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Avant - propos  

 
 

 
Les trois volumes de c et ouvrage rassemble nt  différentes  contributions à 

la 2ème  Conférence Internationale Éducation , Économie  et Société , tenue à 

Paris du 21  au 24  juillet 20 10 . Comme lors de la premère édition en  2008, 
ces contributions reflètent la diversité et la richesse de la recherche 

contemporaine en sciences de lô®ducation au plan international , couvrant 
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, dôautres de renforcement m®thodologique. Mais nombre de ces 

travaux  suggèrent aussi des pistes à creuser, touchent à des questions 
vives dô®ducation, et témoignent du souci de contribuer avec rigueur au 

processus de cr®ation et dôaccumulation de connaissances.  
 

Cette ann®e, la conf®rence innove en ®tendant lô®valuation par les pairs ï 
jusquôici r®serv®e aux propositions de contribution ï à la version finale des 

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 iculièrement les auteurs qui ont accepté de jouer le jeu, 

et qui nous apportent ainsi leur sou tien dans notre engagement aux côtés 
de tous ceux qui contribuent au  progrès qualitatif de la recherche en 

®ducation. Nous esp®rons pouvoir franchir lôann®e prochaine un nouveau 
cap  avec la  g®n®ralisation de lô®valuation ¨ lôensemble des Actes. 

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

contribution à cette conférence et aux Actes  :  M. Pascal Marquet, 
Professeur ¨ lôUniversit® de Strasbourg , Doyen de la Faculté des Sciences 

de lô®ducation et Directeur du LISEC, qui a accept é de prononcer lôexpos® 
inaugural  ; les participants à la conférence et en particulier les auteurs 

des contributions rassemblées dans ces Actes  ; les membres du Comité 
scientifique  ; et lô®quipe organisatrice. Jôesp¯re que les textes rassembl®s 

ici serviront utilement à alimenter la réflexion . 
 

 

 
Professeur  Guy Tchibozo  

Coordonnateur  de la conférence  
 

 
 

 
 

 





 

 

 

 

Foreword  

 
 

 
These three volumes  put  together  various papers for  the 2nd  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  ï or at least willingness ï to 
properly meet the methodological requirements of scientific research.  

 
Refereeing the Proceedings ï not only the proposals ï 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.  I 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.  

 
I 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 . I do believe that the papers present ed here will 

inspire and sustain  fruitful debates . 
 

 
 

 

Prof essor  Guy Tchibozo  
Conference Coordinator  
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The Answer to Overcoming Math Anxiety:  

Studentôs 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 

exa mined the perceptions of 20 college students who overcame mathematics anxiety. 

The in -depth interviewing of these students provided data regarding the studentsô 

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 studentôs math anxiety; and the demeanor of mathematics instructors 

and the way they interact with their students.  

Keywords: Mathematics ïAnxiety -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 -Levi tz, 2005; EdSource, 2008) 
However; improving mathematics education in the United States remains a 

challenge.  
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Numerous reports such as the National Commission on Excellence in Educationôs 

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 
defined as ñStudents with a mathematics disorder have problems with their math 

skills. . . .significantly below normal considering the studentôs age, intelligence, 
and educationò (p. 53). A variety of different 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 l iterature 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 c omplete a problem. Warfield (2008) found 

that traditional math instruction did not work for most students claiming that ñIt 
produces people who hate math, who canôt connect the math they are doing with 
anything in their livesò (p. 16). Farrell (2006) found that professors taught 

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 oneôs own work, and authoritarian 
teaching  contributing to studentsô mathematics anxiety. 
 

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 studentsô levels of math anxiety. Uusimaki and 
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 91 studentsô perspectives on 
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 they couldnôt do what society would require. 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: 

ñHoney, donôt worry. I never could do math eitherò (p. 16). A 2007 report from 
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 
that studentsô emotional disposition, perception of success, and value of 

mathematics contributed to their overall attitude towards mathematics.  
 
Self confidence in math, the perceived value of the subject, and enjoyment of 

mathematics have been shown to be related to the studentsô receptiveness to 
learning math and ultimately their motivation to do well in the subject. Karimi 

and Venkatesan (2009) continued that a studentôs motivation and hardiness in 
mathematics directly related to their mathematics performance. In conclusion 
these studies hav e shown that studentsô beliefs in oneôs own ability are good 

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. Tobias (1993) stated that ñ. . . math 

anxiety can never be eliminated. The point is to manage it . . .ò (p. 40). Tobias 
suggested that conquering math anxiety requires initiative and confide nce about 

learning and oneôs own ability to learn. Perry (2004) explained that there was no 
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 st  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 
questions, 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 data about studentsô perceptions of strategies that helped 
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 

questionnaire to their students. The 5 -question 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 unique manners. Some of the 
participants referred to their own mannerisms with the following statements:  ñMy 
body language said I canôt do it . . . my hands sweaté I wanted to crawl under 

the deskéI felt frustratedésometimes I just refused to attempt a new conceptò.  
 

The second theme that appeared was that there are specific instructional 
strategies that teachers can employ to help reduce a studentôs fear of 
mathematics. The interviewees stated that they were helped in the following 

ways: ñThe teacher took us through the problems step by step.ò Slowly and 
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 ñI didnôt know it and Iôd 
do the homework and Iôd get it wrong. . . I didnôt understand how to think that 

way.òThis perpetuated their math anxiety. Some participants maintained that 
their math anxiety was reduced because of the efforts of family members. ñSo 

my dad pulled me through and heôs the reason why. . . My sister taught math 
and she would work with meò One participant described working with he r dad 

when she said ñIt was partially being comfortable in the setting and weôd be 
home and he would be sitting in the easy chair and he would check my work.ò All 
of the interviewees credited a specific math teacher with helping to reduce their 

fear of mat h ñShe [the teacher] would go over it. My answers would be right. 
And Iôm sure that was something that helped.òéòthe hands on experiences that 

she [the teacher] helped me to understand.òéòWorking in small groups on word 
problems helped me to understandòéòI always felt he [the teacher] caredòéòI 
felt I could ask questions ad not feel stupidòéòMy teacher would work with each 

of us individually and made the class fun.ò For students to succeed in 
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  

ñI wouldnôt have done any better if I had taken it again.  I didnôt know it . . . Iôd 
get it wrong. . . óI had a bad experience with a previous teacheròéòThe teacher 
would stand over me and make me nervousòéòShe would not take time to 

answer my questionsòéòI never had enough timeòéòI never felt that my teacher 
cared.ò Such findings 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, ñHow many times do we adults say to one another, Iôm 
just not good at ma th? That may be true for some of us. But it wonôt be good 
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enough in the new generation of jobsò (p. 302). Educators can no longer allow 

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 adultsô speech about this is quite clear: school is a very serious issue, and 

neither games, nor playing, nor these ne w electronic ñtoysò can fit this request for 

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  ï Culture  ï 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  & Araújo, 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 

200 9, a Technological Programme for all school levels 1. The plan set as its main 

                                                 

1 http://www.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. 

http://www.min-edu.pt/np3/2237.html
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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 order to  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 donôt even require a written explanation. Learning 

becomes easier for children. ñPeople tend to think school is about ócontentô 
(facts, information) and games are just about actions. Games have lots of 
content, but óteachô it in ways radically different from schoolò (Gee, 2007:4).  

 
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  
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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 childrenôs culture and preferences in order to 
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 bring n 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 
with their own equipments or at friends or parentôs houses. All children 

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 donôt let them to play all the time they would like to, but even so they 

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 question: ñcan you say why do you like to play these games ?ò they 

mentioned: ñit is coolò, ñI love itò, ñto relaxò,òfascinateò, ñto be with my friendsò, 
ñto pass different levelsò, or just ñto playò. To the question: ñWhat do you learn?ò 
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they referred :ò lots of thingsò. Some mentioned they 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 mentioned ñplay is to play ... thatôs the good thingò but they also mentioned 
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, difficult games are more interesting. ñIf 

we know how to play it easily it is not interestingò. 
 
In the book ñJouer et Apprendreò, Broug¯re (2005), analyses the relationship 

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, Brougère 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 c 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 childrenôs interest. In fact, his long work on the subject show that, 

at a deeper level, challenge and learning are a great part of what makes good 
videogames motivating and entertaining and thatôs why school should explore its 
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 
IT in classroom with their students. The ones who donôt present several reasons, 
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 2 in an ñOverview on Media and Literacyò published by 

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 students donôt have them at school. 
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 

donôt see any advantage to the learning process. In general, teachers feel that 
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 class. To the question: ñHave you 
already played videogames?ò only three answered affirmatively.  

 
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 childrenôs interest considering that for them ICT offers 

                                                 

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 
important activity, but it is absolutely vital for childrenôs lives, as much as 

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 itôs learning process. In fact, children ñdonôt play to learn but 

learn because they play ò (Epstein, 1996:8). Furthermore, playing is essential for 
children to develop their creativity, autonomy and responsibility.  
 

Playing is part of childrenôs cultures and for them it is a very serious matter, a 
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 (Araújo,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 Educação Artística) 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  ï expression  ï music  ï 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 ñby giving its rightful place to the 

teaching of arts in places where knowledge is transmitted (schools, cultural 
institutions and centres, training centres), this teaching, by its very nature, 

becomes a tool to stren gthen ethics, social and aesthetic values.ò (p.1,2).  
 

The music educatorôs community agrees that teaching music implies involving 
children with diverse musical activities from playing and singing to listening, 
improvising and composing. Small, C. (1998) n amed it musicking , as present 

mailto:natercia@fpce.up.pt
mailto:nuna@fpce.up.pt
mailto:mjaraujo@fpce.up.pt
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participle of the verb to music , with implies the engagement in any kind of music 

performance, even dancing.  
 

Drama Education is ñpedagogy of the processò, a process where children 
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, in Portugal drama education doesnôt have 
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 
Encarnação, 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 l of the island to experience music and drama. In order 
to accomplish that, the two mentors of this project (Carlos Gonçalves e Lígia 

Brazão), with the endorsement of Regional Secretary of Education, have founded 
the GCEA (Gabinete Coordenador de Educação Artística -  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 

questionnaires 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 2) 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 

major force of Madeiraôs economy, providing a significant number of jobs in 
tourism activities.  
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1.2. Gabinete Coordenador de Educação Artística (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.  

 
 
 

 
 

 
 
 

 
 

 
 

 
 
 

 
 

In order that all the children have the same opportunities GCEA has 
progressively introduce rigidity to its functioning. This is justified by GCEA 
discourse that ñcollege graduate is only a license to learnò (director of GCEA).  

 
Since 1980, 261 music spec ialist teachers (Portugal doesnôt have drama 

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 of facilitating the teacherôs 

adaptation to the project and itôs done in a biweekly basis. The municipalityôs 
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 

Director  

Coordinator of division to support artistic education  

Regional Coordinator of Music and Drama  

Municipalityôs coordinators 

Music and drama specialist teachers  
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of projectôs practices, culminating with a huge television show event at the end 

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, cdôs and dvdôs, and stereos. 

 
 

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 ï September 2009, and 
the whole study is expected to be complete in November 2010.  
 

Qualitative methods were manifold: analysis of GCEAôs documentation; 
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; childrenôs focus group interviews, and researchersô field notes.  

 
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 childrenôs focus group. Some of the key elements of GCEA were re-
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 actorsô discourses. 37 music and drama 
lessons were observed, and whenever a parentôs permission had been signed, 

the classes were video - taped.   
 
A few weeks from the final television event, we developed several childrenôs 

focus groups, with parentôs authorization. Each group was constituted by 6 or 7 
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 actorsô discourses. 37 music and drama lessons were 

observed, and whenever a parentôs permission had been signed, the classes 
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 s 

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.  
 
 

  



38 

Proceedings 2
nd

 Paris International Conference on Education, Economy and Society ï 2010 

 

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 event that itôs supposed demonstrate 

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 with the actorsô practices is important to bring to discussion the 
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. I 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 ócyclical integrationô is presented and supported by driving questions for 

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  ï policy  ï Australia  ï education  

 

 
 

1.  The Challenge  
 
I 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 leaving because he was fed up with ñall the outcomes-based education 

bullshit that has been dumped on us from on highò.  Although I share his 
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 
something that came ñfrom on highò was best described by an expletive?  How 

did he see himself in relation to the amorphous ñon highò?  Why did he express 
powerlessness in the form of ñdumped on usò.  We shall return to Ken later, right 

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 ñif people were given the literal choice of óchange or dieôéò (p. 42), 

societal evidence suggests that the likelihood of choosing change is nine to one 
against them. Fullanôs grim view of change, as cited above, is unlikely to come 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; 
Schu nk & 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.  In Rotterôs (1954) terms, if the locus of 

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.   

 
 
 

 
                   

   
 
 

 
 

Such a top -down model typically begins to fracture as 
decisions are 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 ï 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 

Hierarchically  
determined  

status  

relationships  

Loosely 
formed 

stakeholder  

interactions  
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throughout a recent speech to Teaching  Australia given by the Australian Federal 

Minister for Education:  
 

ñcommitted to improvingé improvement in qualityé collaborative reformé new 
era of quality and reformé share responsibility for educational outcomesé 
teacher qualityé raise achievement in disadvantaged school communitiesé 

Improving our schoolsé higher impact and performanceé rigorous shared 
evaluationé for every child, in every school, in every communityé Education 

Revolutioné transparency and opennessé  better education system  (Gillard, 
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 ï 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 unreasonable expectation. Bourgonôs 
(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 middle of the ófigure eightô, each by-and - large operates 
in its individual world.  Policy so produced is then presented to teachers for 

implementation.   
 
Figure 2. Bourgonôs (2008, p. 395) interplay between administration and politics. 

[ Model embellished with a loop to Teachers]  
 

 
 
 

 
 

 
 
 

It is often at this point of ónow do 
itô, such as in the case of the 

outcomes -based education scenario mentioned previously (Berlach, 2004; 
Berlach & OôNeill, 2008), that a grass-roots outcry erupts.  Research literature 
suggests that it is not unusual for  teachers to feel ñdumped upon from on highò, 

to use my friend Kenôs words, when encountering implementation directives for 
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 

 Teachers  
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indicator of an effectively managed change process.  Bourgon (2008) is insightful 

when she writes,  
 

ñA 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). ò 
 
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 

Model (Figure 3).  Following Fullanôs (2007) lead that modern theories of change 
management lead ñinevitably to the conclusion that working on ócoherenceô is the 
key to dealing with the fragmented demands of overloaded reform agendasò (p. 

xii), the model as presented acknowledges the unique contributions of the three 
stakeholders under consideration ï government, the public s ervice, teachers ï 

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 .  

 

 

 
 

2.  The Cyclical Integration Model of Change Management  
 

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 partyôs representatives sit together at the discussion 
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table armed with what I have termed óframing questionsô rather than with 

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 
Australiaôs ill conceived foray into outcomes-based education; and the recent 

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 

resu lt 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 

ócompulsory educationô?  If not, why not; if yes, how does the proposed change 
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 1 and PISA 2 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 government department to do ódue diligenceô 

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 óbang for the buckô be evaluated?  How will it be determined whether or 

not tax payersô money has been appropriately invested? 
I 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?  
 
1 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 óplain languageô?  Is it free of jargon, 
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 D in 
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 
question which asks ówhat could possibly hamper policy delivery?ô.  In the 

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 proposed change generally align with the nature of ñteachersô 

workò (Connell, 1985)? 
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?  
 

 

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 

childrenôs educational needs ahead of their own professional posturing. The 
second assumption is that ongoing dialogue in a spirit of collegiality produces 
greater internal motivation leading to results superior to those obtainable by 

fo rced 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 
like one is ñdumped onò. The final assumption is that all members of the 
operational component accept accolades for success and responsibility for failure, 

as a unit.  In other words, no one plays the ñblame gameò ï the unit either 
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 ï 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 ï in terms 

of size and scope ï 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 will now be considered. This individualôs role is one of consulting, 

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,  
 

ñWe 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 our countriesé (p. 401).ò 

 
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,  
 

ñIf 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). ò 
 
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,  
 

ñéestimated that up to 25% of teachers may leave the profession within five 
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). ò 

 

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,  

 
ñThese 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). ò   

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

ñnon-hierarchical, non -traditional relationshipsò.  Perhaps this could result in 
change being managed in a way that is more palatable to those affected down -
line ï teachers.  Perhaps Ken would be the first of many change -damaged 

teachers to return to the profession.  
 

 

4. Ref erences  
       

Bandura, A. (1986). Social foundations of thought and action: A social -cognitive 
theory .  Englewood Cliffs, NJ: Prentice -Hall.  

 
Barry, K., & King, L. (1998). Beginning teaching and beyond (3 rd  ed.).  

Katoomba: Social Science Press.  
 
Berlach, R.G. (2004, December). Outcomes -based education & the death of 

knowledge . Paper presented at The Australian Association for Research in 
Education Conference, The University of Melbourne, Victoria, Australia. Available 

at: http://www.aare.edu.au/04pap/ber04768.pdf .  

http://www.aare.edu.au/04pap/ber04768.pdf


51 

Actes de la 2
ème

 Conférence Internationale Éducation, Économie et Société ï Paris 2010 

 

 

Berlach, R.G., & McNaught, K. (2007). Outcomes based education? Rethinking 
the provision of compulsory education in Western Australia. Issues in 

Educational Research , 17 (1), 1 -14.  
 
Berlach, R.G.,  & OôNeill, M. (2008). Western Australiaôs óEnglishô Course of 

Study: To OBE or not to OBE, perhaps that is the question.  Australian Journal 
of Education, 52 (1),  49 -62.  

 
Bourgon, J. (2008). The Future of Public Service: A Search for a New B alance. 
Australian Journal of Public Administration , 67 (4 ), 390 -404.  Retrieved 17 August 

2009, from  
http://www3.interscience.wiley.com/cgi -bin/fulltext/121552636/HTMLSTART   

 
Conley,  S., & Glasman, N. ( 2008).  Fear, the School Organization, and Teacher 
Evaluation.  Educational Policy , 22 (1), 63 -85.  

Connell, R. (1985). Teachersô work. Sydney: Allen & Unwin.  
Day, C., & Smethem, L. (2009). The effects of reform: Have teachers really lost 

their sense of professionalism? Journal of Educational Change , (10) 2-3, 141 -157.  
 

deCharms, R. (1972). Personal causation training in the schools. Journal of 
Applied Social Psychology, 2 , 95 -113.  
 

deCharms, R. (1984). Motivation enhancement in educational settings.  In R. 
Ames & C, Ames (Eds.), Research on motivation in education: Vol 1. Student 

motivation . Orlando: Academic Press.  
 
Deci, E., & Ryan, R. (1985). Intrinsic motivation and self -determin ation in human 

behaviour.   NY: Plenum.  
 

Fullan, M. (2007). The new meaning of educational change  (4 th  ed.).  NY: 
Routledge.  
 

Fullan, M. (2001). Leading in a culture of change.   San Francisco: Jossey -Bass.  
 

Fullan, M. (1993). Change forces: Probing the depths of educational reform. 
London: Farmer.  
 

Gillard, J. (Oct 15, 2008). Speech delivered to Teaching Australia. Retrieved 14 
August 2009, from  

http://mediacentre.dewr.gov.au/mediacentre/Gillard/Releases/AddresstotheTeac
hingAustraliaandBCASymposium.htm   
 

Hargreaves, A. (1998).  The emotions of teaching and educational change.  In A. 
Hargreaves, A. Lieberman,  M, Fullan, and D Hopkins (Eds.), International 

handbook of educational change, part 1, section 2 , 558 -570. London: Springer.  
 
Hargreaves, A., & Fink, D. (2006). Sustainable leadership . San Francisco: 

Jossey -Bass.  
 

http://www3.interscience.wiley.com/journal/118512012/home
http://www3.interscience.wiley.com/journal/121552619/issue
http://www3.interscience.wiley.com/cgi-bin/fulltext/121552636/HTMLSTART
javascript:__doLinkPostBack('','ss~~JN%20%22Journal%20of%20Educational%20Change%22%7C%7Csl~~rl','');
http://mediacentre.dewr.gov.au/mediacentre/Gillard/Releases/AddresstotheTeachingAustraliaandBCASymposium.htm
http://mediacentre.dewr.gov.au/mediacentre/Gillard/Releases/AddresstotheTeachingAustraliaandBCASymposium.htm


52 

Proceedings 2
nd

 Paris International Conference on Education, Economy and Society ï 2010 

 

Horsley, S. (2009). The politics of publi c accountability: Implications for 

centralized music education policy development and implementation. Arts 
Education Policy Review , 110 (4), pp. 6 -13.  

 
House of Representatives, Standing Committee on Education and Vocational 
Training. (2007). Top of the class: Report on the inquiry into teacher education.  

Canberra: House of Representatives Publishing Unit.  
 

Kotter, J. (1996). Leading Change . Bo ston, MA: Harvard Business School.  
 
Leithwood, K., Louis, K., Anderson, S., & Wahlstrom, K. (2004). How leadership 

influences student learning.  NY: Wallace Foundation.  
 

Rosenholtz, S. (1989). Teachersô workplace: The social organisation of schools. 
NY: Longman.  
 

Rotter, J. (1954). Social learning and clinical psychology .  Englewood Cliffs, NJ: 
Prentice -Hall.  

 
Schunk, D. (1995). Inherent details of self - regulated learning include student 

perceptions .  Educational Psychologist , 30 , 213 -216.  
 
Schunck, D., & Zimmerman, B. (2003). Self - regulation and learning.  In W.M. 

Reynolds & G.E. Miller (Eds.), Handbook of psychology: Vol 7. Educational 
psychology  (59 -78). Hoboken, NJ: Wiley.  

 
 

  

javascript:__doLinkPostBack('','ss~~JN%20%22Arts%20Education%20Policy%20Review%22%7C%7Csl~~rl','');
javascript:__doLinkPostBack('','ss~~JN%20%22Arts%20Education%20Policy%20Review%22%7C%7Csl~~rl','');


53 

Actes de la 2
ème

 Conférence Internationale Éducation, Économie et Société ï Paris 2010 

 

La formation des étudiants masculins en contexte  

minoritaire de lô®ducation ¨ lôenfance : comment 

maintenir leur engagement dans les études  ?3 

Thérèse Besnard  Ph.D1, Ayĸe Diren MA2  

1Université de Sherbrooke ï Canada  

Therese.besnard@usherbrooke.ca  
2 Cégep de Sherbrooke ï Canada  

Ayse.diren@cegepsherbrooke.qc.ca  

 
Résumé  

Au Qu®bec comme ailleurs, la formation dô®ducateurs ¨ lôenfance (£E) attire ¨ peine 4 % 

de garçons et de ce pourcentage uniquement le quart terminera sa formation. À partir de 

la perception dô®tudiants masculins et dôenseignants, la pr®sente recherche d®crit la 

réalité des étudiants masculins en ÉE et dégage les facteurs qui peuvent influencer leur 

pers®v®rance scolaire. Au moyen  dôune m®thodologie qualitative, les perceptions ont ®t® 

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¯le ®cologique de Bronfenbrenner (1979). Les r®sultats font ressortir lôimportance 

des préjugés aux quels ces étudiants sont confrontés, du rôle de la relation avec 

lôenseignant ainsi que des strat®gies dôadaptation d®ploy®es par ces ®tudiants en 

contexte minoritaire. Les données recueillies pourront alimenter une réflexion quant aux 

modalités à privilég ier pour soutenir le parcours scolaire de ces étudiants.  

Mots cl és : Formation collégiale  ï Genre  -  Formation non traditionnelle  -  Éducation à 

lôenfance -  Persévérance des garçons   
 

 

 

1.  Introduction  
 

Les formations en ®ducation et tout particuli¯rement celle dô®ducateur ¨ lôenfance 

(ÉE) sont reconnues pour attirer essentiellement des filles. Le faible intérêt des 
gar­ons pour ce domaine dô®tude est pr®sent dans la majorit® des pays 

industrialisés (OCDE, 2006) . Par exemple, au Qu®bec, le taux dôinscription 
moyen des garçons en ÉE est de 3,6  % (MÉLS, 2009). Ce phénomène se 
répercute dans les services de garde ¨ lôenfance (SGE) o½ lôon retrouve 

habituellement ±5  % dôhommes ®ducateurs (Jensen &  European Commission 
Network on Childcare, 1996; U.S. Bureau of Labor Statistics, 2008). Plusieurs 

sont dôavis que lôon devrait inciter les hommes ¨ îuvrer en SGE. Auprès des 
enfants, ils représentent des modèles masculins positifs et peuvent pallier 

lôabsence du père à la maison ( Coulter & McNay, 1993) . Par rapport aux garçons, 
les éducateurs seraient plus enclins à répondre à leur besoin psychomoteur et 
favoriseraient un meilleur engagement dans les activit®s dôapprentissage (Huber, 

Vollum & Stroud, 2000) . Le fait de recevoir des soins et de lôaffection de la part 

                                                 

3 Nous tenons à remercier le MÉLS du Qu ébec via le Programme PAREA et le Cégep de 

Sherbrooke pour leur soutien financier de la présente étude.  
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dôun homme permettrait ®galement aux gar­ons de d®velopper leurs 

comportements prosociaux (Jensen et coll., 1996). Certains auteurs établissent 
même un lien entre cette quasi -absence de modèles m asculins dans les 

institutions et la pr®sence accrue de difficult®s dôadaptation scolaire chez les 
garçons (Lajoie, 2003).  
 

Cooney et Bittner (2001) ont identifié différents enjeux pouvant expliquer le 
faible attrait des garçons pour cette profession, don t la surféminisation de la 

formation. De fait, du peu de garçons intéressés à la formation en ÉE,  
seulement 25  % la terminent. Face à de tels pourcentages, on est en droit de 
sôinterroger sur la pers®v®rance des ®tudiants masculins en £E. Sont-ils les 

bie nvenus  ? Le programme serait - il trop féminisé  pour quôils y trouvent leur 
place  ? Dôautres facteurs sont-ils en jeu  ? Si certaines études se sont déjà 

intéressées aux étudiants masculins en ÉE sous lôangle de leur vision de la 
profession (Anliak & Beyazkur k, 2008 ; Cunningham & Watson, 2002  ; 
Timmerman & Schreuder, 2008), à notre connaissance, aucune ®tude nôa port® 

spécifiquement sur la persévérance des garçons dans la formation ÉE.  
 

La présente recherche a voulu décrire la réalité des étudiants masculins en ÉE et 
dégager les facteurs qui peuvent influencer leur engagement dans ce 

programme. La plupart des mod¯les th®oriques explicatifs de lôabandon et de la 
persistance des étudiants sont interactionnistes et supposent que la décision 
dôinterrompre ses ®tudes est la r®sultante dôun cumul de facteurs (Sauv® & coll., 

2007). Dans une perspective écologique, les facteurs reconnus pour influencer la 
pers®v®rance des ®tudiants masculins au niveau coll®gial ont dôabord ®t® 

recensés, puis regroupés selon le modèle t héorique de Brofenbrenner (1979), 
soit les facteurs individuels de lô®tudiant (ontosyst¯me), les facteurs de son 
environnement immédiat (microsystème familial et social), les facteurs de son 

environnement scolaire (microsystème scolaire) et ceux en lien av ec les valeurs 
de la soci®t® (macrosyst¯me). Cette grille servira ¨ lôanalyse des r®sultats de la 

présente étude.  
 
 

 
 

 
 
 

 
 

 
 
 

 
 

 
 
 

 
  



55 

Actes de la 2
ème

 Conférence Internationale Éducation, Économie et Société ï Paris 2010 

 

Figure 1  : Facteurs dôinfluence de la pers®v®rance scolaire 

 
 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

 
La conceptionde lô®tude est transversale. En croisant les points de vue de 
différents acteurs, soit celui des étudiants inscrits en ÉE et celui de leurs 

enseignants, lô®tude tentera de documenter, ¨ partir des facteurs reconnus dans 
la littérature, ceux qu i pourraient avoir un rôle spécifique auprès de la clientèle 

que constituent les étudiants masculins en ÉE.  
 
 

2.  Méthodologie  
 

 

2.1 Collecte de données  
 

Pour atteindre cet objectif, deux collectes de données ont été réalisées. 
Premièrement, des entrevues  semi -dirig®es dôune dur®e de 90 minutes ont ®t® 
effectuées auprès de 19 étudiants masculins dont 12 poursuivaient des études en 

ÉE, cinq avaient abandonné le programme au cours de la dernière année et deux 
avaient compl®t® le programme depuis moins dôun an. Ils étaient âgés entre 18 

et 37 ans (moyenne : 24,3) et provenaient de neuf collèges différents. Les 
thèmes abordés ont porté sur leur choix professionnel, leur environnement 
personnel, leur vécu scolaire, leurs perceptions du programme et, enfin, leur 

vision de la profession.  

ONTOSYSTEME       

 Facteurs personnels 

 
  - Genre (Barbeau, 1994; 2007; Marguerite, 2008; Mels, 2006) 

 - Style cognitif  (CSÉ, 1999: Gingras & Terrill, 2006) 

- Sentiment dôefficacit®  Bandura 2007, Bouffard & coll., 2004;   

                                       Hirmech & Théoret 2007, Rivière & Jacques 2000) 

- Comparaison sociale    (Pelletier & coll., 2005; Hirmech & 

                                                Théoret 2007; Richard & Robbins 2000)  

     - Plan de carrière   (Bidart & Larriviere, 2001; Bourdon, 1994) 

                    MICROSYSTÉMES 

 
                       FACTEURS SCOLAIRES 
      - Adaptation au collège (Gingras & Terrill, 2006; Lapostolle & coll., 2003; Tremblay,  2006) 

    - 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) 

  - 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) 

    - Relation avec lôenseignant (Barbeau, & coll., 2007; Tremblay & coll., 2006) 

      - Capacit® ¨ demander de lôaide (Barbeau, Montini, & Roy, 1997) 

        - Encadrement et soutien des enseignants (Pelletier & coll., 2005) 

           - Perception des besoins de lô®tudiant par lôenseignant   (Dugas, 2005) 

             - Attitudes et croyances des enseignants (Roy, 2004) 

 
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) 

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) 

    MACROSYSTÈME 
 
-  Différences de valeurs entre  
    lô®tudiant et le milieu 
          (Chénard & coll., 2007;  Tinto & Riener, 1998) 

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



56 

Proceedings 2
nd

 Paris International Conference on Education, Economy and Society ï 2010 

 

 

Deuxièmement, 49 enseignants en ÉE ont participé à six groupes de discussion 
semi -dirig®s. Dôune dur®e de 45 minutes, ces groupes ont r®uni en moyenne huit 

participants. De ces enseignants, 12  % étaient des hommes  ; 50  % avaient 5 0 
ans et plus  ; ils avaient en moyenne 15,2 ann®es dôexp®rience en enseignement 
(é - t : 7,2) et ils provenaient de 10 régions du Québec. Les thèmes abordés ont 

porté sur leurs réactions à la présence de garçon(s) dans leur classe, leur vision 
du processus d ôadaptation de ces ®tudiants et les ajustements mis en place en 

fonction de ces derniers.  
 
 

2.2 Analyses  
 

Lôanalyse qualitative de type ph®nom®nologique a utilis® les cat®gories 

préétablies telles que présentées plus tôt. 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 thèmes  : 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 façon détaillée ici ( à 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  
 

Premièrement, les étudiants nous ont beaucoup entretenues de leur sentiment 

dôefficacit® et de leur sentiment dôavoir fait le bon choix de formation. En effet, 
lôensemble des ®tudiants rencontr®s soulignent le fait quôils ont d®j¨ une 

exp®rience aupr¯s des enfants lorsquôils font le choix de sôinscrire en £E. Ils 
affirment avoir une aisance en présence des enfants  et une certaine compétence 

pour en assumer la charge. La majorit® dôentre eux se consid¯rent donc ¨ leur 
place dans la formation. Quelques réserves sont toutefois exprimées, 
principalement en ce qui a trait à la pratique de cette profession tout le long d e 

la vie.  
 

 « Oui, je me vois ®ducateur pendant un certain moment. Jôaimerais beaucoup 
ça parce que je sais que je ne resterai pas indéfiniment en service de garde, ça, 
jôen suis convaincu. Je sais que je serais capable pendant un certain moment, 

mais pas pour en faire une vie complète.  » (ét.1)  
 

Ceux qui ont abandonné le programme considèrent également être à leur place 
auprès des enfants. Les raisons de leur abandon ne relèveraient pas de leur 
incapacité à établir des rapports positifs avec eux, mais plut ôt de leurs difficultés 

¨ sôint®grer dans le milieu professionnel.  
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Les enseignants, de leur c¹t®, observent deux types dô®tudiants selon leur 
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¨. Ils remarquent ®galement deux types de personnalit®. Dôune 
part, ceux qui sont  sociables côest-à-dire qui se d®marquent, sôaffirment 

facilement, prennent leur place, sont écoutés et attirent les  filles autour dôeux. 
Ces étudiants assument généralement leur masculinité, sont bien dans leur corps 

et ®tablissent des relations privil®gi®es avec des filles. Dôautre part, ceux qui ont 
un  profil discret, cóest-à-dire qui sont silencieux, passent plus i naperçus, et 
sôadaptent  au groupe. 

 
 

3.2 Facteurs familiaux et sociaux  
 

Face à 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 qui les a encourag®s ¨ sôinscrire en £E. Par ailleurs, la majorit® 
rapporte ®galement des r®actions n®gatives, allant de lô®tonnement au 

dénigrement pur et simple. Toutefois, à travers leurs propos, on peut déduire 
quôils accordent peu dôimportance ¨ ces commentaires désobligeants pourvu 

quôils proviennent de personnes moins significatives ¨ leurs yeux.  
 

 

3.4 Facteurs scolaires  
 

Sur le plan scolaire, plusieurs facteurs ont été abordés par les étudiants et les 

enseignants, soit la satisfaction ¨ lô®gard du programme dô®tude, la relation avec 
lôenseignant, le soutien offert par lôenseignant et, particuli¯rement, lôadaptation 

dans le groupe classe.  
 
Les enseignants rapportent  des r®actions plut¹t positives ¨ la venue dô®tudiants 

masculins dans leur classe. Ils les accueillent de manière personnalisée et 
considèrent 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 o½ ils sont actifs et impliqu®s, ce quôils retrouvent en grande partie 

dans le programme actuel dô£E, quôils appr®cient. Ils nous ont ®galement 
mentionné se sentir généralement très bien accueillis et appréciés par leurs 

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

quôils font ou ne font pas est rapidement remarqu® : 
 

« Il y a des filles qui nô®coutent pas les explications et qui vont poser des 
questions, mais le prof ne se fâchera pas et va leur répondre. Par contre, moi, si 
je parle (durant une explication), elle ne me r®pondra pas parce quôelle va avoir 

remarqu® que je nô®coutais pas ou que je parlais. » (ét.2)  
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Sur le plan des études, la majorité des étudiants reconnaît ne pas attribuer une 

valeur importante aux notes obtenues et être à la dernière minute pour la remise 
des travaux. Ils mentionnent ®galement investir peu dôefforts dans leurs travaux 

scolaires et se contenter de leur perfor mance (résultat moyen autour de 74  %).  
 
Les enseignants observent effectivement ce peu dôardeur dans les travaux. Selon 

eux, les étudiants écrivent moins, développent moins leurs idées et sont moins 
perfectionnistes que leurs consîurs. Par contre, ils ont plus lôesprit de synth¯se 

et ont un point de vue différent. Ils offrent également des activités différentes 
aux enfants, par exemple des activités plus physiques, ils sont plus tolérants à 
lô®gard des bousculades  et ne voient pas la sécurité et les risques  de la même 

façon que les filles.  
 

Les r®sultats indiquent le souci quôont ces enseignants de d®velopper les m°mes 
compétences chez les filles et les garçons et de leur offrir un traitement équitable 
en mati¯re dô®valuation. Outre quelques initiatives comme lôadaptation du 

vocabulaire ou lôutilisation dôexemples dô®ducateurs masculins, les enseignants 
mentionnent surtout quôils offrent un soutien plus assidu aupr¯s de leurs 

étudiants masculins.  
 

« Moi non plus, je ne change rien à mon enseignement, mais je les encourage 
beaucoup et je tente de les valoriser [é] est-ce que je le fais davantage ? 
S¾rement, je lôavoue. è (enseignant) 

 
Les étudiants perçoivent cette attention privilégiée qui leur est portée par les 

enseignants comparativement aux filles.  
 
« On ne se sent pas sp®cial, mais on sent que lôon a un regard qui est diff®rent. 

Côest loin dô°tre un regard qui juge, on prend soin un peu de nous, ils ne veulent 
pas que lôon sôen aille. » (ét.3)  

 
Pour la majorité des garçons qui commencent leurs études coll égiales, la qualité 
de leur adaptation semble être déterminante pour la poursuite de leurs études 

(Tremblay et coll., 2006). Les résultats de la présente recherche ont mis en 
lumière certains défis supplémentaires auxquels doivent faire face les étudiants 

en £E. Ils doivent dôabord affronter la r®action de leur entourage ¨ leur choix non 
traditionnel. Par la suite, en classe, ils doivent affronter un groupe 
majoritairement féminin, composer avec ce vécu minoritaire et être confrontés 

aux préjugés face à leu r orientation sexuelle.  
 

« La premi¯re question quand on est en ®ducation ¨ lôenfance, côest : ñes-tu gai 
?ò » (ét.4)  

 

Les enseignants confirment ces dires des étudiants. Ils observent que les 
étudiantes du groupe réagissent de façon mitigée à la présence  dô®tudiants 

masculins. Certaines sont contentes, cherchent à les séduire ou à les protéger. 
Dôautres, au contraire, peuvent les exclure et expriment des pr®jug®s face ¨ leur 
présence dans la profession ou à leur potentielle homosexualité.  
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Dôautres d®fis surgissent en stage : dôune part, celui dôassumer leurs diff®rences 

dans la fa­on dôintervenir avec les enfants, conjugu® ¨ lôabsence de mod¯les 
masculins et, dôautre part, celui dô°tre confront® aux pr®jug®s venant des 

parents concernant, par exemple, la  p®dophilie ou la peur dôattouchements 
sexuels sur  leurs enfants.  
 

« Jôai d®j¨ eu des parents qui ont voulu changer leur enfant de groupe, des 
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 exemple, prennent lôinitiative des premiers contacts et ®tablissent 

des connivences avec les pairs, acceptent à la demande des filles de situer leur 
orientation sexuelle, sont patients avec les filles, a justent les sujets de 

conversation et acceptent dôassumer le r¹le de leadership quôon leur conf¯re. De 
plus, en stage, ils ajustent certains comportements en présence des enfants, 
vont au -devant des parents pour les rassurer et cherchent à établir un lien de 

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

 
Dôautres strat®gies ont ®t® plus souvent décrites par les étudiants qui ont 

abandonn® la formation,  notamment lôobservation du  groupe classe  ou 
lôattente passive  que les filles viennent vers eux,  leur isolement dans un tr¯s 
petit sous -groupe dôindividus,  la tendance ¨ travailler avec un seul ®tudiant,  ou 

¨  lse d®brouiller seul plut¹t que dôaller chercher de lôaide des enseignants. Pour 
eux, les difficult®s dôadaptation semblent sôaccumuler au fil de la formation et 

sôexacerber lors du stage qui devient le d®clencheur du d®part d®finitif   du  
programme.  
 

Les enseignants remarquent que lôadaptation des ®tudiants masculins dans le 
groupe est plus facile quand ils  ont plus de maturité  et sont indépendants ou  

quand ils utilisent lôhumour. Lôadaptation au groupe semble plus difficile quand ils 
pr®sentent peu dôhabilet®s sociales, quand leurs id®es sur lô®ducation sont trop 
différent es de celles des filles et quand ils sôinvestissent peu dans les travaux 

scolaires.  
 

 
3. 5  Facteurs sociétaux  
 

Les enseignants observent des r®actions mitig®es de la part des SGE ¨ lô®gard 
des stagiaires masculins  : réactions plutôt favorables de la part de s éducatrices  ; 

réactions plus partagées de la part des parents, allant du très positif (ex. : des 
m¯res monoparentales) au tr¯s n®gatif (ex. : interdire ¨ lô®ducateur de changer 
les couches de leur enfant). Enfin, les enseignants voient plusieurs bénéfice s à 

jumeler les ®tudiants ¨ un ®ducateur masculin quand côest possible.  
 
 

4.  Discussion  
 

En croisant les résultats recueillis auprès de ces deux échantillons, on constate 
que certains facteurs, parmi ceux reconnus pour jouer un rôle dans la 
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persévérance des garçons, semblent jouer un rôle particulier dans la situation 

des étudiants masculins en ÉE. Ces facteurs seront discutés plus en détail dans la 
section qui suit.  

 
 

4.1 Ontosystème  
 

En ce qui a trait aux facteurs personnels, nos résultats portent à cro ire que les 
®tudiants qui pers®v¯rent ont d®velopp® un sentiment dôefficacit® personnelle par 

rapport à cette profession (Bandura, 2007)  qui leur permet dôenvisager la 
r®ussite bien  quôils soient en contexte minoritaire. Les r®sultats laissent ¨ penser 

qu e ce sentiment était déjà présent lors de leur inscription et fut nourri par leur 
environnement personnel. On peut ®mettre lôhypoth¯se que les ®tudiants qui 
entreprennent  leurs ®tudes en £E en ayant d®j¨   de lôassurance et un sentiment 

dôefficacit® aupr¯s des jeunes enfants sont mieux outillés pour faire face aux 
nombreux d®fis quôils rencontrent durant leur parcours scolaire.  

 
Par ailleurs, la littérature signale que généralement les étudiants masculins 
r®ussissent moins bien et vivent plus dô®checs scolaires que les filles du même 

niveau dôenseignement (Tremblay & coll., 2006). Toutefois, les donn®es de la 
présente étude indiquent que les cinq étudiants qui ont abandonné le programme 

ne lôont pas fait parce quôils ®taient en situation dô®chec scolaire, mais plutôt 
parce quôils vivaient certaines difficult®s dôadaptation sociale. En cons®quence, 
les connaissances disponibles en lien avec les modes dôapprentissage propres 

aux garçons ne semblent pas être en jeu dans le présent contexte. Toutefois, 
plusieur s recherches mettent en évidence les différences entre filles et garçons, 

en tant quôapprenants, quant ¨ la fa­on dont ils consid¯rent les ®tudes 
(Marguerite, 2008; Statistique Canada, 2004). Les présents résultats contribuent 

à entretenir les clivages con nus dans ce domaine. En effet, tout comme la 
majorit® des gar­ons, les ®tudiants en £E investissent peu dôefforts dans leurs 
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 garçons  que pour les filles, et la première session présenterait notamment 
des défis importants pour les jeunes hommes (Gingras & Terrill, 2006). Dans la 

présente recherche, la moye nne dô©ge des ®tudiants en £E interview®s est de 24 
ans, donc nettement au -dessus de la moyenne des étudiants du collège qui se 

situe à 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 les ®tudiants les plus ©g®s  qui sôadaptent le mieux au 

programme. Mais ind®pendamment de lô©ge, les r®sultats mettent en ®vidence 
les défis supplémentaires auxquels ces jeunes sont confrontés.  

 
 
4.2 Micr osystème familial et social  
 

Lôimpact de la qualit® du soutien offert par le r®seau social sur la pers®v®rance 
scolaire, que ce soit en provenance de la famille ou du groupe de pairs, a 

beaucoup été étudié (Bourdon & coll., 2007; CSÉ, 2002). De façon plus 
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sp®cifique, lôimportance quôaccordent les parents aux aspirations scolaires de 

leurs enfants jouerait un rôle clé auprès de ces derniers (Looker, 2004). Le fait 
que nos répondants aient tous eu dans leur entourage une personne significative 

qui croyait en leur projet de formation semble jouer un rôle de protection contre 
les remarques d®sobligeantes quôils vont in®vitablement entendre durant leur 

formation.  
 

 

4.3 Microsystème scolaire  
 

Nos r®sultats soulignent que lôensemble des ®tudiants appr®cie le programme 
dô£E. De plus, ils se sentent accueillis, consid®r®s et appr®ci®s, particuli¯rement 

de la part de leurs enseignants. Comme lôont d®montr® Tremblay et coll. (2006), 
cette qualit® relationnelle avec le personnel enseignant et la valorisation quôelle 

conf ère aux étudiants pourraient jouer un rôle déterminant dans la persévérance 
de ces derniers. Les résultats suggèrent que la qualité de la relation que ces 

étudiants vont développer avec leurs enseignants participe effectivement à la fois 
¨ lôint®gration dans le groupe classe et au sentiment dôefficacit® que lô®tudiant 
doit maintenir malgré ses différences. Le soutien individualisé offert par les 

enseignants, aux dires de nos participants, semble être plus important que le 
type de pédagogie déployée dans les  cours.  

 
 
4.4 Macrosystème  
 

Sur le plan sociétal, on observe que de nombreux préjugés sont toujours 
pr®sents ¨ lôendroit des hommes qui d®sirent travailler en SGE et que ces 

préjugés sont particulièrement répandus auprès des garçons à la fin du 
secondaire,  moment où justement ils doivent effectuer leur choix de formation 

collégiale. Des études précédentes ont déjà indiqué que la crainte que des 
comportements homosexuels entachent leur masculinité serait au plus fort à 
lôadolescence (Bouchard & St-Amant, 199 6). Les résultats que nous avons 

obtenus vont dans le sens de ces études.  
 

Par ailleurs, le manque de modèles masculins dans les milieux de stage et dans 
la société en général semble représenter un problème pour la majorité des 

étudiants. Cette confrontat ion avec le milieu du travail et les préjugés de certains 
parents semblent °tre la pierre dôachoppement qui va discriminer ceux qui vont 
poursuivre leurs études de ceux qui vont les abandonner.  
 

 

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

que si lôon d®sire augmenter le nombre dô®tudiants pers®v®rant en £E, les efforts 
de recrutement devraient cibler des étudiants plus âgés. 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 ÉE. Il 
nous appara´t aussi quôil faudrait mieux informer les enseignants sur les d®fis 

adaptatifs sp®cifiques quôaffrontent les ®tudiants en £E et sur lôimportance de 
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leur rôle de soutien dans ce processus. Il faudrait également les sensibiliser à 

lôimportance de fournir des mod¯les dô®ducateurs masculins et dôinclure dans 
leurs cours lôenseignement de strat®gies pour se pr®munir des fausses 

accusations en lien avec les attouchements sexuels. Sur le plan sociétal, il nous 
apparaît également important de poursuivre la promotion du rôle positif de la 
présence masculine sur le développement des enfants et de continuer de lutter 

contre lôhomophobie, surtout aupr¯s des adolescents.  
 

Les résultats présentés ici doivent être interprétés en tenant compte de certaines 
limites. Premièrement, cette étude est basée essentiellement sur les perceptions 
des diff®rents acteurs consult®s. Les pistes dôhypoth¯ses qui ®manent des 

résulta ts devront être vérifiées par des études subséquentes. Deuxièmement, 
pr®cisons quôuniquement cinq des participants avaient abandonn® le programme. 

Si on se base sur les statistiques disponibles, lô®chantillon aurait d¾ en contenir 
trois fois plus pour être  représentatif. Ce petit nombre de sujets ayant 
abandonn® ne permet pas de g®n®raliser les r®sultats ¨ lôensemble des ®tudiants 

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

 
Comme pistes de recherches futures, les prochaines études pourraient 

expérimenter et évaluer différents modes de soutien auprès de ces étudiants. 
Enfin, sur le plan du processus interne, il pourrait °tre int®ressant dô®tudier les 
facteurs qui îuvrent dans la construction de lôidentit® professionnelle chez 

lô®tudiant inscrit ¨ une formation non traditionnelle. 
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Résumé  

Notre objectif est de montrer lôint®r°t de la prise en consid®ration des th®ories de la 

d®cision, et de leurs critiques, lors de lôanalyse de choix dô®l¯ves dans deux situations 

exp®rimentales mettant en sc¯ne le hasard. ê lôoccasion de la premi¯re exp®rimentation, 

des lycéens ont été amenés à jouer à un jeu de hasard et de stratégie. Cette situation 

exp®rimentale permet notamment dôobserver lôexpression de différents niveaux de 

flexibilité cognitive. Lors de la seconde expérimentation, des collégiens, des lycéens ainsi 

que des ®tudiants ont ®t® invit®s ¨ indiquer leur pr®f®rence entre deux r¯gles dôun autre 

jeu mettant en scène le hasard. Dans les deux expérim entations, les situations choisies 

permettent de montrer la capacité de certains élèves à envisager diverses décisions 

possibles fondées sur des préférences distinctes.   

Mots cl és : Décision  ï Préférences  ï Didactique  ï Probabilités  ï Flexibilité . 

 

 
 

1. Introduction  
 

Nous présentons ici quelques -uns des résultats de notre recherche (Boulanger -
Laforge, 2009) sur les résolutions d'élèves dans des situations particulières 
mettant en scène le hasard.  

 
Avant de revenir sur la particularité des situations que nous avons proposées 

dans le cadre de cette recherche, nous préciserons l'hypothèse retenue dans ce 
travail, à propos des fonde ments psychologiques des probabilités : celle de la 
complémentarité des approches objective et subjective, dont Maury (1986) avait 

d®j¨ soulign® lôint®r°t. 
 

Les tenants de la 1 ère  approche incitent les individus à raisonner dans des 
situations conçues pour  favoriser lôactivit® cognitive alors que les tenants de la 
2ème  approche cherchent à provoquer des jugements intuitifs. Dans leurs travaux 

en psychologie et en économie expérimentale, Kahneman et Tversky ont mis en 
évidence des écarts systématiques entre lôattente math®matique et les 

jugements probabilistes des individus face à des situations risquées. Ils 
interprètent ces écarts comme traduisant des intuitions, des convictions, des 
pr®f®rences. De plus, ces auteurs ainsi que dôautres (cf. par exemple Cohen, 

1963  ; Kahneman, Slovic et Tversky, 1982  ; Lecoutre, 1984  ; Lecoutre et 
Durand, 1988) ont montré que des intuitions trompeuses pouvaient persister 

chez des sujets familiarisés avec la théorie des probabilités.  
 

mailto:johanna.boulanger.laforge@gmail.com
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La synthèse entre les approches objective et subjective est donc particulièrement 

int®ressante, car, comme lôa mis en ®vidence Maury (1986), elle implique que 
des intuitions trompeuses et des conceptions correctes des probabilités peuvent 

cohabiter chez un même individu.  
 
Nous présenterons à prése nt un aperçu des importantes contributions parues en 

économie, en neurosciences et en psychologie cognitive, autour de la question  : 
quel(s) critère(s) compte(nt), au moment de la prise de décision  ? 

 
 

2. Éléments théoriques  
 
2.1. Décision en situation ris quée  

 
Une situation est dite risquée lorsque la prévision peut se faire à partir des 

probabilités théoriques. Face à ce type de situations, différents critères de 
décision peuvent être mobilisés. Citons, par exemple, la maximisation de 
lôesp®rance de gain ou la maximisation de lôutilit® esp®r®e. 

 
Une situation risquée relève d'un univers des possibles, qui est gouverné par une 

probabilité, laquelle concerne des événements dont la réalisation peut entraîner 
une perte ou un gain.  
 

Dans les termes d'une approc he fréquentiste, l'espérance de gain dans un jeu de 
hasard est le gain moyen  obtenu en répétant le jeu « un grand nombre de fois  ».  

Le gain est considéré comme une variable aléatoire, qui prend les valeurs x i, 
avec les probabilités p i. Le calcul formel s'obtient grâce à la formule  :  

              n                                                                                                                             

E(X) = p 1.x 1 + é + pn.x n = × pi.x i 
             i=1  

o½ E(X) est lôesp®rance de gain, avec π ὴ ρ, et Вὴ ρ.  
 

Si un individu a à choisir entre deux jeux de hasard, son choix peut se faire en 
fonction de l'espérance de gain la plus élevée. On dit alors que l'individu 
maximise l' espérance mathématique  (ou espérance de gain ).  

 
Cependant, un  individu peut également faire son choix en fonction d'un autre 

critère d'évaluation du risque. Il peut en effet faire un choix qui maximise son 
espérance  d'utilité. L'utilité est une mesure de la satisfaction  associée à 
l'obtention d'un bien. La notion d' utilité peut être considérée comme une manière 

de résumer un ensemble de préférences dont les économistes ne cherchent pas a 
priori  à pénétrer le sens (cf. Mucherie, 2008 4). On obtient lôesp®rance dôutilit® 

grâce à cette formule  :  

                                                 

4 Source  : http://www.melchior.fr/Homo -Oeconomicus.3956.0.html  
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   n                                                                                                                                                                                                    

EU(X) =p 1.u(x 1) + é + pn.u(x n) = × pi.u(x i)  
                                                                                                                  i=1  

En économie, on considère que les motivations de l'homme dans ses décisions 
sont essentiellement de nature hédoniste et utilitariste. En effet, l'homme est 
considéré comme éta nt rationnel  : s'il participe à la vie économique, c'est pour 

maximiser son bien -être et il gère les ressources dont il dispose pour maximiser 
son utilité globale.  

 
La fonction d'utilité espérée permet d'intégrer les différences d'attitudes face au 
risque.  Elle permet de traduire l'aversion pour le risque exprimée par certains 

individus et le goût du risque exprimé par d'autres individus. Ce type de 
différences interindividuelles s'avère important dans le cadre de ce travail. Nous 

proposerons donc à présent  un exemple, pour illustrer le fait que ces deux 
critères d'évaluation du risque ( l'espérance mathématique et l'utilité espérée) 
peuvent mener à des choix différents.  

 
Admettons qu'un individu soit invit® ¨ jouer ¨ lôune ou lôautre des loteries 

suivantes :  
 

1) la loterie 1 qui associe un gain de 5000 à la probabilité 0,2 et un gain de 0 à 
la probabilité 0,8 ;  
2) la loterie 2 qui associe un gain de 4000 à la probabilité 0,3 et un gain de 0 à 

la probabilité 0,7.  
 

Les espérances de gain associées à ces loteries sont respectivement de 1000 et 
de 1200. Quant aux espérances d'utilité associées à ces loteries, elles sont 
données par les produits : 0,2u(5000) et 0,3u(4000).  

 
Bien qu'il soit logique de considérer que u(5000) est supérieure à u(4000), 

certains individus vont raisonner en termes dôesp®rance de gain et choisr la 
loterie 2, ce qui maximise l'espérance de gain.  
 

Par contre, d'autres individus, raisonnant en termes dôesp®rance dôutilit®, vont 
considérer que u(5000) est tellement supérieure à u(4000) qu'ils choisiront la 

loterie 1.  
 
Á partir des années 70, les psychologues Kahneman et Tversky (1982) ont 

montré, grâce à de nombreuses expériences, qu'une majorité des sujets 
interrogés prenaient des décisions non conformes aux axiomes de la théorie de 

l'u tilité espérée . Ils ont même proposé un modèle alternatif du choix en situation 
risquée, qui prend en compte les résultats qu'ils ont observés. Les économistes 
continuent toutefois d'utiliser la théorie de l'utilité espérée, même si elle ne 

représente pas bien les préférences réelles des individus, car les nouvelles 
théories de la décision, qui sont compatibles avec les observations des 

psychologues , s'avèrent beaucoup plus complexes à utiliser.  
 
Enfin, dans un ouvrage où il propose une revue de travaux aut our du cerveau et 

de la prise de d®cision, Berthoz (2003) souligne les limites de lôensemble de ces 
théories de la décision.  
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2.2 Cerveau et décision  

 
Berthoz (2003) rappelle que les décisions sont souvent prises autrement qu'en 
fonction de l'intérêt per sonnel . D'autres valeurs importantes peuvent intervenir  

comme  : les idées politiques ou religieuses, le sacrifice pour ses enfants, la 
compassion, la confiance etc. Ainsi, la décision n'est pas seulement le calcul 

d'une utilité, un pari sur une probabilité . Dôapr¯s lui : «  Pour prendre une 
d®cision, (é) il faut aussi d®lib®rer, changer de point de vue, modifier 
mentalement les relations entre les éléments associés, simuler différentes 

réalités possibles. Il faut donc être capable d'une certaine flexibilité . » (Berthoz, 
2003, p. 257).  

 
En psychologie cognitive , Clément (2009) a étudié l'expression de la flexibilité 
dans la résolution de problème. Elle rappelle que la flexibilité n'est pas un 

processus unitaire. Il s'agit plutôt d'un ensemble de composantes di verses telles 
que : la production d'une variété d'idées, la conception d'un ensemble de 

réponses alternatives, la modification de plan afin d'atteindre un but en fonction 
de changements environnementaux etc. Elle jouerait donc un rôle primordial 

dans les a pprentissages  et l'adaptation à des situations nouvelles.  
 
Ainsi, les critiques des théories de la décision , émises notamment en 

neurosciences, nous ont amenée à nous intéresser à la capacité des élèves à 
simuler différentes possibilités.  

 
 

3. Problématique  
 
Des travaux en didactique des mathématiques , notamment ceux de Maury, ont 

montré la difficulté des élèves à envisager la variété des possibles , face à des 
situations probabilistes. Cependant, ces travaux (cf. Maury, 1987  ; Maury et 

Caillot, 2003) ont également montré que certains  élèves étaient capables 
d'envisager plusieurs réponses  et d'adapter leur réponse aux attentes supposées 
de l'institut ion dans laquelle ils se trouvent . 

 
Dans les problèmes de mathématiques  usuels , on attend des élèves qu'ils 

fournissent la réponse à laquelle conduit l'analyse mathématique de la situation. 
En fait, ce sont à la fois  les problèmes proposés et le contrat di dactique qui 
conduisent l'élève à ne rendre public qu'un certain type de réponses.  

 
Nous avons donc voulu tester la pertinence de deux situations conçues pour 

permettre que des d®cisions diff®rentes soient prises, selon que lôon mobilise un 
critère de déci sion ou un autre (ces critères pouvant être objectifs, ou 
subjectifs).  

 
La première tâche  est dérivée du jeu du 421, un jeu de hasard et de stratégie 

qui se joue avec trois dés . Dans  ce jeu,  plusieurs combinaisons rapportent des 
points, et la combinaison 4 21 est celle qui rapporte le plus de points. La seconde 
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t©che est une t©che de pr®f®rence entre deux r¯gles dôun autre jeu, pour 

lôattribution dôargent de poche, dans laquelle le hasard intervient ®galement. 
 

Même si les deux tâches proposées sont très dif férentes, elles se rejoignent sur 
les points suivants  :  
-  une analyse mathématique des données peut fonder la décision  ;  

-  dôautres crit¯res (plus subjectifs) sont susceptibles dôintervenir. 
 

 

4. Travail expérimental  
 
Avec la tâche dérivée du 421, l'objec tif est d'étudier l'évolution des choix 
dô®l¯ves lors de jeux successifs et la mani¯re dont ils justifient les choix 

effectués, en dehors de la phase de jeu. Dans cette tâche, le critère de 
maximisation de l'espérance de gain est le seul qui permette de pr endre en 

compte toutes les données «  mathématiques  » du problème. En revanche, il 
n'est pas le seul susceptible d'intervenir au moment de la prise de décision.  
 

Avec la seconde tâche, l'objectif est de mettre en évidence l'influence d'un 
ensemble de variab les, parmi lesquelles la valeur de l'espérance de gain, sur les 

choix et les justifications des élèves.  
 
Plus pr®cis®ment, lôobjectif ®tait de distinguer les r®ponses dô®l¯ves : 

 
-  qui semblent s'appuyer uniquement sur une analyse mathématique de la 

situation ;  
-  qui s'appuient seulement sur d'autres critères ;  
-  qui s'appuient sur une analyse de la situation, et qu'un autre critère, plus 

subjectif, vient renforcer ;  
-  qui envisagent plusieurs décisions possibles selon des critères de décision 

différ ents.  
 

Ce dernier type de réponses traduirait une certaine flexibilité cognitive. Il est 
donc particulièrement intéressant dans le cadre de cette recherche.  
 

 
4.1. 1 ère  contribution expérimentale  

 
La première tâche  a donné lieu à un recueil de données aupr ¯s dô®l¯ves de 
Premi¯re et de Terminale (qui nôavaient jamais jou® au 421) et ¨ la mise en 

îuvre d'analyses de protocoles individuels. Une 1ère  phase de jeu  avait lieu, puis 
un entretien individuel était organisé. Cet entretien permettait :  

 
-  d'obtenir d es explications des ®l¯ves relativement ¨ leurs choix ¨ lôoccasion de 

la partie écoulée ;  

-  de les confronter à des situations de jeu hypothétiques, afin d'obtenir des 
indications relatives à leur prise de décision.  
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Enfin, une 2ème  phase de jeu  avait lie u. Notre objectif était alors de voir si les 

choix des élèves évoluaient entre la 1 ère  et la 2 ème  phase de jeu, notamment du 
fait de la réflexion permise par la phase d'entretien.  

 
C'est ensuite la confrontation des données recueillies à  l'occasion de tout es les 
étapes de l'expérimentation qui nous a permis d'analyser les protocoles 

individuels, 18 au total.  
 

 
4.2. 2 ème  contribution expérimentale  
 

La seconde tâche est une tâche de préférence entre deux règles pour l'attribution 
d'argent de poche, dans laquelle le hasard intervient également.  

 
Elle a été dispensée à une population expérimentale étendue  à des collégiens et 
des étudiants, en plus des lycéens. Les 600 élèves ont été interrogés par écrit, 

l'accent étant mis sur l'importance de bien justifier  la réponse proposée.  
 

La population expérimentale a été répartie en 6 groupes, chaque groupe ayant 
testé une des 6 modalités de matériel expérimental. Quelles que so ient les 

modalités , les élèves étaient invités à indiquer leur préférence entre deux règles 
de jeu permettant d'obtenir de l'argent de poche pour les 100 semaines à venir .  
En revanche, selon les modalités :  

 
-  il y avait, ou non, multiplicité des tirages 5 ;  

-  la temporalité pouvait jouer 6 ;  
-  les espérances de gain associées aux deux règles pouvaient être, ou non, 

équivalentes.  

 
 

5. Principaux résultats  
 

Pour commencer, ces deux expérimentations permettent effectivement 
d'observer la capacité de  certains él èves à envisager des décisions différentes, 
fondées sur des critères distincts. Plus précisément, et toujours dans les deux 

expérimentations , ils envisagent des décisions différentes  :  
 

-  selon les circonstances  entourant la prise de décision 7 ;  

                                                 

5
 Certaines modalit®s opposaient le fait dôobtenir un gain global en un tirage ¨ un gain 

cumulé au cours de 100 tirages.  

6
 Les tirages pouvaient être immédiats ou échelonnés sur 100 semaines.  

7 Par exemple, ¨ lôoccasion de la 2¯me exp®rimentation, un ®l¯ve ®crit : 

« (é) je pense que je choisirai en fonction de mes besoins au moment du choix : la règle 

1 si jôai besoin dôune rentr®e cons®quente et rapide ; la r¯gle 2 si je nôai pas de besoin 

immédiat   et que je veux une somme plus sûre avec un bonus plus régulier mais moins 

important pour faire face aux problèmes futurs.  » 

De m°me, ¨ lôoccasion de la 1ère expérimentation , deux élèves, durant la phase 

d'entretien, évoquent le fait qu'ils ne joueraient pas de la même façon, selon l'écart de 

points avec leur adversaire.  
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-  selon la personnalité  de l'individu concerné 8. 

 
Pour ce qui est de l'influence des variables introduites dans la 2 ème  

expérimentation,  on observe que,  dès que c'est possible,  la majorité des élèves 
fondent leur décision :  
 

-  soit sur une analyse partielle de la situation  ;  
-  soit sur des critères subjectifs . 

 
Au niveau de la population expérimentale testée , il semblerait que le niveau 
d'études ait un effet sur la justification des réponses par une analyse 

mathématique poussée. Ce type de justifica tion est en effet, dans le cas de trois 
modalités, surreprésenté pour les niveaux les plus élevés. Toutefois, étant donné 

qu'il n'y a pas eu d'échantillonnage, il est impossible de procéder à une 
généralisation.  
 

Pour ce qui est de l'évolution des choix de s élèves lors des différentes phases de 
cette 1 ère  expérimentation, on relève :  

 
-  l'expression d'une certaine flexibilité spontanée chez la majorité des élèves 

(c'est -à-dire que leurs choix s'avèrent, d'entrée de jeu ou assez rapidement, 
conformes à des c hoix dictés par le critère de maximisation de l'espérance de 
gain) ;  

-  l'expression d'une flexibilit® r®active, chez dôautres ®l¯ves, suite ¨ l'entretien.  
 

Ainsi, cette expérimentation a permis de repérer l'expression de différents 
niveaux de flexibilité cognitive.  
 

 

6. Conclusion  
 
Notre objectif ®tait dô®tudier les choix et les justifications d'®l¯ves dans deux 

situations expérimentales mettant en scène le hasard.  Le but était notamment 
de voir si ces situations favorisaient l'expression de la  capacité des élèves à 
envisager les différentes décisions possibles.  Or, cette capacité a bien été 

relevée, chez une minorité d'élèves seulement, mais dans les deux 
expérimentations .  

 
De nouvelles recherches pourraient  prolonger  ce travail. Des  séquences 
d'enseignement  autour de situations du type de celles qui ont été proposées 

                                                 

8 Par exemple, dans le cas de la 2ème expérimentation, un élève écrit :  

« (é) si je suis joueur, je prends la r¯gle nÁ1 car côest la seule qui môoffre le montant le 

plus élevé. Si je suis prudent, je prends la règle n°2 car je gagnerais plus [que le 

minimum de la règle 1] de manière quasi sûre.  » 

De même, dans le cas de la 1ère expéri mentation , on a pu relever ce type de réponses 

lors de la situation d'entretien, lorsque les élèves ont à arbitrer entre un choix rapportant 

à coup sûr quelques points et un choix pouvant rapporter beaucoup plus, avec probabilité 

plus faible. On peut noter  ici l'importance de prendre en compte l'utilité que l'élève 

attribue à certaines conséquences .  
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dans le cadre de cette recherche pourraient, par exemple, être organisées. Après 

des phases de jeu, ou de résolution de problèmes par écrit, les différents choix et 
justifications dégagées par les élèves pourraient être mis en commun et discutés. 

Des critères de décisions distincts pourraient alors être mis au jour, ainsi que 
leurs influences respectives sur les différentes décisions envisageables.  
Ensuite,  l'impact  de ces séquences  sur la capacité des élèves à envisager les 

différentes décisions possibles, selon les critères retenus, pourrait être étudié 
lors de la soumission de nouveaux problèmes aux élèves, et éventuellement lors 

d'entretiens individuels.  
 
Même s'il n'est présenté  ici que dans les grandes lignes, un tel travail devrait 

permettre une meilleure connaissance des rapports  que les élèves entretiennent 
avec les notions de décision, de préférences et de probabilités.  
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Abstract  

Changes to education in Australia have seen new government legislation increasing 

educational pathways so students can more easily enter university, the ai m  being to 

increase participation. Now many domestic students utilize various pathways to access 

university. Some have undertaken basic Further Education Diplomas, received subject 

credits, by passed traditional language requirements and introductory unit s and moved 

directly into a second year of university. However given the difference in pedagogy 

between VET and universities, many of the students taking advantage of the new 

pathways are in fact significantly disadvantaged and due to their various points of entry 

into university they are not easily identifiable. They have become the óhidden 

disadvantagedô. This paper provides a case study where two Language and Academic 

skills advisors at LaTrobe University (Melbourne), have developed a model of support 

wh ich has proved useful in identifying these students and giving them greater access to 

success.  

Keywords: Access and equity  ï disadvantage  ï academic support  ï policy  ï cross 

sector linkages  

 
 

 

1.  Introduction  
 
The encouragement of vertical movement of students from Australiaôs Vocational 

and Educational Training (VET) sector to Higher Education (HE) has been st eadily 
gaining momentum over the past decade. Governments are using the new cross -
sector linkages and movements to support the case that they are ensuring 

óaccess to successô for all Australians and seen to be achieving its social aims of 
creating a óStronger and fairer countryò (Department of Education, Employment 

and Workplace Relations 2009:5). Certainly such linkages in systems encourage 
greater participation of students in higher education as students who did not 
succeed through the traditional Secondary School to university transition could 

now g ain access via the VET system. However it cannot be said that such 
movement is ósystematicô and/or, óseamlessô or that these students are not 

disadvantaged. Once accepted these students face a more difficult transition 
than many others. This must cause con cern as Governments cannot defend 

policy which they cannot fully and effectively measure. Nor is it enough to 
research systems per se and dismiss the impact such systems have on 
individuals. Nevertheless encouraging cross -sector linkages continues despite the 

fact that research into such movements is so limited (Harris 2009:66; Cameron 
2004; PhillipsKPA 2006 and Golding et al., 1996).  

 

mailto:brunken@latrobe.edu.au
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Having worked in both VET and higher education sectors, the authors have been 

in able to note the lack of alignment betwee n reality and rhetoric. In fact, 
students who move from TAFE to Higher Education can be more seriously 

disadvantaged than any other group. Firstly, compared to other groups who fall 
into the traditional categories of ñdisadvantagedò (i.e., indigenous, disabilities, 
low socio -economic status and/or international students entering in first year) 

these ñTAFE transfersò are extremely difficult to identify. In fact, we believe they 
are often so difficult to identify that we have classified them as the ñhidden 

disadvantagedò.  
 
The aim of this paper is to highlight support issues faced by students moving 

between these sectors (for the purposes of this paper this refers to students 
transferring from TAFE to University). It also aims to show how an integrated 

suppor t model can ensure these students are no longer óhiddenô or 
ódisadvantagedô. This model is not to be seen as a panacea for all universities nor 
can it be adapted in all settings.  However there is the hope that demonstrates 

how óharmonised planning, advice about needs and co -ordination of deliveryò 
(Bradley et al., 2008:181) can actually be adapted to ensure equitable support 

for óTAFE transfersô. In so doing, we hope to move one step further to ensuring 
óaccess to successô.  

 
 

2. Literature Review  
 
To say tertiary institutions in Australia have undergone great change over the 

last decade has now become quite a cliché. Nevertheless the government 
continues to move to create an even stronger demand driven system (Golding, 
Marginson & Pascoe, 1996; Jame s 2007; Stevens, et al., 2006 and PhillipsKPA 

2006). The óBradley Reviewô of Australiaôs Higher Education (Bradley et al., 2008) 
notes the success of Australiaôs use of a strong quality assurance framework as a 

response to international competition.  Howev er the review also  notes that 
whilst the approach ñ has served us wellò (2008:115) there is still much that the 

government needs to do if it is to produce a system in which ñThe Australian 
community has confidenceò (2008:115) and which creates a ñstronger and fairer 
Australiaò (DEEWR 2009:5). Nevertheless recent research reflects a government 

which is still struggling to balance the economic focus of its current tertiary 
education policies with the principles of access and equity.  

 
The Centre for the Stud y of Higher Education (2008:2) commissioned to  óReview 
the participation in higher education of people from low socio -economic status 

(SES) backgrounds and Indigenous peopleô found:  ñstudents from low SES 
backgrounds are about one third as likely as peop le from high SES backgrounds 

to participate in higher educationò. As such, The Bradley Review, (2008) stressed 
the need for renewed vigor on the part of the government and all sectors of  the 
tertiary education sector to review their efforts to increase pa rticipation of 

disadvantaged students. The governmentôs response, has been to embark on its 
ñEducation Revolutionò (OôConnor 2008).  This órevolutionô sees the government 

making an ñunprecedented investment in our universities and tertiary education 
system  to drive comprehensive reform across post -compulsory education and 
training sectorsò (DEEWR 2009:5).  
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One significant area in which the Bradley Review (2008) proposed improvements 
which could assist in the achievement of such vision was in relation to ócross -

sector qualifications linkagesô. This is where the universities and VET and/or 
other educational sectors including schools, private universities and private 
providers strengthen their connections by developing a strong, systematic 

framework of qualifi cations so that there is no ambiguity about the value of each 
course. This was to be combined with streamlined systems so that student 

movement between the sectors was óseamlessô.  
 
For many, Australia is seen to be leading the way in the area of cross sec tor 

linkages with five dual sector institutes where students can enter as TAFE 
students and remain in the same institute, undertake university degrees and exit 

with an undergraduate/post -graduate degree. However, the Bradley Review of 
Australiaôs Higher Education System(2008) and PhillipsKPA (2006) show that 
much work needs to be done if student movement between the two sectors is to 

be óseamlessô. Given  the Organization for Economic Co-operation and 
Developmentôs description of Australiaôs VET sector as ñbewilderingly variable 

and complexò (in Bradley et al., 2008:182) and Bradleyôs own description of how 
ñcomplex and fragmentedò the higher education sector in Australia is,  there is 

no doubt the task will be a challenging one. Moodie states:  
 
we in Austra lia recognize the distinctions between vocational and higher 

education, and these distinctions are longstanding, certainly over a century old é 
and also seem deeply embedded in the economy and society. (Moodie, 2008:2)  

 
It is clear that at present, the hig her education/VET relationship is still an 
unequal one (Bradley et al., 2008 and Abela 2002) with TAFE being seen as the 

poor cousin. So whilst there are revolutionary moves to change it, the new 
government policies which strengthened ties between funding and participation 

rates smack of bullying institutions into acceptance. Governmentôs desperation is 
seen in the fact that the new funding stream to ñensure universities meet agreed 
attainment, participation, engagement and quality targetsò (DEEWR 2009) occurs 

as of 2010 for universities and 2013 for the VET sector.  The rush for change 
which this has created within Australian universities seems to directly contradict 

Bradley et al., (2008) call for óharmonised planningò. These are not new 
problems, but they  do reflect a government struggling to keep up with the 
juggernaut which is Australiaôs tertiary system. Unfortunately it seems that 

whilst research into students taking up these paths continues to be so limited, 
accurate assessment of the policies remain questionable. Furthermore the limited 

research is creating significant misconceptions about the effectiveness of cross -
sector linkages.  
 

Yes, the policies do allow for óaccess to successô. As one student stated: ñthey 
(students) would never have made the journey to university without having 

attempted and succeeded at TAFEò (in Cameron 2004: 8). This neglects the fact 
that even if the access has occurred, for many, the move may not necessarily 
have ensured students were treated equally. So whether access th en allows for 

an equitable learning experience is doubtful.  
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It seems logical to believe that many students must be finding the move 

extremely difficult as such complex, diverse systems are certainly not easy to 
negotiate. Success being dependent not on go od systems but studentsô own 

personal skills. As Harris (2009:84) noted, ñthe wherewithal of the individual is 
critical as to whether these opportunities are taken up and effectively utilizedò. 
Many of these students will be ófirst generation university entrantsô i.e. first in 

the family to attend university (Horwedel 2008). LaTrobe Universityôs óFirst Year 
Experienceô showed that of the 900 students who responded to a survey, 39.2% 

were the ófirst in family to attend universityô (Bexley 2008:7). Clearly, they may 
lack the support afforded to other students whose parents have previously 
negotiated these complex systems.  

 
Even if the new recommendations and Education revolution make entry to 

university easier and create increased participation, it will take a great 
commitment to resource the support services needed to identify and assist 
students as they move between the two sectors. Unfortunately such identification 

is most difficult for a number of reasons. As the students originate from such a 
wide range o f backgrounds (both socially and academically) they do not present 

as one, easily identifiable, homogenous group as do many of the other 
ódisadvantagedô groups. One of the most significant disadvantages of this 

situation is that their voices are not heard.  Furthermore, as so little has been 
written about them and the difficulties they face, awareness of their issues is 
extremely limited. Worse still, there is research which states that these TAFE 

transfers perform as well, if not better, than others who hav e not articulated, 
received credit transfers or recognition of prior learning (PhillipsKPA 2006; Lewis 

in Burns 1994). One must be cautious about such conclusions as many of the 
studies like those reported on (Lewis in Burns 1994), are not only dated, but also 
based on students who move into competency based areas of study like 

Accounting and Commerce where concepts taught at University had clearly been 
part of their TAFE courses (Dickson 2004). Furthermore, far too many of the 

measures of success centre ar ound óretention ratesô and/or ópass ratesô which 
pay scant, if any attention to studentsô actual learning experience per se. More 
recent research (Dickson 2004) found a marked difference in the experience of 

TAFE transfers and others who had taken more tra ditional pathways into 
university. Dickson (2004:3) states, ñThe former TAFE students encountered 

adjustment issues not in first year units like most beginning students but in 
difficult second year and in some third year units.ò  
 

This is intensified by th e fact that the cross -sector transfer agreements in 
relation to these TAFE transfers  actually allows for students to by -pass first 

year, introductory subjects and sometimes even some second year ones 
(Veljanovski, Murphy and Bak 2009). More difficulties o ccur due to inherent 
differences between both sectors:  

 
ñTraditionally higher education [which] has concentrated on delivering longer 

study programs with a strong element of general education and adaptable skills 
largely for professional occupations, where as VET has focused on outcomes in 
trades and paraprofessional occupationsò (Bradley et al., 2008:180). 
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Secondly, most people believe such movement is ósystematic and 

straightforwardô. Credit is given for the TAFE subjects and the student moves 
straight in to their university course. This is a gross misconception. Credit  

ñinvolves granting students some level of exemption, status or advanced 
standing in the course they are entering, in recognition of relevant prior studies 
and/or work experience and/or life  experienceò (PhillipsKPA 2006a:9). However 

there are even further, more complexities.  For example ócreditô can be óblockô, 
óspecifiedô or óunspecifiedô; given with óconditionsô; for óarticulationô, or 

óRecognition of Prior Learningô: it can be óstructuredô,  óindividualô or 
óunstructuredô (PhillipsKPA;2006a:7-8). Students can also be part - time or full -
time (Burns 1994). They may also be International or domestic. For many 

institutes, the amount of credit given is individually negotiated (Cameron 2004). 
Credit can also differ between states and within states (Bradley et al., 2008).  

Even further, students may have received credits for their original TAFE study 
and once completing a Diploma etc. apply for more. Clearly such complexity 
makes it difficult, if not impossible, to clearly categorize these students and 

administrative systems clearly flounder under the weight of such diversity 
(Chapman, et al., 2001).  So TAFE transfers remain more ódiverseô than almost 

any other student group. They also, remain óhiddenô and as a result 
ódisadvantagedô. 

 
 

3. Background to study  
 
It was in this context that two Language and Academic Skills (LAS) advisors from 

the School of Management (La Trobe University, Melbourne) found themselves in 
2005. Natural concerns were validated as they found increasing numbers of TAFE 
transfers presenting for support.  To anyone who worked within both sectors, it 

was clear that whilst study at TAFE was not in itself a predictor of failure, it 
certainly did mean stu dents were placed under greater pressure in negotiating 

and upon entry to university. It was a questionable policy which believed that 
movement from TAFE to Higher Education could occur without significant 

problems.  
 
By 2005 numbers of TAFE transfers rece iving Advanced standing in the Bachelor 

of Business (Sport and Leisure Management), Bachelor of Business (Tourism 
Management) and Bachelor of Business (Tourism and Hospitality Management), 

had notably increased. However it was the large numbers of TAFE tra nsfers who 
were also International students, which began to draw enough attention to 
mobilize management to allocate a limited amount of increased resources for 

support staff to deal with the issue. Unfortunately such support was based on a 
ódeficit modelô (i.e. the student not the system is deficient). Despite this, LAS 

advisors were trying to move management and academics from the centralized 
(Ramburuth 1999; Stevenson & Kokkin 2007)  ódeficit modelô where support was 
seen as ñremedial and exclusive to a few é towards inclusive approaches, 

learning development and a more skills -sensitive curriculum as desirable for all 
studentsò (Cottrell, 2001: 40).  

 
The paper uses the case study of the courses outlined above to demonstrate 
their approach to delivering s upport. It was quite clear that if anyone is to cope 
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with such large numbers of TAFE transfers, there is a need for effectively 

planned, targeted, systematic, systemic support which past research has shown 
to be effective, efficient, accessible and equitab le (Brunken & Delly 2009).   

 
 

4. Planning  
 
By 2005, the School of Sport, Tourism and Hospitality Management (now School 

of Management) had approximately 300 students of which an estimated one 
third of the cohort came from TAFE (Brunken & Delly 2009).  

 
The  two LAS advisors formulated a clear proposal encompassing team -based 
teaching and embedding of Language and Academic Skills (LAS) which saw LAS 

advisors embedded as subject tutors in a core second year subject (referred to in 
this paper as TLA).  Allan and  Clarke (2007 p. 67) suggest that there is a 

continuum of embedding which ranges from ña reductionist-oriented pole, where 
study skills are taught in free standing modules, to an embedded -oriented pole 
where learning is fully integrated, supported and full y permeates a program of 

studyò. It was the latter approach that was adopted where the LAS advisors 
would teach academic skills not as ñdiscrete entitiesò. Instead they would be 

ñdeveloped over time as part of a broader process of personal, academic and 
professional developmentò (Cottrell 2001:45). The proposal was presented to the 
Head of School who then presented it to a School meeting. All of them supported 

this strategic approach, as did the lecturer/co -ordinator of TLA (Brunken & Delly 
2009).  

 
A numbe r of initiatives were also devised to not only identify the TAFE transfers 
and whether they were in their first semester at university but also to identify 

those who were also most óat-riskô due to low levels of generic skills. Various 
approaches to suppor ting these students were then developed.  

 
Whilst this may seem a straightforward process, it required many months and 

much negotiation and liaison so that the final, co -ordinated support model could 
be developed.  
 

 
4.1 Needs  

 
A number of needs were identif ied in this process including those of the major 
stakeholders which included the University, the School, the academics and the 

students.  
 

 
4.1.1 University and the School  
 

In the planning stages, it was decided that the main needs of the University and 
the School were that student retention levels were either maintained (at worst) 

or increased. As well as this, student support had to be both óaccessible and 
equitableô. Furthermore graduate outcomes had to be addressed.  
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4.1.2 Academics  
 

As with other institutions, many academics at La Trobe were concerned with a 
perceived decline in the skills of students. Unfortunately many were ill prepared 
for the sudden changes in their roles (James 2007) and ill informed about the 

wide diversity of their new student cohort. This was compounded by the fact that 
many academics lacked formal teacher training (Levander & Repo -Kaarento 

2004).  
 
 

4.1.3 Students  
 

All students, whether domestic or International, must acculturate to a new 
environment when they enter university (Clarke 2000).  Also, many come to 
university with few networks and/ or little understanding of the demands of the 

academic world. Even domestic students have limited knowle dge of the 
university culture. This is compounded at La Trobe where a great number of 

students are first generation university students (Bexley 2008). Nevertheless as 
with most other universities, there is little time for students to acculturate as 

they fi nd themselves lumbered with a number of work requirements having to be 
completed within the first few weeks of commencement (Dickson 2004). So, they 
are expected to move directly from TAFE into academia with little preparation. 

Academics make the same assu mptions as government and assume the 
studentsô TAFE study prepares them for university. Consequently the TAFE 

transfers are particularly disadvantaged. In fact, as Cottrell (2001:36) notes, ñIf 
the university course does not match the way that the feeder c ourses teach and 
assess, then students are often in the dark about how to studyò. They need time 

and information to facilitate their acculturation and our approach would go some 
way to supporting that, in particular so they could develop their academic ski lls 

(ie. Critical thinking; referencing; essay/report writing; oral presentation skills; 
etc).  
 

 

5. Co - ordinated delivery  
 
While the major component of the proposed model was the LAS Advisors 

teaching the content of a core subject, it was nevertheless part  of a much 
broader, co -ordinated approach which is both ñmulti-faceted and integratedò 
(Cottrell, 2001:43).  

 
 

5.1 Orientation  
 
While there was already a School -based orientation at the start of Semester One, 

the new model introduced another at the start of  Semester Two. Both  
Orientations were designed to ensure all students had equitable orientations and 

acculturation opportunities no matter when they entered the School of 
Management.  The mid -year Orientation was particularly important for those 
TAFE tran sfers who had been given significant amounts of credits. As a 
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consequence of receiving credits etc they would be enrolling in second or 

sometimes third year subjects despite it being their first semester at university, 
which is when Dickson (2004) suggests  they will have difficulties. Entering at 

mid -year also meant they by -passed introductory subjects which were designed 
to provide the theoretical framework for future study. The First Year also 
provided the time to acculturate. As such it makes the transit ion to university 

easier. TAFE transfers receiving credit therefore missed this and the valuable 
opportunities to develop support networks.  The importance of an integrated 

transition program in retention of students is now a priority in many universities 
(Tinto, 2006). Furthermore, these students ñwere never part of an identifiable 
first -year ócohortô (Watson, 2006). Milne, Glaisher and Keating (2006) suggest 

that óskippingô first year actually exacerbates their difficulties adjusting to 
academic environme nt. Thus the mid -year Orientation was a vital part of 

identifying them as a group and establishing a support program for them. It also 
allowed the LAS advisors to present information specifically targeted to suit the 
TAFE student needs that they would not get anywhere else, such as how their 

university studies would differ from their TAFE studies.  
 

 Also, as the LAS advisors were to teach most of these students in TLA, the 
Orientation provided the opportunity to identify those who might be at particular 

órisk due to low levels of skillsô. As a proactive measure, all TAFE transfers were 
identified thr ough academic records and invited to enrol in tutorials in which LAS 
Advisors were embedded. These tutorials also had smaller numbers so that 

students could receive extra support during their transition. Except for those with 
timetable clashes, all student s accepted the invitation (Brunken, et al., 2009). To 

stay true to the principles of equity, continuing students were also encouraged to 
join the smaller classes if they needed extra support.  
 

 
5.2 Team - based teaching in TLA  

 
Team based structures are a pr oven way of organising businesses today. 
Working in teams where a range of staff with varying skills come together is 

commonplace in many larger organizations (Bartol, et al., 2003). This and other 
concepts which meant working within business frameworks in  an education 

context, with an emphasis on the need for greater accountability, improved 
effectiveness,  efficiencies, organisational restructures, diversity and a focus on 
quality, public relations and marketing were concepts the ñteamò had brought 

with t hem to the delivery of support (Brunken & Delly 2009).  
 

 
5.3 Assessment  
 

Assessment tasks were also reviewed and a ójust in time interventionô (Wilson & 
Lizzio, 2008), in the form of a short written essay (300 words) was introduced 

and was to be submitted in Week 3. The purpose of this was to identify students 
who were óat riskô. The assessment was only worth 10% of their whole grade so 
that failure in this piece did not mean they would fail the subject. While it did 

cause a great deal of angst for the stud ents the tutors made it very clear to them 
that this was a formative piece of assessment that would be used for early 
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identification of those óat riskô but it also enabled tutors to establish which 

academic skills needed to be introduced or revised. It was  also useful for the 
continuing students as ógapsô in their skills were exposed. Students who were 

identified as being at particularly high risk (i.e. those who had received four or 
lower out of a grade of 10) were contacted by their tutors and encouraged to 
discuss their learning issues with a LAS advisor. Following from this óearly 

interventionô, the tutors were then able to develop a ójust in time scaffoldingô 
(Wilson & Lizzio 2008) of academic skills that were taught concurrently 

throughout the semester , based on the needs of the students in the various 
tutorials rather than to a small minority who sought remedial assistance. The TLA 
tutors were also able to show students how such skills could be transferable to 

other subjects. Consequently, all of these  factors alleviated the pressure on other 
staff in providing basic academic skills for students in need.  

 
 
5.4 Communication  

 
An important factor that enabled this model to be so successful was the regular 

communications between tutors and lecturer/co -ordi nator. The three subject 
tutors met on a weekly basis (and communicated via email in between) and 

meetings with the lecturer occurred prior to assessments being due, often whilst 
they were being marked and following the marking process to moderate the 
pape rs. This ensured consistency in the expectations of the lecturer and the 

tutors regarding the assessment task and consistency in the grading process 
(Brunken et al., 2006). The students were made aware of these meetings and 

processes all of which meant tha t no student was disadvantaged by the tutor 
they had.  
 

Further to this, the weekly tutorsô meetings allowed for the discussion of 
students who might be facing particular difficulties. At times this led to re -

locating students to a tutorial that might bette r meet their needs, meetings with 
a LAS advisor and/or referral to other departments in the university for further 
support. The meetings were also an opportunity for tutors to share teaching 

ideas and to discuss and plan subsequent classes. This was vital because as the 
move to increase participation levels in universities continues, academics are 

faced with different kinds of learners ñwho need different approaches to those 
that could be survived é in the pastò (Cottrell, 2001:38). The TLA team meetings 
allowed us to share and develop approaches to meet the needs of all students.  

 
 

6. Conclusion  
 

The result has been improved quality in the delivery of the subject for a number 
of reasons. Firstly, the team -based teaching approach which taught academic 
skills  incidentally within the subject ensured access and equity of student 

support. Team meetings of all relevant staff guaranteed a more consistent 
approach and a greater consistency in the material being presented. The use of 

an integrated approach that inclu ded a mid -year Orientation that facilitated the 
early identification of TAFE transfers, enabled the teaching team to address their 
specific needs.  
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Abstract  

This article analyze the costs of Higher Education (HE) of the Portuguese students ï 

educational costs and living costs ï concerning the several parameters relevant to the 

characterization of the typology of the student costs: type of education and institution,  

student situation regarding usual residence and regional location of the HE institution.  In 

order to be analyzed in the international context, the educational and living costs of the 

Portuguese students will be compared to the Portuguese GDP per capita an d the results 

obtained included in the Global HE Rankings study (the study Global HE Rankings, 

Affordability in Comparative Perspective; 15 countries). In Portugal, educational costs 

represent 11% of the GDP per capita, living costs 17% of the GDP per capi ta and total 

costs 28% of the GDP per capita.  

Key - words:  funding  -  cost -sharing  -  HE costs  -  financing support  -  HE accessibility and 

affordability  

 
 
 

1. Introduction  
 

The research questions we aim to answer to in this paper are: How are the 
educational and living costs supported by the Portuguese HE students?  and 

ñWhat is the situation of the Portuguese HE students as the affordability is 
concerned in the international context?  
 

While developing this study, we started from two basic assumptions. The first 
assumption of this study is that HE costs are shared by four groups of 

intervenient (cost -sharing) ï parents, students, taxpayers or governments and 
philanthropic institutions and patrons ï and that it is possible to find a balance in 
the sharing of costs among the parties involved. The second assumption is that 

HE accessibility and affordability (student ability to pay) in Portugal strongly 
depend on the social support policy defined and the privileged instruments to 

make that support real (grants, housing and meal subsidies and loan programs).  
The study is organized in three parts: the first part encloses  a brief description of 

Portuguese HE evolution; the second part presents an empirical study concerning 
the costs of Portuguese HE students (we it use some of the results of the survey 
applied to Portuguese HE students in the academic year 2004/2005 9). Fin ally, we 

compare these Portuguese results in the international context, using the 

                                                 
9 A questionnaire applied to a representative sample of 1040 HE students by Cerdeira L. 

(2008), during the research for the PhD dissertation.  
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methodology and data from the Global HE Rankings, Affordability in Comparative 

Perspective S urvey 10 .  
 

 

2. Recent Portuguese HE evolution  
 
Portugal experienced a massive expans ion in the last decades of the twentieth 
century regarding HE admission and participation, as it passed from a little more 

than 24000 students in 1960/1961 to round 377000 students in 2007/2008. This 
significant growth of HE accompanied the countryôs economical growth and 

development.  
 
HE network is a binary system, with universities and polytechnics institutes and 

during these last decades the private education had a strong development. The 
increasing importance of private education when compared to public  education 

regarding the number of students enrolled was striking. See Figure 1.  
 
Figure 1 ï Evolution of the number of students enrolled by type of 

institution  

 
Source: From 1960/61 to 70 /11 in A situação Social em Portugal, 1960 -1995, 
org. António Barreto  

In 1980/81, 1990/91 and 2000/2001 ï Direcção Geral do Ensino Superior ï 
DSAT; 2006/2007 ï GPEARI-OCES/DSEI  

 

                                                 
10  Usher, A. e Cerv enan, A. (2005 ). Global HE Rankings, Affordability and Accessibility in 

Comparative Perspectiv e, Toronto: EPI, Educational Policy Institute.  
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On the other hand, the meaningful growth of the public education network 

involved great pressure on the budgetary means made available to this sub 
sector, with growing demands and with a striking increase of the budget of 

universities and polytechnics. Mainly due to th e vigorous plan of construction and 
equipment of new facilities in every region of the country and which resulted in 
an investment effort from 1980 to 2006 at current prices round 1,8 billion Euroôs 

(or of 2,8 billion Euros at constant prices 2007).  
 

Given  this pressure and in the scope of cost -sharing, the several governments 
reflected upon the implementation of a policy of tuition fee application. In fact, 
Portugal followed the ñcost-sharingò policy, usually associated to a policy of 

tuition application, as it is acknowledged by Johnstone (2004), p.38), when he 
states that: ñCost-Sharing is especially thought of as the introduction of, or 

especially sharp increase in, tuition fees to cover part of the costs of instruction .ò 
The first step of this tuition f ee policy was in 1992 (Law 20/92, of August 14 th ) 
and later on in 1994 (Law 5/94, of May 14 th ), 1997 (Law 113/97, of September 

16 th ) and finally in 2003 (Law 37/2003, of August 22 nd). In this 2003 context, the 
amount paid by the students varied from an int erval of a minimum and 

maximum tuition fee (from a minimum value of 1,3 of the minimum national 
salary and a maximum value which cannot be higher than the value established 

in 1941, updated by the application of the consumer price index).  
  
On the other ha nd, the social support system to Portuguese HE students is 

comprised with a set of direct support forms (grants, lodging subsidy, 
transportation subsidy, emergency aid) as well as indirect support forms (lodging 

at social prices in halls of residence and m eals at social prices, sports, medical 
assistance and reprography). It has portrayed a relevant role in the expansion 
and accessibility of the HE system as it has aimed at decreasing the financial 

constraints of students from poorer backgrounds.  
 

In global  terms and comparing to the eligible academic population for this effect, 
the coverage rate of the grant holders has always been rising; it was only 15% in 
1998/1999 and 21% after eight years. The same tendency was registered in the 

ratio between grant hol ders and grant candidates, who changed from an 
approval rate of 67% to 76%; that is, in 2006/2007 grants were awarded to 

76% students who applied for them, as it is shown in Figure 2.  
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Figure 2 ï Number of HE grant holders versus  number of eligible 

students and candidates to study grants from 1998/1999 to 2006/2007 
ï A comparison 
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Source: DGESup ï Student Support Fund/ Student Support Fund Service Office  

 
In private education, the average value of the annual grant awarded decreas ed 

from 2 704ú in 1998/1999 to 1 858ú in 2006/2007, as the tuition fee rose from 
1 958ú to 3 023ú, which represents a decrease in the coverage of educational 

costs. Even though there has been a growth of 10% in the average grant value 
over the last two yea rs. The average value of the grant in private education only 
covers round 62% of the average tuition value charged by this sector.  

 
In public education, the average value of the grant rose from 1083ú in 

1998/1999 to 1531ú in 2006/2007. The growth from 2005/2006 to 2006/2007 is 
worth enhancing as it appears to have risen 20% in a year only (1280ú in 
2005/2006).  

 
Figure 3 shows the comparison in private and public education, as concerned 

with the average grant value and the average value of the tuition fee.  
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Figure 3 ï Average grant value and average tuition in public and private 

HE compared from 1998/1999 to 2006/2007  
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3. The education and living costs of the Portuguese  HE 
 

The HE Financing, as defended by cost -sharing theory, is share between 
government and taxpayers, on the one hand, and students and their families on 

the other hand, and the costs varied according to whether students were 
enrolled in public or private institutions, universities or polytechnics and still 
according to the localization of the HE institutions attended.  

 
In order to know the costs of Portuguese HE students, a survey 11  was applied 

from May 5 th  to June 23 rd  2005 to a significant sample of 1040 students, in which 
the population strata enclosed represented the structure of Portuguese students 
per type of education and institution: public university students; public 

polytechnic students; private university students; and private polytechnic 
students .  

 

                                                 
11  Cerdeira, L. (2008). O Financiamento do Ensino Superior Português. A Partilha de 

custos, Dissertação de Doutoramento, Universidade de Lisboa, Faculdade de Psicologia e 

Ciências da Educação.  
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Thus, and focusing the survey on the costs endured by the Portuguese students 

and their families, they  were asked to identify the expenses they had run into 
during their final academic year (2004/2005).  Expenses were grouped, 

according to Johnstoneôs classification (1986), into two main sets :  
 
 -Student living or current expenses, which included lodging, telephone and 

cellular phone, food and medical expenses (including heath insurance, medical 
appointments and dentist appointments), transportation costs and personal 

expenses (clothing, hair sty list, hygiene products, cigarettes, spirits, 
entertainment, etc.);  
 

-  Educational expenses, which included tuition fees, enrolment, other expenses 
(including insurance and examination application), books and other material, 

equipment (computers, microscopes,  etc.) and field trips, and other expenses 
not included in any other item.  

 

Portuguese HE students spend an annual average of 6 127 Euros ï 5 310 in 
public education and 8 128 Euros in private education. In other words, a student 

attending private educati on spends round 53% more than a public education 
student, which represents a quite different financial effort both for the students 

as his/ her family. See Table 1.  
 
Table 1 ï Total annual expenses of HE students, by type of education 

(average)  
Currency: E uros  

Total Costs (Educational 

and Living Costs)

Public 5310,1

Private 8127,9

Total 6127,2 
Source: Cerdeira (2008)  

 
In the scope of public HE, university students spend an annual total of   5 505 

Euros and polytechnic students spend 5 051 Euros. Within private education, the 
university average is 8 708 Euros and the polytechnic one is 7 770 Euros. The 
distribution of the overall educational expenses and of the annual current 

expenses is summarized in Table 2.  
 

 
Table 2 ï Educational expenses, annual current expenses and total 
annual expenses in Portuguese HE (average)  

Currency: Euros  
Education Costs Living Costs Total Costs

Public Universities 1207,8 4297,3 5505,1

Public Polytechnics Institutes 1040,2 4011,7 5051,8

Private Universities 3660,2 5048,1 8770,2

Private Polytechnics Institutes 3512,0 4258,2 7770,2

Total 1841,2 4286,0 6127,2 
Source: Cerdeira (2008)  
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From the comparison undergone between the data of this study (2005) and the 
one in the 1994/1995 Survey (Cabrito, 1995) on the HE costs in Portugal, we can 

conclude that between both surveys (in other words, from 1994/1995 to 
2004/ 2005) there was a nominal raise of 37% of the costs of public university 
students and 31% of the costs of private university students, with a significant 

increase of the tuition fee value in public universities (a 452% increase). See the 
Figure 5 with the structure of the costs in 1995 and 2005.  

 
Figure 5 ï Comparison of the structure between educational costs and 
living costs in 1995 and 2005  
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Source: Cabrito (2000); Cerdeira (2008)  
 

The cost value students must endure in order to attend HE undoubtedly de pends 
on their situation according to three fundamental variables: the type of education 

attended, the regional location of the HE institution and the student situation 
regarding lodging (that is, if he is living at their family home or in a house of his/ 
her own, or if he is staying at a hall of residence or rented room/ apartment).  

 
The data related to the overall student groups are also presented, by indicating 

the disaggregation among educational costs, living costs and total costs in Table 
3.  
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Table 3 ï Student group costs, by type of education, region and lodging  

 
Source: Cerdeira (2008)  
 

 
4. Comparison of the Portuguese HE student costs with the results 

of the Global HE Rankings, Affordability in Comparative 
Perspective Survey  
 
The accessibility and affordability concepts are central for the definition of the HE 

funding policies.  
 

Equity (or inequity) in HE access depends on opportunities (the offer side), on 
aspirations (the demand side) and on the eligibility process or social 
stratification. Th e opportunities youngsters may have depend mostly on financial 

resources from governments to HE. On the other hand, studentsô aspirations will 
depend on education costs, the benefits of getting a degree (or at least the 

perception that students and their f amilies have regarding such benefits) and the 
risks students may be willing to take in case they fail or do not graduate. A 
recent report of the Directorate -General for Education and Culture of the  

European  Commission  (Mora et al ., 2007, p.40) acknowledged  this opportunity 
limitation of students from poorer sectors and encouraged public policies to 

support youngsters and their households to attend and be supported at upper -
secondary education level:  
 

ñParental and school influences are extremely important determinants of 
participation at post -compulsory level. In most countries tertiary education 

requires prior qualification ï generally at upper -secondary level ï so that 
attainment in the compulsory phase of education, as much as anything which 
occurs subseq uently, is a key to tertiary participation.ò 

 
Even though both concepts are linked (accessibility and affordability), it is 

important not to confuse them because they are different, as stated by Usher 
and Steele (2006, p.3):  

 
















































































































































































































































































































































































































































































































































































































































































































































































































































