PlayStation, PlayStationPortable, Nintendo, X -box or other; they know the

characteristics of these consoles and are up -to-date in what concern new
models, prices and where they can get them; 22% play videogames every day
more than once; 94% play time to time and/or dur ing weekends either at home

wi t h their own equi pment s or at friends or p
mentioned they love to play and find these games suitable both for boys and

girls, although boys are more enthusiastic. 60% of the children mentioned their

parents donét |l et them to play al/l the time the
always buy them new games. Only two children referred that they have already

played with their mothers and several play frequently with their fathers. They

prefer to play wit  h friends and they mentioned that, at school, nobody would let

them play (either their parents or teachers). They also mentioned that they

would not have time to do so.

To the queantyobuosay whyido you like to play these games 2?0 they
menti oniedi sicool 0, fi | |l ove ito, ito relaxo, of asc
ito pass dif ferjugniit d eprledys®. To the question: fAWh
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they referred : 6 | ot s o fSome mentiomped dhey learn English and others
that with these equ  ipments they can play educative games.

They have difficulty saying clearly why they enjoy so much playing videogames

and mentipdmed ifs to play . .. ot hbauttd st htehye ag osood ntehit
that they love the challenge of the game. All of them li ke games related to

football; but they also mentioned games about history and monuments. Easy

games are not so good, not so pleasant, di fficul
we know how to play it easily it is not interest
In the book fAXcwdredt Bppug re (2005), anal yse

between playing and learning and specifically in what concerns videogames, he
refers that what is really important for the game players is the adventure the

game proposes: finding the enemy, passing diffe rent levels, changing places and
pieces, defining strategies, sharing, controlling and having the illusion of entering

into action. Concerning interactivity, Brougére refers that it has different levels

and so it is necessary to think and understand what r eally matters in these
games and why children love them so much. According to Paul Gee (2003), good
videogames incorporate good learning principles, principles supported by current

research in Cognitive Science. This author has developed a scientific resea rch on

the subject, explaining why we need to pay attention to these issues.

Considering that electronic games industry is growing and that children spend a

lot of money in it, engaging themselves in playing games that are often hard,

long, difficult and ¢ omplex, he became intrigued by the implications good

videogames might have for learning in and out of schools. So, he realized that

this persistence of the students to play long, hard, complex and very difficult

games and yet enjoying it, was really the qu estion schools should face. Being so,

his aim was not to say how teachers should teach, nor to take these games to

school, but to understand the role of design, experience, cognition and pleasure

in attracting childrenés i nt e rthesubjectshawthitact |, hi s
at a deeper level, challenge and learning are a great part of what makes good

vi deogames motivating and entertaining and that¢
potentiality (Gee, 2003). We often mention the difficulties children have to

understand and to like school so maybe one way of making them participate

more in school activities is to have there the games they like so much.

Furthermore, scientific research today shows that good games are essential for

good learning, either electr onic games or games and playing in general.

Teachers interviewed during this research mentioned that they use laptops
mainly as a communication tool. They use them especially to write documents

and sometime to make a visual presentation. Few teachers ment ioned they use

I' T in classroom with their students. The ones wt
like:

1 - The Internet is not seen as an essential activity, a daily necessity for small

children in their school activities;

2 - ICT is better for older children and to do special and thematic activities;

3 - Children who attend the 1st year are starting reading and writing, and
therefore, it is assumed that reading and writing should precede the handling of
computers;

4 - The pedagogical relationship (stu dent -teacher) in primary schools is very
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close: the work on the computer could create some isolation on the learning
process, limiting the length and quality of the relationship teacher -student and
student -student.

The data collected shows that for some t eachers ICT is not seen as the possibility

children have to access more easily to information and communication and so

the possibility to enlarge their way to contact with the world. Regarding this

subject David Buckingham i n an fiOverview oear aleyld apwamldi dhad
EU Committee on Culture and Education in April 2008, mentioned that when we

are talking about media in school we are not talking about technology but about

education.

Regarding electronic games, most of the teachers find that these ga mes should

be played at home and that it is better that st
They feel that children already play too much time and they feel it is not good for

their health. They also referred that electronic games are the responsible for

children's lack on interest either on reading books or studying to improve school

activities. 20% of the teachers find that videogames are a waste of time and

donot see any advantage to the Il earning process
their students pla y a lot at home an so it is not necessary to have videogames at

school, even considering that in Portuguese primary schools small children spend

a lot of time (more or less 7 hours every day). They feel that after school hours

children should participate i n educational activities that are related to their

improvement as students and for those teachers games are recreational

activities only. Even so, some teachers referred they where willing to try to

understand why children love these games so much and if t hey found a positive

reason they could even start using games in c¢la
already played videogames?0 only three answered

Listening to children and paying attention to their cultures is a challenge to the
tradition al school and schooling. As Niels Kryger (2005) mentioned, the school is
seen as an authority in matters of knowledge, ensuring the transmission of a

valid culture, and activities that are out of school, or outside the curriculum
guidelines, are  considered of lower quality and sometimes even poor. This way of
seeing the school still stands, and does not help to look at children as they really
are and to value what they like to do . Unlike adults, children are not concerned
with ICT, or with the Information Society, or to accomplish any specific learning
program, but only to express themselves, to play. As Jackie Marsh (2010) also

refers, children are becoming more and more interested in virtual worlds,
spending a lot of time online. Consequently, we cannot i gnore the impact these
activities may also have in their formal education progress.

3. In Brief

In this article we presented some results of our ongoing research. We focus our
analysis on data related to childrenoés offerst er est

2 David Buckingham is one of the leading international researchers in the field of media
education, and in research on children.
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a wide range of opportunities to play and engage in learning, but this research
also shows that children cannot be left to their own devices, they need to be
accompanied. In fact, electronic devices can be bad in those conditions. Next
step of this research should be more specific in what concerns skills and specific
contributes to learning.

Playing games, especially when related to schooling and educational institutions,

often appear as secondary activities. Furthermore, when we think about
videog ames, we think on fun and when we think about learning, we think on
work. This way of understanding videogames is not only because they are
electronic devices, but because playing is not considered a serious issue.
However, children play to discover the wo rld, the people and all things that
surround them. Playing is to be in action and it is through action that children
construct their perception of the world, even if the kind of action games proposes

cannot be confused with the action of school activities. To play it is not only an

i mportant activity, but it i s absolutely wvital
sleeping or eating. If we pay attention the way children play, we will notice the

spontaneity, the voluntary commitment, the regularity and consisten cy of the act

of playing, an activity closely related to the development of the child and
consequently to itbés | earni ngdoprbotc eplsay Itho flaear,
learn because theyplay o6 ( Epstei n, 1996: 8) . Further more, p |

children to develop their creativity, autonomy and responsibility.

Pl aying is part of childrenés cultures and for
foundational element of their culture. "Playing is the condition of learning and

learning at the outset of sociability" (Sarmento, 2004:26). Bearing this in mind,

educators like Froebel, Decroly, Montessori and others, have proposed, several

decades ago, a framework for school activities that allowed children to live a

school life where playing could reveal all its potential benefits (Aradjo,2009).
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Abstract

This paper aims to present a critical reflection on a pioneer project of Music and Drama

and its specific ways of artistic expression and communication carried out by GCEA
(Gabinete Coordenador de Educacdo Artistica) in Madeira Island. For 30 years Madeira

primary schools provides music and drama to all children, from 6 to 10 years old,

involving them as well as their parents and teachers in a relationship that is beyo nd
pedagogic and educational purposes. Our research focuses the curriculum orientations,

teachers training, structure and organization of the project as well as dissemination, to

understand the role that Music and Drama, as key areas, have on the integrate d
development of young children, mainly in the domains of creativity, self -expression, and
autonomous thinking.

Keywords: art education T expression T music i drama - teacher training

1. Introduction

In the twentieth century there has been all over the world an incidence in the
scientific disciplines in curriculum orientations. Although, in the last two decades
there has been a  growing movement that imposes a critical point of view of the
implications of that choice in the children development, which UNESCO
(International Appeal for the Promotion of Arts Education and Creativity at
School) is a great example.

The literature  provides us a remarkable number of studies and arts experiences

with children that prove the effective contribute of the arts in the human
development ( Hargreaves, Marshall and North, 2003; Sloboda & Juslin, 2001,
Sloboda, 2003; Pacheco, N. A., 1999). Iwai, K. (2003) summarises these
research findings in five domains: aesthetical, socio -emotional, socio -cultural,
cognitive and academic achievement.

As said in the UNESCO Positional Paper Aby gi
teaching of arts in places where knowledge is transmitted (schools, cultural
institutions and centres, training centres), this teaching, by its very nature,
becomes atooltostren gt hen et hics, social and aesthetic v

The music educatoro6s community agrees that t eac
children with diverse musical activities from playing and singing to listening,
improvising and composing. Small, C. (1998) n amed it musicking , as present
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participle of the verb to music , with implies the engagement in any kind of music
performance, even dancing.

Dr ama Education i s Aipedagogy of t he processo,
develops ways if knowing/doing and ways of be ing (Barret & Landier, 1991;

Bolton, 1985, 2007). These is one of the most difficult aspects of having drama

education in curriculum, once the products of its teaching are personal, and its

quite easy to fall into the trap of confusing drama education and theatre, or with
socialization games. On the other side, i n Port.t
a specific course, what brings some indolence to the decision of who is teaching

it.

In Portugal, the primary curriculum is composed by Portuguese (main lang uage),
Mathematics, Study Field and Expressions (mainly drawing). Although since

1996, the Ministry of Education issued a law that defines music education as an

extra -curricular activity which implies that, as a curriculum subject, it has not

been implemen ted as desired (Mota, 2001, 2007; Boal -Palheiros and
Encarnacéo, 2008).

In 1980, in Madeira Island, an autonomous region of Portugal, was born a unique

project of music and drama. This project aims to give the opportunity to all

children in primary schoo | of the island to experience music and drama. In order

to accomplish that, the two mentors of this project (Carlos Goncgalves e Ligia

Brazao), with the endorsement of Regional Secretary of Education, have founded

the GCEA (Gabinete Coordenador de Educacédo Artistica - http://dre.madeira -
edu.pt/gcea/). In this article we analyse the structure and the organization of

this institution in order to accomplish their goals, what have it done in order to

keep the government support and the implications of it progres sive growing, in
its 30 years of existence.

This is a case study that adds qualitative methodologies, such as ethnography,
content analysis and narrative inquiry (Bresler, 1992; Clandinin, 2006), and a

small proportion of quantitative methodologies, stati stical analysis of the
guestionnaires that were sent to classroom teachers, music and drama
specialists, and parents.

In this paper we made a critical reflection about the implication of the continuous
growing of the GCEA in the teaching of music and dra ma, and its potential
contribution to the children development.

1.1. Madeira Island
Madeira Island is the main island (740 km %) of Portugal and is located in the

Atlantic Ocean west from African Coast (Morocco), 978 Km southwest from
Lisbon (capital of Portugal). Madeira is an Autonomous Region, with the main

town in Funchal and have approximately 245 000 inhabitants, the majorit y in
vulnerability to poverty (Bruto da Costa et al., 2008). Tourism is perhaps the
maj or force of Madeirabébs economy, providing a

tourism activities.
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1.2. Gabinete Coordenador de Educacéo Artistica (GCEA)

GCEA have a struc ture and principles very similar to the scout movement. Its
hierarchical structure (cf. figure 1) includes one director (one of the mentors),
tree coordinators for the different division interventions and the music and
drama specialist teachers.

Director
v
Coordinator of division to support artistic education
v
Regional Coordinator of Music and Drama
v
Municipalitybs coordi
v
Music and drama specialist teachers

In order that all the children have the same opportunites GCEA has
progressively introduce rigidity to its functioning. This is justified by GCEA

di scourse that fcollege graduate is only a | icen
Since 1980, 261 music spec i al i st teachers (Portugal does
specialist teachers) are taught in Madeira primary schools. GCEA supports them

in very different ways: on -going training (they are obliged to attend at least one

per year), supervision and working meetings.

The supervision is understood by GCEA as a manner
adaptation to the project and ités done in a b
coordinator is responsible for a group of specialist teachers, supervises their

classes (participat ing one a month) and plan collectively. In each observed

lesson is made a report agreed by both parts to GCEA direction. Participating in

the institutional activities is hardly advised, particularly in choir and instrumental

groups.

The project provides one hour in curricular time and 90 minutes in extra -
curricular, defined by the specialist teacher according to his own skills: drama,

Orff instruments, choirs, dance and Madeira traditional instruments. In the

curricular time teachers, generalist and speci alist are in the classroom and work
together. Only in the extra -curricular activities the specialist teacher is alone,
although the teaching should be articulated with the class. Through out the

entire year, GCEA promotes several public events that allows the demonstration
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of projectds practices, culminating with a huge
of the school year (June).

Two years ago the GCEA also launched the music and drama manuals that

should be used as guidelines to the children work, even tho ugh the specialist

teacher can use other kind of materials teachers should give priority to textbook.

GCEA also provides all the material needed to teach music lessons in schools,

such as music instruments, c¢cdos and dvdos, and s

2. Methodology

In order to understand the complexity of this project, concentrating our efforts

only on the work that GCEA develops with the children in primary schools and

within schools, we combined qualitative and quantitative methods. The data was
gathered in two years of research, from November 2007 T September 2009, and
the whole study is expected to be complete in November 2010.

Qualitative met hods wer e mani f ol d: analysis
unstructured interviews to key figures/ mentors of the project, and ot her

coordination elements; semi -structured interviews to music teachers;

observations of several music and drama classes; attendance of public
presentations; childrenés focus group interviews
The topics that constituted the design of unstructured and semi - structured

interviews were priory discussed by all the team members; the same was done

by the c¢childrends focus group. Some of 4 he key
interviewed for clarification purposes and to return them our un derstanding of

their voices. All interviews (31) were tape -recorded, transcribed and analysed

using both content analyses for identification of emerging themes, and narrative

inquiry for the analysis of the different actor
|l essons were observed, and whenever a parentos
the classes were video -taped.

A few weeks from the final television event, W
focus groups, with parentoés authori zay6ioom . Each
children including children that had already participated, were going to

participate or had never participated in that event.

All interviews (31) were tape -recorded, transcribed and analysed using both
content analyses for identification of emerg ing themes, and narrative inquiry for
the analysis of the different actorsdé discourses
observed, and whenever a parentodos permission h

were video -taped.

Quantitative methods were used only in stat istic analysis of questionnaires send
to specialist teachers, classroom teachers and parents so that we could have an
integrative vision of this project from all the actors involved.
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3. Results
3.1. Questionnaires
3.1.1. Questionnaires to classroom teachers

107, from the 132 questionnaires sent out to classroom teachers, were returned.

The statistic analyses reveal that the majority of these classroom teachers (ca.

60%) did not have any kind of preparation to taught music or drama. Recalling

that in Portugal the initial teacher training does not include arts teaching and

also the primary curriculum only concerns drawing. The ones that reported to

have had music and drama education (only 33%) received on -going training
mainly through GCEA and 64,5% re ferred total lack of confidence due to poor
preparation if their have to assume total responsibility in music and drama
teaching.

As we could confirm in our class observation, the majority of the classroom
teachers have a passive presence in music and drama classes, only 9.3%
reported an active collaboration.

3.1.2. Music and Drama Specialist Teachers

75 questionnaires that were sent out to the specialist teachers and 71 were
returned. The majority is a music educator graduated (ca. 49%), but there i

also others specialist teachers with music and drama training provided by GCEA,

such as primary school teachers (ca. 14%) and kindergarten teachers (ca. 10%).

13% are Music Conservatoire musicians and the other 10% are non -graduated
music and drama profe  ssionals (certification provided by the GCEA). The lack of
collaboration of the classroom teachers are reported and remarked as the key

factor that invalidates the continuity of the work developed in music and drama

class.

3.1.3. Parents

226 parents an swered the questionnaire. The majority of the parents have low
level of academic studies, only 18% have college studies. In the same way, the
majority does not have any kind of music or drama formation and never
participated in music or drama groups. Howev er, 76,5% indicates a regular
attendance to the events in which their children are involved, and 98,7% would
support a choice of a musical career.
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3.2. Interviews

3.2.1. Interviews of GCEA members

Content analysis of the interviews of GCEA members evidenced the following
themes: 1. recognition that this is a pioneer project very updated with the best

practice done in the eighties; 2. overall control of artistic education practices in

the whole Island, due to high structure and organization of the pr ogram; 3.
unison discourse (even entire phrases) that is shared by all the elements of

GCEA, which reveals a big sense of ownership and leadership; 4. recognition of

lost of some the initial ideas of the project as the collaborative work between
classroom and specialist teachers.

3.2.2. Interviews of music and drama specialist teachers

The interviews with the specialist teachers allow us to trace two different profiles.

In one side, there are the specialist teachers coming from the mainland that see
this project as a transitional phase in their career and, although they may
criticize some practices, try to avoid confrontation. On the other side, there are
the island origin specialist teachers (some of them returning after absence to
graduate in the mainla  nd), who are comfortable with the project, having prior
knowledge about its existence and for that demonstrating a more intensive
involvement in it. This provides them with the capacity to questioning more
accurately the practices of the project and to pro pose new ones.

3.2.3. Focus group with children

The primary students reveal enjoyment in music and drama classes. However, it

was quite representative the difficulty that children revealed in participation of

music or drama improvised moments. The major ity of the children unknown the
process of the public events, focusing only in the importance of being chosen to
attended it, regardless their effort or their level of involvement.

3.3. Music and drama class observations

The majority music and drama cla sses are mainly musically performed focused in
public events performance. The pedagogical methods used are old fashion (on -
going repetition) and do not implies the children involvement.

Drama Education was quite rare observed and limited to miming songs a nd small
choreographies. Rarely, if not ever, creative movement was promoted with the

group. The specialist teachers revealed lack of drama formation and very
restrictive ideas about what is drama education.
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3.4. Public events

GCEA considered that  public visibility is indispensable to the continuity of this
project, in order to maintain the government support. The school year is replete

of public presentations in the community that are prepared following the work
done in extra -curricular activities.

The school year ends with a big television even
the work done in regular music and drama classes. This is a television event that

is all held in playback (vocal, instrumental and theatre dialogue). The event

starts as a li ve concert but soon turn into a full playback, sustained by the public

expectation and television demands.

Although GCEA discourse highlight the importance of the public events
performance being the final result of teaching -learning process, the highly
structured organization around the final year event shadows all the work done in

class, requiring all attention of specialist teachers since January, when the event

only turns on in June.

4. Discussion and Conclusion

The complexity of this project can b e wisely defined by the two types of relation
with the practice that defines education sciences: 1. the immediate practices of
the actors and 2. the macro social practices (Berger, 2009).

Starting wi th t he actorsbod practi cession she i mport
pertinence of artistic education in educational places, such schools, contributing

to integrated development of young children, mainly in the domains of creativity,

self -expression and autonomous thinking. GCEA initial idea for this project should

in fact promote this development, however the progressively stiffening of

structure and functioning leads no space to teacher creativity and children

implication in music and drama classes, as Beauchamp & Harvey (2006) referred

teachers are understood as part of the operational and implement curriculum

proposals.

The lack of opportunities of experiencing music and drama other than performing

does not allow the children to embrace arts as a reflection of their own self -
expression. At the same time it only provides stereotyped relations between
teachers and children that do not allow the advantage of individual differences.

Barrett (2000) challenges all music teachers to wonder if they expose their
students to the new and supported their capacity developme nt. With it she
highlights the importance of creativity moments, integrating composition,
improvising, as well as thinking in autonomous way.

On the other side, the straight collaboration between classroom teachers and
specialist (as GCEA try to promot e) requires the assurance of quality teacher
training in artistic expressions, with the required adaptation of performances to
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pedagogical practices as long as a continuous work through out the primary
school (Mota, 2003).

This is highly connected with t he second axe: the macro social practices. GCEA
project have a formal school culture, characterized by a relation with the exterior

and the need of the public recognition, or in more particularly the government
support. That is to say that contradictorily to the recognition of the importance of
arts to children development, what is proposed to the children is a education
based on the reason, over the affectivity and the treasure of a integrated
development (Carasso, 2005).

Nevertheless, GCEA effort should be recognised, once that as Anne Bramford
(2006) exposed, in an international study for UNESCO, that there are great
international art education programmes but the economical imperatives tend to
reduce the place of the arts in the education policies. Likewise, Maestracci (2006)
highlights the importance to control the quality of educational activities, which
implies the clearly definition of objectives to work with the children, because
school culture is explicitly based on curriculum contents.

5. In Brief

Our findings show that this is a very ambitious and organized project. All children
attending primary schools have to have the chance to contact with music and
drama education in a formal way. Artistic Education is fore seen as a
responsibility of school and in this sense music and drama classes are rigorously
organized and controlled by GCEA taking into account that all children should be

able to learn exactly the same things, with having the same opportunities as in

any other area, proving that a consistent pedagogical perspective is respected,
feeling that directive pedagogy is good for children and for the project. The
responsible and coordinators of the project mentioned several times in a formal

or informal way that they where also critical to some of these aspects that we
presented were in this text and that is their aim to introduce new and different
perspectives that give the possibility to children to explore by themselves in a
more autonomous and creative way. Th at's why they are confident that our
research could bring new contributions and ideas to improve and enlarge their
project.
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Abstract

Where minds meet, there lies the change vector. | have for a long time been fascinated

by the way in which change, and specifically educational change, is managed. More often

than not it see ms, minds fail to meet in a crucial change -space. They either unwittingly
Zip past each other, deliberately avoid one another, or worse still, collide with
excruciating force. This paper examines the interrelated role of government, the public

service and teachers in successfully transitioning major change. It is argued that unless

these bodies operate in synchrony, change negotiation is likely to be hampered. To this

end, a model of dédcyclical integrationdé is presented
each of the three agencies facilitating the change process. Although it is considered that

these questions are sufficiently broad to encompass change management across any
number of enterprises, what is being considered in this paper is the arena of edu cation.

Keywords:  change management i policy i Australia i education

1. The Challenge

| have a friend, Ken, recognised as an excellent teacher who left the profession
several years ago citing a very disturbing reason for his exit. He claimed that he

was |l eaving because he was fed -baped education fal | t
bullshit that has been dumped on wus from on higho. Al
sentiments about outcomes  -based education per se and have said so publically

(Berlach, 2004; Berlach & McNaught, 2007), his comment provided a catalyst for

deeper thinking about the nature of change it self. Why did he think that

somet hing that came fAfrom on highod was best des
did he see himself in relation to the amorphous
powerl essness in the form of Adumped ernrightt s o. We

now, let us plot a different trajectory.

According to respected change management theorist Michael Fullan (2007), not

too many people relish the thought of change. With a touch of irony, Fullan

suggests that Aif people weeeofi vehanhe brtdi aldé
societal evidence suggests that the likelihood of choosing change is nine to one

against them. Fullanés grim view of change, as ¢
a revelation to those who have been involved in the enterp rise of managing

educational change for any extended period. Whenever change is mooted,

securing universal agreement regarding its necessity is rare. What is not rare,

however, is resistance, often encountered in the form of direct attack, passive -

aggressi ve posturing, or begrudging acquiescence.
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Half a century of research in motivational theory has verified that change comes

in one of two ways, as a response to a stimulus presented in either the external

or internal environment. Response to an externall y mediated stimulus normally
results in extrinsically motivated behaviour in the form of compliance; whereas

an internally generated stimulus results in intrinsic motivation in the form of

desire. It has been shown that both forms of motivation are powerf ul and highly
efficacious for human endeavour (Bandura, 1986; Barry & King, 1998). It is the

intrinsic form of motivation, however, that tends to be the more enduring as it is

more closely aligned with personal goals (Deci & Ryan, 1985; Schunk, 1995;

Schunk & Zimmerman, 2003). Essentially, change from within the individual

(self -motivated) is less stressful, more highly motivating and more enduring than
change which is externally mediated. I n Rotter
control is internal, ch  ange is likely to succeed for, in the language of deCharms
(1972, 1984), the driver sees him/herself as the origin rather than the pawn in

the transaction. Given such an understanding, externally imposed change is

likely to be a potentially unpalatable mo tivator.

The further individuals are from the source of a change decision, the greater will

be their psychological alienation and associated angst (Hargreaves, 1998;
Rosenholtz, 1989). Education is not immune from this general principle.
Decisions are t ypically generated by government, regulated by the public service

and implemented by teachers. This hierarchical model is represented in Figure

1. Although informed communication between these stakeholders is often
attempted via focus groups, committee re presentation, individual and group
submissions and the like, there is normally little continuing effectual dialogue

once each agency has attended to its designated task. Decisions are made,
policy is drafted and consequent implementation expected.

Figure 1. Change agent relationship: Hierarchically -based model.
/  Govern-
ment
Hierarchically \' ; Loosely
determined | formed
status < Public stakeholder

relationships Service interactions
Such a top -down \_ Teachers model typically begins to fracture as
decisions are ‘ J moved further and further down line,
as people lose sight ‘ of origins and begin to feel like pawns.
The reasons for potential hierarchical fragmentation are perhaps self -evident.
Neverthe less, key factors are worth highlighting. In the first place, politicians
are by definition political creatures T they play the public image game necessary
for holding government at the next election. They have a confident approach,
are full of optimism, and use the sort of jargon (often illusionary) that tends to

suggest they know what they are talking about and really do have the answers.
By way of example, we can quote verbatim the inspirational language peppered
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throughout a recent speech to Teaching Australia given by the Australian Federal
Minister for Education:

ficommi tted to improvingé improvement in gqualityé
er a of quality and refor mé share responsi bil i
teacher qual isttyéachi evement i n di sadvantaged S
Il mproving our school sé higher i mpact and per f
evaluationé for every <child, in every school ,

Revolutioné transparency and o@esgstems $Gdlard, bet t er
2008). »

Unlike politicians who make pronouncements, public servants are expected to
administer the process of turning a ministerial statement into implementable

policy . This is an unenviable task, for it is invariably the public servi ce
(department) that will be the proverbial meat in the sandwich T politicians

pushing down (deadlines, budgets, accountability) and teachers and their
professional associations pushing up (policy criticism, workload and remuneration
issues).

Given the n ature of the interplay between politics and the public service,

hierarchical fragmentation may not be an wunreas
(2008) representation of this interplay details the intricacies of the decision

making process (Figure 2). The diag ram shows that although the work of the two

bodies intersects in the middl e-anddflarge dperatesf i gur e

in its individual world. Policy so produced is then presented to teachers for
implementation.

Figure2. Bour gonos ( 29 ot8rplay petweed 8dministration and politics.
[ Model embellished with a loop to Teachers]

Monitoring /
Reporting

It is often at this point o
ito, such as in the case of the

outcomes -based education scenario mentioned previously (Berlach, 2004,

Berlach & O6Neill, 2r0dislitcry etuptsa tResearchy liteeatsire

suggests that it is not unusual for teachers to feel fAdumped upon
to use my friend Kendés words, when encountering

which they feel no ownership (Conley & Glasman, 2008; Fullen, 2001, 1993;
Hargreaves & Fink, 2006; Horsley, 2009 ).

Fragmentation en route from idea to policy to implementation has the potential
of torpedoing any initiative. Success at the point of delivery is always the best
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indicator of an effectively managed change process. Bourgon (2008) is insightful
when she writes,

fiA good public policy is one that achieves the intended results at the lowest
possible cost to society while minimising unintended consequences. While policy
decisions receive most attention, policy implementation is where success is
defined . This is where we can see the difference between grand ideas with no
future and good ideas that generate long term benefits for the country (p. 394,

italics added). 0

Given that the hierarchically -based model has the potential to suffer from down -
line fragmentation, chan  ge management based on a more stable foundation may
yield better results. The alternative presented here is the Cyclical Integration

Mo d e | (Figure 3). Foll owing Fullands (2007) | ec
management | ead Ai nevigiadn yt Hat tvhcer kciomgc laun 6 cohe
key to dealing with the fragmented demands of o
xii), the model as presented acknowledges the unique contributions of the three

stakeholders under consideration T government, the public s ervice, teachers 1

while at the same time attempting to strengthen the relationships between them.
How this is undertaken, together with an investigation of the role of the
Integrator, is now considered.

Figure 3.  Change agent relationship: Cyclical In tegration Model

>

Govern-  Public
ment Service

\ Teachers / b

2. The Cyclical Integration Model of Change Management

Role of
Integrator

The model presented in Figure 3 is comprised of an integrated operational
component (government, public service and teachers; as encountered earlier)

and one external Integrator having an executive function. The operational
component is created to deal with introduction of significant change initiatives.

We will return to the notion of what may be termed as significant later. More
immediately, the discussion revolves around th e function of the operational
component and then moves to a consideration of the role of the integrator.

The model is organic in nature in that rather than operate in a push -down

fashion, members of the operational component are engaged in collegial dialogue

during the formulation of a proposed change. Government still sets agendas, the

public service still  produces policy documents which teachers still implement, but

each does so in an environment of ongoing dialogue and mutual cooperation

(Figure 3, arrows) . Each partyds representative
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table armed with what mi nhga v @ u etsetrimoends 6 6 frraat her
predetermined objections, premature solutions or prepared ideologies. The
framing questions are big picture in nature.

The kind of change management being advocated in this paper is premised on
consensus rather than dictum . Framing questions for guiding the process have

been developed for each of the key stakeholders (Tables 1, 2, 3). These are not
exhaustive but more illustrative of the kinds of questions that need to be
considered when major change is being contemplated . Attention to the matters
raised in the framing questions may go a long way to helping alleviate the angst

often associated with change. It may also lead to fewer ineffectual policy
decisions and concomitant implementation failures occurring (such as We stern
Australiaods il concei v-+asedfeducation; ardrihte gecentut ¢ o me s
federal government policy of distributing laptops to secondary students without

giving preliminary thought to matters such as hardware storage, technical

support, and softw  are updates).

The framing questions for government (Table 1) focus on big picture issues,
while at the same time recognising the importance of national priorities and
international trends. Considered answers to questions such as these is likely to
result in establishing greater jurisdictional respectability, providing a clearer
project rationale, and leading to a more satisfactory outcome.

Table 1. Framing questions for government as an agent of change

Enterprise Focus
Does a clear understanding exist of precisely what is meant by the term

6compul sory educationd? I f not, why not ; i f ye

fall within defined parameters?

International Respectability

Does the proposed change model have any international pedigree? Are co untries
who are performing strongly on measures such as TIMMS ! and PISA ? adopting/
considering similar changes?

Driving Agency

What hard evidence is there that this change ought to be considered? If little,

should a report be commissioned? If so, how w ill objective committee
representation be guaranteed?

Budgetary Possibility

Is a report being commissioned to buy political time or is funding available to
implement report recommendations?

Clarity of Purpose

Is the primary aim of the change to gain poli tical leverage or to secure real,
beneficial and lasting educational advantage?

Public Service Achievability

Given other tasks currently being undertaken, are sufficiently experienced
personnel available in the relevant giolviegeamead
to this task at this time? If not, how will the issue of required personnel be
addressed?

Change Evaluation
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How will &ébang for the buck®d be evaluated? How
not tax payersoO6 money has been appropriately inv
| ntegrator Profiling

Given the expertise on both sides of the House, who is in the best position to

take on the role of Integrator for this particular project?

! Trends in International Mathematics and Science Study.
2 Programme for International Student Assessment.

Whereas the government framing questions are change policy related, public
service questions (Table 2) focus more on the change process. Giving serious

attention to such questions is likely to result in a better coordinated approach,
fewer r esolutions later proving to be unworkable, and greater receptivity by
teachers.

Table 2. Framing questions for the public service as an agent of change

Theoretical Justifiability

What theory with an established track record is being used to interpret the
proposed change? What proposed model is being considered?

Conceptual Coherence

How is the change being conceived of in terms of resourcing, responsibilities,
professional develop ment and implementation timelines?

Structural Integrity

In line with developmental learning theories, is content sequenced and
incremental in presentation? Is the proposed change so structured that its
various components sequenced and integrated?

Lingui stic Clarity

Can the proposed change be understood in oOplain
spin and embellishment? Is it accessible to the general public?

Psychometric Validity

Are evaluation regimes easily comprehendible or does one have to hold a Ph Din
statistical analysis to understand how children are being assessed?

Empirical Veracity

Prior to being adopted for system -wide implementation, have field trials shown
the proposed change to be efficacious?

Courageous Humility

If field -failure is evident, is there a preparedness to go back to the drawing board
rather than press on regardless?

The framing questions for the teaching profession (Table 3) centre on

implementation imperatives. At the heart of these questions is a n overarching
guestion which asks Owhat coul d possibly hampe
ultimate sense, as identified earlier in this paper ( Bourgon, 2008), policy without

successful delivery is ineffective, frustrating and for many individuals,
psycholog ically and emotionally costly.
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Table 3. Framing questions for teachers (and their professional associations) as
agents of change

Industry Support

Do the arms of the profession potentially affected by the change see it as being
desirable and generally  advantageous?

Professional Integrity

How does the pro
worko (Connel I, 1
Workload reality

How much extra time will teachers be required to give to implementing the
proposed change? What will be the overall impact on workloads?

Curriculum Viability

Will the proposed change impact further on the crowding of the curriculum? Is it

a replacement for something or an addition?

Pedagogical Integrity

Are teaching methods expected to change as a result o f the initiative? If so,
have the proposed methods been tested?

Provision of Professional Development

What and how many PD events will be required to resource teachers prior to the
change being implemented?

Practicability Feasibility

Given the nature of the school year, is the change achievable within the
timeframe proposed?

Transition Arrangements

How will students be transitioned so that their learning will not be negatively
affected by the change?

Parental Acceptance

Are parents li kely to see this change as positive and have they been provided

with sufficient information to make such a judgement?

posed change generally align w
985) ?

These are big questions which are undergirded by four assumptions. The first is

that each member of the operational component has a gen uine desire to put
childrenods educational needs ahead of their oV
second assumption is that ongoing dialogue in a spirit of collegiality produces

greater internal motivation leading to results superior to those obtainable by

forced compliance. A third assumption is that the earlier in the process that

participation occurs, the greater will be the sense of ownership and the lower the

resistance to change. In the words of my friend Ken, the less chance of feeling

i ke onempiesd fodnuo . The final assumption i s t hat
operational component accept accolades for success and responsibility for failure,

as a unit. I n other words, no Jiotheunipdittey s t he 7
succeeds or fails as one body. Such an assumption acts as a powerful success

motivator.

The proposed model necessitates risk -taking on the part of all parties T the risk

of accepting the underlying assumptions; the risk of surrendering the power that
comes with status; the risk of having to accept compromise; the risk of
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operational component failure despite the genuine efforts of all parties. Leaders

need to see such risks as worthwhile if taking them is likely to result in more
favourable outcome for end users, namely students. In a sig nificant 7 in terms
of size and scope | meta -analytic study relating to learning undertaken by
Leithwood et al. (2004), it was found that successful leaders displayed three sets

of core practices: setting directions, defined as providing clarity of purpose ;
developing people, defined as creating shared ownership regarding the direction

to be taken; and redesigning the organisation, defined as delivering change

which makes something obviously better. The model being advocated here

allows for all three core practices to be engaged.

A second platform of the proposed model is the function of an Integrator (Figure

3) and this wild@l now be considered. This indiv
after a scheduled meeting, with parties who have indicated that they would
appreciate an independent and objective view on anything that may have
transpired during the course of the meeting. The arrow heads on the outside

circle of the model (Fig 3) represent the fluid environment in which the
Integrator operates. S/he i s available to all parties but is not aligned with any.

The Integrator listens to concerns and after due deliberation (possibly following
discussion with other members of the operational component), proposes a way

forward. S/he may be able to provide a di fferent perspective on a particular
impasse or stalemate that the group as a whole has encountered. Who should

fulfil the role of Integrator? The counsel of Bourgon (2008) , provides direction in
this regard,

fiWe need to find ways to engage ministers in t he decision -making process
surrounding risks, innovations and experimentations. This is obviously lacking at
this time in many of oud countriesé (p. 401).

The recommended approach in the present model is that a politician, but not a
minister, accept resp  onsibility for the role of Integrator. It is probable that for

any significant change measure the Minister (or minister assisting the Minister)

will be a member of the operational component. Accordingly, it is recommended

that the role be undertaken by a parliamentary backbencher. There are a
number of reasons why a member from the backbenches (from either side of the
House) would fill this role admirably. The first may be represented by the words

of Fullan (2007) who writes,

filf we are to achieve larg  e-scale reform, governments are essential. They have
the potential to be a major force for transformation. The historical evidence to
date, however, suggests that few governments have gotten this right (p. 236). 0

In the present model lies an opportunity for governments, and future
governments, to make a difference, to be a force for transformation in a
bipartisan fashion. Secondly, an Integrator selected from either side of the

House, has a greater chance of being seen by all parties as an apolitical
appointment. Thirdly, as a member of the parliamentary fraternity, such an
individual is less likely to be intimidated by the government representative of the
operational component. Fourthly, backbenchers have the re quisite experience as
they sit on and chair numerous committees on a regular basis. Finally, there is a
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strong likelihood that they will still be around after the next election, although
not necessarily holding government, thereby providing continuity of process.

3. Epilogue

If change management was to be approached differently, it is likely that
outcomes too would be different. In terms of teacher retention, for example,
evidence exists showing that the profession is haemorrhaging teachers. A
national report titled Top of t he Class (House of Representatives, Standing
Committee on Education and Vocational Training, 2007) cited statistics which
indicated that it is,

ftestimated that up to 25% of teachers may | eav
years. In the recent survey of beg inning teachers by the Australian Education
Union, 45.6% of respondents did not see themselves teaching in 10 years time

(p. 9). 0

The Cyclical Integration Model of change management presents an opportunity

for major stakeholders to formulate ideas in a co llegial environment with the
counsel of an experienced but operationally uninvolved parliamentarian, in a

fashion that will make a real difference. It provides an opportunity for doing

things differently. Bourgon (2008), President Emeritus at the Canada School of
Public Service, whose insights have been cited earlier, is adamant that a fresh
perspective on change management is required. She writes,

fiThese days, the hierarchical model of government increasingly co -exists with
the management of networks. Modern government entails the management of
the traditional power structure and of non -hierarchical, non -traditional

~

relationships (p. 396). 0

Perhaps now is an opportune time to take a closer look at models which favour

fi n omerarchical, non-t r adi ti onal relationshipso. Perhap
change being managed in a way that is more palatable to those affected down -
line 7 teachers. Perhaps Ken would be the first of many change -damaged

teachers to return to the profession.
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Résumé
Au Qu®bec comme ailleurs, l a formation dé®dué&ateurs
de garcons et de ce pourcentage uniquement le quart terminera sa formation. A partir de
|l a perception doé®hsdieantdsbema®d¢ ylniant s, l a pr®sente r
réalité des étudiants masculins en EE et dégage les facteurs qui peuvent influencer leur
per s®v®rance scol aire. Au moyen dédune m®t hodol ogi e ¢

analysées et interprétées sur la base de la recension de différents facteurs reconnus en
lien avec la persévérance scolaire des étudiants de niveau collégial, regroupés selon le

mod | e ®cologique de Bronfenbrenner (1979) . Les r ®s
des préjugés aux quels ces étudiants sont confrontés, du réle de la relation avec
| ensei gnant ai nsi que des strat ®gi es débadaptation

contexte minoritaire. Les données recueillies pourront alimenter une réflexion quant aux
modalités a privilég ier pour soutenir le parcours scolaire de ces étudiants.

Mots cl és : Formation collégiale i Genre - Formation non traditionnelle - Education a
| 6 e nf -aResé&érance des garcons

1. Introduction

Les formations en ®ducation et tout particuli re
(EE) sont reconnues pour attirer essentiellement des filles. Le faible intérét des
gar -ons pour ce domai ne doé®t ude est pr ®sent C

industrialisés  (OCDE, 2006) . Par exempl e, au Qu®bec, | e t &6
moyen des garcons en EE est de 3,6 % (MELS, 2009). Ce phénoméne se
répercute dans | es services de $S6E)de’. "I 6lode nrf eatnrcceu v

habituellement 5 % d 6 homme s ®d u(deadere & r Buropean Commission
Network on Childcare, 1996; U.S. Bureau of Labor Statistics, 2008). Plusieurs

sont déavis que | 6on devrait i nciteAupres des homme :
enfants, ils représentent des modéles masculins positifs et peuvent pallier

| 6 eefce du pere alamaison (  Coulter & McNay, 1993) . Par rapport aux gargons,

les éducateurs seraient plus enclins a répondre a leur besoin psychomoteur et
favoriseraient un meill eur engagement dans | es &
Vollum & Stroud, 2000) . Le fait de recevoir des soins et

% Nous tenons a remercier le MELS du Qu ébec via le Programme PAREA et le Cégep de
Sherbrooke pour leur soutien financier de la présente étude.
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doéun homme per mettrait ®gal ement aux gar -ons
comportements prosociaux (Jensen et coll., 1996). Certains auteurs établissent

méme un lien entre cette quasi -absence de modéles m asculins dans les
institutions et |l a pr®sence accrue de difficul

garcons (Lajoie, 2003).

Cooney et Bittner (2001) ont identifié différents enjeux pouvant expliquer le

faible attrait des gargons pour cette profession, don t la surféminisation de la
formation. De fait, du peu de garcons intéressés a la formation en EE,
seulement 25 % la terminent. Face a de tels pourcentages, on est en droit de

sdinterroger sur |l a pers®v®rance des -i®kudi ant s
bienvenus ? Le programme serait -il trop féminis€ pour qudils vy trouve
place ? Déautres f aitster jeun s? Sk aemaines études se sont déja

intéressées aux étudiants masculins en EE sous | 6angle de | eur Vi
profession  (Anliak & Beyazkur k, 2008 ; Cunningham & Watson, 2002 ;

Timmerman & Schreuder, 2008), a notre connai ssance, aucune ®t

spécifiquement sur la persévérance des garcons dans la formation EE.

La présente recherche a voulu décrire la réalité des étudiants masculins en EE et

dégager les facteurs qui peuvent influencer leur engagement dans ce

programme. La plupart des mod | es th®oriques ex
persistance des étudiants sont interactionnistes et supposent que la décision

doéi nterromprees seesst @Rtaudr ®sultante ddédun cumul de f
2007). Dans une perspective écologique, les facteurs reconnus pour influencer la

per s®v ®r ance des ®t udi ant s masculins au ni veal
recensés, puis regroupés selon le modéle t héorique de Brofenbrenner (1979),

soit |l es facteurs i ndividuel s de | 6®tudiant (o
environnement immédiat (microsystéeme familial et social), les facteurs de son

environnement scolaire (microsystéeme scolaire) et ceux en lien av ec les valeurs

de |l a soci ® ® (macrosyst me). Cette grille serv
présente étude.
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Figure 1 : Facteurs doéinfluence de |l a pers®vo®r :

FACTEURS SOCIAUX

- Soutien social, influence des amis
(Bourdon & coll., 2007; Boisvert & Martin 2006;
Roy 2004; Verzeau & Bouffard, 2007)

- Intégration dans le groupe de pairs  (Tinto, 1987)
- Nécessité du travail (Bourdon, 1994; MEQ, 2004)
- Attrait pour le marché du travail (Rheault, 2003)

MICROSYSTEMES

FACTEURS SCOLAIRES
- Adaptation au collége (Gingras & Terill, 2006; Lapostolle & coll., 2003; Tremblay/
- Styles pédagogiques (Aubé, 2002; Barbeau & coll., 1997)

- Motivation pour le programme (Gingras & Terrill, 2006:
Terrill & Ducharme, 1994: Tremblay & coll., 2006; Verzeau, 2007)

- Satisfaction face au programme (MEQ 2004; Tremblay & coll., 2006;
Statistique Canada, 2004)

ONTOSYSTEME
Facteurs personnels

- Genre (Barbeau, 1994; 2007; Marguerite, 2008; Mels, 2006)
- Style cognitif (CSE, 1999: Gingras & Terrill, 2006)

-Senti ment  dafiebod7, Bogfad € chll.t208;
Hirmech & Théoret 2007, Riviere & Jacques 2000

Qmparaison sociale (Pelletier & coll., 2005; Hirmech &
Théoret 2007; Richard & Robbing2000)

carriére (Bidart & Larriviere, 2001; Bo

- Valeur des activités pédagogiques
(Tremblay & coll., 2006; Viau & Bouchard, 2000)

- Intégration sociale dans la classe (Marzano & coll., 1992;
Parent & coll., 1996; Riviere & Jacques, 2000; Spaulding 1992)

-Rel ati on av e @abdaulk &l 2808 Tirerghldy @ctl.,12006)
-Capacit® ~ de m@amedaudntni, drey, 1970 a i d e Plande
- Encadrement et soutien des enseignants (Pelletier & coll., 2005)
-Perception des besoins deugbD®t udi
- Attit_uc{es_ et croyances des enseignants (Roy, 2004)

mi | i€

MACROSYSTEME

A\ Différences de valeurs entre

6®tudi ant et | e
(Chénard & coll., 2007; Tinto & Riener, 1998)

FACTEURS FAMILIAUX

- Influence des parents et de la fratrie (Looker, 2002; Verzeau & Bouffard, 2007)

- implication des parents et soutien (Gingras & Terrill, 2006; Looker, 2004; MELS, 2005,
- Habiter hors du milieu familial (MEQ, 2004)

- Stéréotypes sexuels
(Adler & coll., 1992, Bouchard & caoll., 1996; 2000)

La conceptionde | 6 ®t ude est transversal e. En (
différents acteurs, soit celui des étudiants inscrits en EE et celui de leurs
enseignants, | 60®tude tentera de documenter, ° p:
la littérature, ceux qu i pourraient avoir un réle spécifique auprés de la clientéle

que constituent les étudiants masculins en EE.

2. Méthodologie

2.1 Collecte de données

Pour atteindre cet objectif, deux collectes de données ont été réalisées.

Premiérement, des entrevues semi-di ri g®es dbéune dur ®e de 90 mi
effectuées aupres de 19 étudiants masculins dont 12 poursuivaient des études en

EE, cing avaient abandonné le programme au cours de la derniére année et deux

avaient compl ®t ® | e pr ogr ammbs édienpagédsentrenk8i ns doun
et 37 ans (moyenne : 24,3) et provenaient de neuf colleges différents. Les

themes abordés ont porté sur leur choix professionnel, leur environnement

personnel, leur vécu scolaire, leurs perceptions du programme et, enfin, leur

vision de la profession.
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Deuxiémement, 49 enseignants en EE ont participé a six groupes de discussion

semi-di ri g®s. Débune dur®e de 45 minutes, ces group
participants. De ces enseighants, 12 % étaient des hommes ; 50 % avaient 5 0
ans et plus ; ils avaient en moyenne 15,2 ann®es dodex|

(é-t:7,2) et ils provenaient de 10 régions du Québec. Les thémes abordés ont

porté sur leurs réactions a la présence de garcon(s) dans leur classe, leur vision

du processusd 6adaptation de ces ®tudiants et l es aju
fonction de ces derniers.

2.2 Analyses

Léanal yse gualitative de type ph®nom®nol ogi qu
préétablies telles que présentées plus tét. Les comptes rendus intégraux des

enregistrements audio ont été lus et corrigés par les deux chercheuses. En ont

émergé 35 catégories, regroupées sous quatre grands thémes . les facteurs

personnels, les facteurs familiaux et sociaux, les facteurs scolaires et les facteurs

professionnels e t sociétaux.

3. Résultats

Les deux collectes de données ont permis de recueillir de nombreuses données

brutes dont il est impossible de rendre compte de fagon détaillée ici ( a ce sujet,

voir Besnard et Diren, 2009). Dans le cadre du présent article , seuls les
résultats en lien avec les facteurs qui nous sont apparus les plus significatifs

seront présentés.

3.1 Facteurs personnels

Premiérement, les étudiants nous ont beaucoup entretenues de leur sentiment
doéoefficacit® et ddebalveouirr sfeanitti Meentbon choix de f

bensembl e des ®t udi ant s rencontr ®s soulignent
exp®rience aupr s des enfants lorsqudils font
affirment avoir une aisance en présence des enfants et une certaine compétence

pour en assumer la charge. La majorit® dbéentre eux se consi f
place dans la formation. Quelques réserves sont toutefois exprimées,

principalement en ce qui a trait a la pratique de cette profession tout le long d e

la vie.

«Oui , je me vois ®ducateur pendant un certain
ca parce que je sais que je ne resterai pas indéfiniment en service de garde, ¢a,

j6en suis convaincu. Je sais que je serais capa
mais pas pour en faire une vie compléte. » (ét.1)

Ceux qui ont abandonné le programme considerent également étre a leur place
aupres des enfants. Les raisons de leur abandon ne releveraient pas de leur
incapacité a établir des rapports positifs avec eux, mais plut Ot de leurs difficultés
" sdint®grer dans |l e milieu professionnel
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Les enseignant s, de | eur clt®, observent deux
parcours scolaire : les plus jeunes qui arrivent directement du secondaire et ceux

qui font un retour aux études et qui, généralement, ont des enfants ou
travaillent d®j " . I'l's remarquent ®gal ement deu»
part, ceux qui sont-a-digeci abil es e c@e®sntar quent , ¢
facilement, prennent leur place, sont écoutés et attirent les filles autour do
Ces étudiants assument généralement leur masculinité, sont bien dans leur corps

et ®tablissent des relations privil ®gi ®es avec
un prof il d-a-dire q@ sont siercieux,t passent plus i napercgus, et
sbadaptent au groupe.

3.2 Facteurs familiaux et sociaux

Face a leur choix vocationnel, les étudiants observent des réactions partagées de
la part de leur entourage. La plupart des étudiants identifient au moins une

personne proche quiles a encourag®s ~ sbéinscrire en £E. Pa
rapporte ®gal ement des r®actions n®gatives, a
dénigrement pur et simple. Toutefois, a travers leurs propos, on peut déduire

qguobil s accordent peu doéi mp onmed désobligeants poareus commen
qguodils proviennent de personnes moins significat

3.4 Facteurs scolaires

Sur le plan scolaire, plusieurs facteurs ont été abordés par les étudiants et les
enseignants, soit |l a satisfaetddo®t lidéeé d®gardeldat i
|l 6enseignant , |l e soutien offert par | 6ensei gnan
dans le groupe classe.

Les enseignants rapportent des r®actions pluttt
masculins dans leur classe. lls les accueillent de maniére personnalisée et
considérent leur apport comme étant positif sur le climat de la classe.

Les étudiants participan ts nous ont pour leur part spécifié leur attrait pour les

p®dagogies 0% ils sont actifs et i mpliqu®s, ce
dans | e programme actuel do£E, qguodil s appr ®ci
mentionné se sentir généralement trés bien accueillis et appréciés par leurs

enseignants.

Par contre, certains étudiants se sentent « observés ». Autrement dit, tout ce

gubdils font ou ne font pas est rapidement remarqq
« || y a des filles qui né®cout ent pasdekes exp
guestions, mais le prof ne se fachera pas et va leur répondre. Par contre, moi, Si

je parle (durant wune explication), ell e ne me r(

remarqu® gque je nbé®coutai »@ép2xs ou que je parlais
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Sur le plan des études, la majorité des étudiants reconnait ne pas attribuer une

valeur importante aux notes obtenues et étre a la dernieére minute pour la remise

des travaux. Il s mentionnent ®galement investir
scolaires et se contenter de leur perfor mance (résultat moyen autour de 74 %).

Les enseignants observent effectivement ce peu d
eux, les étudiants écrivent moins, développent moins leurs idées et sont moins
perfectionnistes que | eurs copnlsuisurlsd e sPparri tc odnet rsey,
et ont un point de vue différent. lls offrent également des activités différentes

aux enfants, par exemple des activités plus physiques, ils sont plus tolérants a

| 6 ®g ar doustwdades bet ne voient pas la sécurité et les risques de la méme

facon que les filles.

Les r®sultats indigqguent | e souci gudont ces ense
compétences chez les filles et les garcons et de leur offrir un traitement équitable

en mati re déo®valuation. Outre egudadlagdmepd atiindon i
vocabulaire ou lo6utilisation dbéexemples dbé®duca
menti onnent surtout qguoil s of frent un soutien

étudiants masculins.

« Moi non plus, je ne change rien a mon enseignement, mais je les encourage
beaucoup et je tente de -ckeee jeMeafhio davantage ? [ € ] est
S%rement, je | 6avoue. e (enseignant)

Les étudiants percoivent cette attention privilégiée qui leur est portée par les
enseignants comparativement aux filles.

«Onne se sent pas sp®cial, mai s on sent que |60
Cbest |l oin doéo°tre un regard qui juge, on prend
pas que | 6om@&EHen aill e.

Pour la majorité des garcons qui commencent leurs études coll égiales, la qualité

de leur adaptation semble étre déterminante pour la poursuite de leurs études

(Tremblay et coll., 2006). Les résultats de la présente recherche ont mis en

lumiére certains défis supplémentaires auxquels doivent faire face les étudiants

en £E. Il s doivent doéabord affronter |l a r®action
traditionnel. Par la suite, en classe, ils doivent affronter un groupe

majoritairement féminin, composer avec ce vécu minoritaire et étre confrontés

aux préjugés face a leu r orientation sexuelle.

«La premi re question quand on est enf@®gaucati on
? O (ét.4)

Les enseignants confirment ces dires des étudiants. lls observent que les

étudiantes du groupe réagissent de facon mitigée a la présence dé®t udi ant s
masculins. Certaines sont contentes, cherchent a les séduire ou a les protéger.
D6éautres, au contraire, peuvent |l es exclure et €

présence dans la profession ou a leur potentielle homosexualité.
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Déautresud®fiissent en stagelui d6dasspmet , |l eurs d
dans | a fa-on doéintervenir avec | es enfants, Cc
mascul ins et , ddautre part, cel ui dé°tre conf
parents concernant, par exemple, la p®dophilie ou l a peur doéat

sexuels sur leurs enfants.

«Jbai d® " eu des parents qui ont voulu changer
parents qui ont des préjugés et qui ont peur pour leur enfant. » (ét.5)

Différentes stratégies sont mises en p lace pour composer avec cette réalité.

Certains, par exempl e, prennent I 6initiative de
des connivences avec les pairs, acceptent a la demande des filles de situer leur

orientation sexuelle, sont patients avec les filles, a justent les sujets de
conversation et acceptent dbéassumer |l e rtle de |
plus, en stage, ils ajustent certains comportements en présence des enfants,

vont au -devant des parents pour les rassurer et cherchent a établir un lien de

confiance avec eux. Ces stratégies sont plus fréquemment décrites par les
étudiants qui poursuivent leur formation.

Déautres strat ®gi es 0 n técrit@st @r lgs | éudiantss quiuonte n t
abandonn® | a formati on, not ammupe tclasted b ser vat i
| battente passive gue |l es filles viennent vers
petltsous -groupe doéindividus, |l a tendance ° travail
| se d®brouiller seul plut®t que doéalPorr <cher
eux, les difficult®s dbéadaptation semblent sbac
sbexacerber l ors du stage qui devient l e d®cl e
programme.
Les enseignants remarquent gue | 6adaptation des
groupe est plus facile quand ils ont plus de maturité et sont indépendants ou
guand ils wutilisent | d6humour. Léadaptation au gr
pr ®sentent peu doéhabilet®s social es, quand | eur
different es de <celles des filles et guand ils s06inv
scolaires.

3.5 Facteurs sociétaux

Les enseignants observent des r®actions mitig®e

des stagiaires masculins  : réactions plutdt favorables de la part de s éducatrices

réactions plus partagées de la part des parents, allant du trés positif (ex. : des

m res monoparentales) au tr s n®gatif (ex. : i n
les couches de leur enfant). Enfin, les enseignants voient plusieurs bénéfice sa
jumeler |l es ®tudiants ° un ®ducateur masculin qu

4. Discussion

En croisant les résultats recueillis auprés de ces deux échantillons, on constate
qgue certains facteurs, parmi ceux reconnus pour jouer un rble dans la
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persévérance des garcons, semblent jouer un rdle particulier dans la situation
des étudiants masculins en EE. Ces facteurs seront discutés plus en détail dans la
section qui sulit.

4.1 Ontosystéme

En ce qui a trait aux facteurs personnels, nos résultats portent a cro ire que les

®t udi ants qui per s®  rent ont d®velopp® un senti
rapport a cette profession (Bandura, 2007) qui l eur per met ddéenvi
reussite bien quodils soient en contexte minorit
gue ce sentiment était déja présent lors de leur inscription et fut nourri par leur
environnement personnel . On peut ®mettre | 6hypoc
entreprennent |l eurs ®tudes en £E en ayant d®j "
doef fi cacs de®jeuaas nfants sont mieux outillés pour faire face aux

nombreux d®fis qubéils rencontrent durant | eur pa
Par ailleurs, la littérature signale que généralement les étudiants masculins

reussi ssent moins bien et Ilaresvgaenlds fillpsldu mémd 6 ®c he c s
niveau dbéenseignement (Tremblay & coll ., 2006) .
présente étude indiquent que les cing étudiants qui ont abandonné le programme

ne | 6ont pas fait parce qudoils ®t amasnputbten si t u
parce qubéils wvivaient certaines difficult®s doba
l es connaissances disponibles en |ien avec | es

aux garcons ne semblent pas étre en jeu dans le présent contexte. Toutefois,

plusieur s recherches mettent en évidence les différences entre filles et gargons,

en tant gudapprenant s, quant " | a fa-on dont
(Marguerite, 2008; Statistique Canada, 2004). Les présents résultats contribuent

a entretenir les clivages con  nus dans ce domaine. En effet, tout comme la

maj orit® des gar-ons, |l es ®tudiants en £E inves
travaux scolaires. Seulement, ils réussissent malgré tout et ne cherchent pas un

niveau de performance plus élevé.

La transition du secondaire au collégial représente une période plus critique pour

les garcons que pour les filles, et la premiére session présenterait notamment

des défis importants pour les jeunes hommes (Gingras & Terrill, 2006). Dans la

présente recherche,lamoye nne do6é©ge des ®tudiants en £E int
ans, donc nettement au -dessus de la moyenne des étudiants du colléege qui se

situe a 19,3 ans (Roy, 2008). Pour ceux qui arrivent directement du secondaire,

cette transition présente indéniablement un défi de taille et les résultats
d®montrent que ce sont |l es ®tudiants |l es plus ©
programme. Mais ind®pendamment de | 60©ge, l es r@
les défis supplémentaires auxquels ces jeunes sont confrontés.

4.2 Micr osystéme familial et social

L6i mpact de | a qualit® du soutien offert par | e

scolaire, que ce soit en provenance de la famille ou du groupe de pairs, a
beaucoup été étudié (Bourdon & coll., 2007; CSE, 2002). De fagon plus
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sp®ci fique, | 6i mportance quobdbaccordent |l es parer
leurs enfants jouerait un réle clé auprés de ces derniers (Looker, 2004). Le fait

gue nos répondants aient tous eu dans leur entourage une personne significative

qui croyait en leur projet de formation semble jouer un réle de protection contre

l es remarques d®sobligeantes qubils vont i N®V it
formation.

4.3 Microsystéme scolaire

Nos r®sultats soulignent gue | 6ensemblmmedes ®t 1
do £ E. De pl us, ils se sentent accueilli s, consi
de | a part de | eurs enseignants. Comme | 6ont d®r
cette qualit® relationnelle avec | e personnel e

conf ére aux étudiants pourraient jouer un réle déterminant dans la persévérance

de ces derniers. Les résultats suggérent que la qualité de la relation que ces

étudiants vont développer avec leurs enseignants participe effectivement a la fois

" |l 6int®grxatliengdaupe cl asse et au senti ment d
doit maintenir malgré ses différences. Le soutien individualisé offert par les

enseignants, aux dires de nos participants, semble étre plus important que le

type de pédagogie déployée dans les cours.

(@)

4.4 Macrosysteme

Sur le plan sociétal, on observe que de nombreux préjugés sont toujours

pr ®sents ° | 6endroit des hommes qui d®sirent t
préjugés sont particulierement répandus auprés des garcons a la fin du

secondaire, moment ou justement ils doivent effectuer leur choix de formation

collégiale. Des études précédentes ont déja indiqgué que la crainte que des

comportements homosexuels entachent leur masculinité serait au plus fort a

| 6adol escence ( B Ananth 09 &). L&s r&stitats que nous avons

obtenus vont dans le sens de ces études.

Par ailleurs, le manque de modeles masculins dans les milieux de stage et dans

la société en général semble représenter un probléme pour la majorité des

étudiants. Cette confrontat  ion avec le milieu du travail et les préjugés de certains

parents semblent °tre |l a pierre dbébachoppement ¢
poursuivre leurs études de ceux qui vont les abandonner.

5. Conclusion

Différentes recommandations émergent des ré sultats de cette étude. Il appert

gue si |l 6on d®sire augmenter | e nombre doé®tudi an
de recrutement devraient cibler des étudiants plus agés. En effet, ceux qui ont

acquis une certaine maturité et une confiance en soi accrue semblent mieux

équipés pour faire face aux défis multiples que rencontrent les étudiants en EE. |l

nous appara’t aussi qguobi l faudrait mieux inforr
adaptatifs sp®cifiques qubaffrontent |l ede ®t udi a
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leur role de soutien dans ce processus. Il faudrait également les sensibiliser a

| 6i mportance de fournir des mod |l es doé®ducateur
l eurs cour s | 6enseignement de strat ®gi es pour
accusations en lien avec les attouchements sexuels. Sur le plan sociétal, il nous

apparait également important de poursuivre la promotion du réle positif de la

présence masculine sur le développement des enfants et de continuer de lutter

contre | d6homophobie, sulestestaut aupr s des ado

Les résultats présentés ici doivent étre interprétés en tenant compte de certaines

limites. Premierement, cette étude est basée essentiellement sur les perceptions

des di ff®rent s acteurs consult ®s. Les pistes
résulta ts devront étre vérifiées par des études subséquentes. Deuxiemement,

pr®ci sons quodéuniqguement cing des participants ayv

Si on se base sur | es statistiques disponibles,
trois fois plus pour étre représentatif. Ce petit nombre de sujets ayant
abandonn® ne permet pas de g®n®raliser |l es r®sul

qui quittent le programme. Les présents résultats décrivent probablement
davantage la réalité des garcons qui persistent en EE.

Comme pistes de recherches futures, les prochaines études pourraient
expérimenter et évaluer différents modes de soutien auprés de ces étudiants.

Enfin, sur | e plan du processus interne, i pou
facteurs gui T dvar ecxdnsdamusti on de |l 6identit® p
| 6®t udi ant inscrit “ une formation non tradition

6. Références

Anliak, S, & Beyazkurk, D. S. (2008). Career perspectives of male students in
early childhood education. Educational Studies, 34 (4), 309 -317.

Bandura, A. (2007).  Auto-efficacité : | e senti ment dobéef fRagsaci t ® pe
De Boeck.

Besnard, T., & Diren, A. (2009), Les hommes en TEE, pour une pluralité de
pratiques , Rapport de recherche, Sherbrooke, QC : Cégep de Sherbrooke.

Bouchard, P., & St -Amant, J. -C. (1996). Garcons et filles, stéréotypes et réussite
scolaire. Montréal, Qc: Les Editions du remue -ménage.

Bourdon, S., Charbonneau, J., Cournoyer, L., & Lapostolle, L. (2007). Famille,
réseaux et persévérance au collégial. Sherbrooke, Qc : Université de
Sherbrooke.

Bronfenbrenner, U. (1979). The ecology of human development. Cambridge :
Harvard University Press.

Cooney, M. H., & Bittner, M. T. (2001). Men in early childhood education : Their

emergent issues. Early Childhood Education Journal, 29 (2), 77 -82.
Coulter, R. P., & McNay, M. (1993). Exploring men's experiences as elementary
school teachers. Canadian Journal of Education, 18 (4), 398 -413.

CSE Conseil supérieur de I'éducation (2002). Au collégial 1 Tlorientationau c¢c 1 ur
de la réussite . Québec : Gouvernement du Québec.
Cunningham, B., & Watson, L. W. (2002). Recruiting male teachers . Young

Children, 57 (6), 10 -15.



63

Actes de la 9" Conférence Internationale Education, Economie et Soicietgis 2010

Gingras, M., & Terrill, R. (2006). Passage secondaire -collégial : caractéristiques
étudiantes et  rendement scolaire. Montréal, Qc : SRAM, Service de la
recherche.

Huber, L. K., Vollum, I. J., & Stroud, J. C. (2000). Encouraging men to enter the

field of child care : What can be done? Early Child Development and Care,
165, 17 -21.

Jensen, J. J., & European Commission Network on Childcare (1996). Men as
workers in childcare services . London, England : European Commission
Network on Childcare.

Lajoie, G. (2003). L6®col e au mascul i n, R®duire | 6®cart

garcons et les filles.  Sainte -Foy, Qc : Septembre éditeur.

Looker, E. D. (2004). Les aspirations des jeunes Canadiens a des études
avanceées . Direction g®n®rale de |l a politique sur
humaines et Développement des compétences, Canada.

Marguerite, H. (2008). Genre et éducation. Dossier de ,I30,Ac/tual it®

MELS Ministére de I'Education, du Loisir et du Sport (2009). Service régional
déadmi ssion du Montr ®al m®t ropolitain.

OCDE (2006). Enseignement supérieur : qualité, équité et effici ence. Réunion
des Ministres de I'Education de 'OCDE. Athénes.

Peeters, J. (2003). Men in childcare : An action -research in Flanders.
International Journal of Equity and Innovation in Early Childhood, 1 1,72 -83.

Ro