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any form of classification, two are in an “Education Action Zone” and one is in a 

“Violence Prevention Zone.” However, the schools that belong to the latter group stand 

out for their frequency of punishment, with their pupils being the most frequently 

punished, the most common type of punishment being extra assignments. These 

practices thus appear counter productive, to say the least. Moreover, they feed a sense 

of injustice among the pupils which is significantly higher in this group of schools and 

the practices seem more arbitrary to the pupils from these schools. They also contribute 

to the development of a negative relationship in the pupils the most often punished 

towards the school and towards others, and in particular towards the teachers. These 

pupils also develop the most anti-establishment behaviour and are the most frequently 

involved in violence. Such behaviour may thus appear as an attempt to re-establish 

justice which had hitherto been denied (Caillet, 2006) or at least to obtain a sense of 

recognition, even if this recognition is negative (Carra, 2001).  For Debarbieux, “One 

of the most devastating consequences of this injustice is the radicalization of hard 

cases, as it increases their resentment” (Debarbieux, 2000, 107). It is therefore crucial 

to analyse the issue of professional practice in depth in order to manage violence and 

social deviance and to study its impact. 

 

4-2 - Dealing with violence : questioning professional attitudes 

 
It is difficult to develop an analysis of the teachers’ statements with regard to the 

questions on violence and student deviancy as the remarks made in this regard are 

relatively vague. This aspect of a teacher’s work is difficult to observe, as it is a ‘dark’ 

side of the profession that teachers prefer not to speak about, at least when the answers 

mention punishment, a practice considered as “shameful” (Debarbieux, 1999). It is also 

particularly difficult to put into words in that it appears necessary and contingent, 

uncertain and over-reasoned in a context of “desecration of the school order” (Prairat, 

2002).  

 

4-2-1. “Demonstrating authority” 
 
14% of teachers feel that they have a ‘difficult’ class. In the group of schools with 

violence scores significantly above average, 21.4% of the interviewees felt this to be 

the case. Difficulties are essentially measured by the yardstick of the presence 

of “elements who disturb the class,” elements that prevent normal school activities 
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from taking place: “It’s incredible to see the extent to which a few pupils can disturb a 
whole class.” In a context marked by a loss of legitimacy provided by the status of 

teacher and the possession of knowledge, the teacher is the person who seems most 

directly involved in constructing a school order and managing relationships with the 

pupils. The negotiation process involved in establishing or re-establishing school order 

is illustrated in the following quote: “Two pupils have behavioural problems and are 

disturbing the class. You have to continually negotiate and interrupt the class to 
motivate them.” The importance given to discussion in managing violence – the term 

most often associated with punishment in the statements made – show the importance 

of this dimension in the construction of school order. Such discussions should enable 

dialogue to be re-established – “Refuse all forms of violence. Don’t adopt the same 
behaviour. Discuss and re-establish dialogue” – remind the pupils of the difference 

between good and bad based on morality and even help deviant pupils to become aware 

of their acts – ‘Talk to those concerned and get them to justify their acts in order to 
become conscious of them.”  

This greater mobilization of the stakeholders’ personal resources tends to expose them 

more directly to unstable relationships which, according to Périer (2006), are not risk-

free. Colleagues in educational teams constitute another resource, however – 79.6% of 

teachers in the sample said they had used turned to their colleagues when confronted 

with a problem. But the help drawn on in this case is essentially one of moral support: 

“Advice on attitudes to adopt. Colleagues’ support. Speaking helps to get things off 
one’s chest at the end of the day” or “It can help to feel more confident about our 
decisions, our ideas, our thoughts (I feel less alone).” However, teachers who say they 

have a difficult class appear to discuss the problems encountered with their pupils with 

other interlocutors less than average: 30.8% said they spoke about such things “rarely” 

or “sometimes” (compared to 20.7% on average). When they do so, more of them say 

that the discussion failed to help them find solutions to the problems. Thus, 84.6%, 

compared to 61.5%, said that the interlocutor “rarely” or “sometimes” helped them. A 

higher number (30.8% compared to 17.6%) also said that the pupils could not be 

integrated into a class routine: “Always because of non-respect of rules and of others. 
They are the pupils who have family problems and need to be noticed in class,” or: 

“Some children, are not integrated and don’t try to be because of their differences 
(social, educational, maturity).” On the other hand, when the problem is recognized as 

one of violence by the community, it is commented upon. 
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Discipline seems to be a major concern: “we have to keep putting them back on track 
and setting limits,” “They’re young (CE1) and so they’re easy to deal with although 
you mustn’t be too relaxed. But once they get into the older classes (CM), they can be 
much more difficult.” The difficulty increases when the pupils’ behaviour seems to call 

into question the teacher’s authority: “A small group that’s difficult to manage as they 
dispute everything.” This is when you have to show your authority. Punishment appears 

to be an attempt to restore the teacher’s authority and to stabilize a precarious teaching 

situation. We have seen that punishments are often used to penalize deviance from the 

expected pupils’ “role.” It also seems necessary to act quickly in the case of behaviour 

that risks spiralling out of control, a fear that is illustrated in the following quotes: 

“There is always the risk of a pupil losing control or a parent’s reaction,” “a feeling 
that what has been put in place or constructed is fragile,” or “I’m always worried that 
things will get out of control.” Punishment allows a school order to be laid down. 

The difficulties of managing a class lead to stress and fatigue: “a large class of 8 to10-
year olds for a double time period with certain disruptive elements who cause a heavy, 
talkative, slow, non productive atmosphere... exhausting!” that can lead to chain 

reactions when it’s “the final straw,” and punishment may well be inflicted on the last 

student to step out of line or on the whole class. This behaviour, even if it rarely goes as 

far as the pupils directly casting doubt on the teacher, would appear to be particularly 

conducive to a feeling of injustice or at least incomprehension. As noted above, almost 

13% of teachers say they have responded to deviant student behaviour with violence: “I 
grabbed a pupil by his clothes and threw him out of the class by force,” “a particularly 
difficult child in my class had gone too far and hit a classmate on the hand with his 

ruler: he got the same treatment from me.” Some teachers consider that their violence 

is a necessary reaction to that of the children. One teacher, for example, said that he 

“stopped [sic] a fight between two pupils” because: “you have to stop the little boxers 
or karate experts who want to lay down the law as if they’re on the street!” Others 

suggested that it is not really a question of teacher violence as this behaviour re-

establishes order: “A child threw a tantrum in the canteen. I tried to restrain him, to 
calm him down with a firm and calm attitude but without success. In the end, I had to 
carry him back to the class by force to get the ‘upper hand’ and save the situation.” 

The teachers thus use survival strategies (Woods, 1990) in an attempt to deal with the 

situation and “save face”, attempts that are improvised, that can border on the arbitrary 

and that end up being no more than a battle of inter-individual power. 
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4-2-2. An ambiguous use of the rules 
 
86.6% of the teachers said that their class had rules, and this figure rose to 96.4% in the 

group of schools with significantly higher violence scores than average. However, the 

latter group had the highest number of teachers who said that the pupils were not 

familiar with the rules (25% compared to 12.9% for the sample as a whole). However, 

they also were the most numerous in saying that their pupils took part in drawing up 

these rules (89.3% compared to 81.7%). Finally, they were also the most numerous to 

say that the school rules did not change during the school year: 17.9% compared to 

11.8% on average. In other words, schools with significantly higher violence scores 

than the average appear to differ not so much with regard to the existence of school 

rules but by the possibility to develop them. As the pupils’ remarks from this group of 

schools also indicated less knowledge of the school rules, we may assume that the rules 

are established at the beginning of the school year – and usually automatically 

reinstated annually –, with student participation being reduced for the most part to one 

or two simple comments and a justification of their legitimacy. 

In their responses to violence, the teachers mention punishment which is woven into 

their dialogue: “Explanations. Penalties: Punishments for the youngest ones such as 
‘lines’: for the older ones, an essay about the incident” or in a totally repressive policy, 

which is most often the case in the schools with high violence scores: “Extra 
surveillance, immediate punishment,” “Zero tolerance.” The parents are also included 

in the discourse in the vast majority of cases “Punishment for the pupils, and perhaps 
discussions with the parents,” “calling in the parents and resolving the matter with the 

administration.” However, only 16% of teachers referred to the school rules when 

deciding on a punishment, another element indicating the importance of individual 

responses based more on the interactional stakes than on a reference to a framework of 

rules. We should note, however, that teachers in schools with a high violence score 

mention the school rules most often. 

The same importance is given to school rules as to class rules. Less than 10% of 

teachers feel that the school rules are merely peripheral (3.6% in the group of schools 

with significantly higher violence scores than the average). The school rules therefore 

seem useful, and even indispensable, for virtually all the teachers. The main reason 

given is that they help to manage behaviour as the rules serve as “a reference” in case 

of problems. Their importance lies in posting rules that everyone is supposed to know, 

in particular the children and the parents, the teachers including themselves less often. 
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The school rules appear to act as a framework that facilitate the organization of 

relationships between the different categories of actors at school (pupils, parents and 

teachers) with less emphasis on the final objectives of school: i.e. to train future 

citizens, or at least to establish a learning-friendly environment, than as a means of 

defining the barriers between “them” and “us,” the children and the parents on the one 

hand and the teachers on the other, in a logic of statutory protection. This logic tends to 

rigidify the rules; for many teachers, the school regulations must set “the absolute 
limits beyond which there can be no discussion,” especially for the parents: “We refer 
to the regulations in the case of an “offence.” “In the event of dispute, they enable us to 
justify the punishment in the eyes of overprotective parents whose children would 
otherwise remain unpunished when they don’t respect the rules” or, “They are mainly 
useful for the families so that everyone can respect the school rules. But some people 
find them difficult to apply.” And it is doubtless for this reason that the regulations 

appear to be posted more clearly in the group of schools with significantly higher 

violence scores than the average. For some people, school seems to be the last place 

that works according to rules: “Society has rules. Too many local children don’t have 
any. School must be a place with rules.” The rules should in turn legitimize the 

teachers’ authority: “For safety reasons, the rules are essential. At school, authority is 
not up for grabs (the adults have it).” 

The first requirement of rules resides therefore in the potential protection they can offer 

teachers in the face of pupils’ and parents’ reactions to any punishments meted out 

(whether for bad behaviour or learning problems). It is with respect to the latter issue 

that tension tends to mount and conflicts break out with the parents, as the educational 

stakes appear very early in schooling. And while it is mentioned less forcefully, another 

reason lies behind the usefulness attributed to school rules: the coherence of the 

teaching approach in schools and the team’s cohesion: “this is the common 
denominator for all the pupils … (the rules) set the framework for school life, they are 
a point of reference when there is a problem,” “They are a the code that govern the 
whole school and provide cohesion” or “Thinking about them and drawing them up 
gives all forms of authority coherence.” However, coherence appears to be based more 

on a concern to establish authority in an attempt to stabilize school life rather than from 

a concern to treat all pupils and parents equitably and this overriding preoccupation is 

stronger than average in schools with significantly higher violence scores. Recourse to 

the school head, which occurs most frequently in these schools (53.6% compared to 

46.2% on average), is in line with this logic. The school head is called upon to both 
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legitimize the teachers’ authority and to try to avert deviant behaviour by the pupils and 

parents. This use of the rules and the representatives of authority in order to impose the 

teachers’ authority tends to harden the relationships between the different categories of 

actors.   

 

4-2-3 Ambiguous recourse to the group 

 
Many researchers agree that one of the main levers in combating violence at school is 

teaching team cohesion (Debarbieux, 1996, 2006, Van Zanten, 2001, Galland et al., 
2004).  The group aspect of teaching, which helps make learning programmes coherent, 

nonetheless appears to be poorly developed: 31.2% of teachers stated that they work in 

a team more than twice a month. The “one teacher, one class” organization remains the 

dominant model and the teacher is generally limited to being in charge of one class 

group over the course of an academic year. Schools with the lowest violence scores 

appear to work in teams the least often. Schools with the highest violence scores are 

barely above the average when it comes to working more than twice a month as a team 

(32.1% compared to an average of 31.2%); the schools with median violence scores are 

well above this average as 40% of them say that they work more than twice a month in 

teams. It may be that schools with the highest violence scores also encounter major 

staff turnover problems, which acts as an obstacle to teamwork. However, this problem 

is no more marked in this group of schools than in the group of schools with average 

violence scores in our sample. We should note however that while the problem indeed 

exists for schools in Violence Prevention Zones, only one of these schools is in the 

group with the highest violence scores. 

When the teachers are asked about the positive aspects of working as a team, they 

mention the pupils’ work and school life, sharing tasks, the planning and organization 

of activities, the harmonization of practices and sometimes the development of 

common teaching tools. More than 59% of teachers judge teamwork as “indispensable” 

and 33% of them “useful.” In schools with the lowest violence scores, the number of 

teachers who replied that it is indispensable significantly lower (36.8% compared to an 

average of 59.1%). This figure is 57.1% in schools with the highest violence scores 

(just below this average). It is highest in the group of schools with average violence 

scores (68.9%). The importance given to teamwork differs therefore from one group of 

schools to another, and has an influence on teaching practices. 
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Coherence of teaching input and sharing skills is the reason most frequently mentioned 

by teachers in favour of teamwork, whether they consider this work “useful” or 

“indispensable.” Beyond these recurrent answers, an analysis of the verbatim allows us 

to identify a more specific logic among the teachers who qualify team work as  

“useful,” a specificity which is accentuated when this variable is crossed with the 

groups of schools formed in accordance with their violence scores. In the group of 

schools with the highest violence scores, while the concern to make the teaching input 

coherent is manifest, other elements are considered as equally important: to end 

isolation, to feel supported : “Continuity in the work done, exchange (working in 
cycles), being less isolated,” “To feel less isolated, stay in line with the norm. To see 
the difficulties that colleagues are encountering with ordinary pupils” or “Continuity. 
Support (both material and moral).” Others added: “To form a close-knit team.”  

Escaping from the feeling of isolation and being part of a team corresponds to a 

defensive strategy not only with regard to the pupils but also to their parents and an 

external environment perceived as hostile and therefore one from which the teacher 

needs protection. In answer to the question: “How would you qualify your relationship 
with the pupils?,” while the relationships are for almost all the interviewees at least 

described as “good,” only 25% of the teachers from schools with the highest violence 

scores judged that the relationships are “very good” (against 36.6% on average). To the 

question: “How would you qualify your relationship with the pupils’ parents?,” while 

once again the majority of responses are positive, whichever group of schools is being 

considered, in the schools with the highest violence scores, less positive answers are 

more frequent: around 18% judge these relationships as “average” (compared to 14% 

on average) and 10.7% “very good” (compared to 19.4% on average). In these schools, 

a large majority of the teachers qualify the school’s catchment area negatively (53.6% 

compared to 37.6% on average). Responses to the question: “How would you qualify 
the atmosphere of the area or the village where your school is situated?” are highly 

revealing in this respect: “Difficult, because it’s pretty much the law of the jungle, more 
or less inevitable considering the state of poverty for the most part. The inhabitants try 
to live their lives too much under the influence of media marketing pressure but they 
don’t have the means.” “A climate of indifference, inner withdrawal, sometimes of 
violence. The area has been hit by the effects of a downturn in the social climate 
(unemployment),” or “Tense atmosphere. Lots of quarrels between parents, complaints, 
police-raids.” 
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Moreover, in the teachers’ responses from the group of schools with the highest 

violence scores, no mention is made of projects, school projects or academic cycles or 

any other form of project (educational excursions) when talking about teamwork unlike 

the teachers from the two other groups of schools, particularly the group of schools 

with average violence. Over 50% of the whole sample nevertheless feels that their 

participation in developing the school project has been “significant” and more than 

20% qualify it as “very important.” Among these respondents, the teachers from 

schools with average violence scores are in the majority: 73.3% compared to 67.7% on 

average. On the other hand, most of the interviewees who answered that their 

participation had been minor or inexistent were teachers from the group of schools with 

the highest violence scores (around a third compared to an average of 26.9%), closely 

followed by the schools with the lowest violence scores (31.6%).  To the question 

“How do you judge the role of the school project?,” the teachers from the group of 

schools with average violence scores are the most likely to consider it indispensable:  

31.1% compared to 23.7% on average, while the percentage of teachers from schools 

with the highest violence scores responding likewise was under this average.  

The opinions on the school project are far more divided than those on teamwork: “We 
hardly know it and we don’t apply it. It’s just more paperwork” or “It’s simply 
eyewash. Waste of time. Of little interest except to please the school inspectors,” but 

also “A constant reference, a guide, above all a safeguard” or “It’s a guiding principle 
for the team.” However, 36.6% are of the opinion that it is important for the coherence 

of teaching input and team cohesion, and this is the most frequent type of response. 

26.9% of teachers see the school project as a resource for defining the work to do, or as 

teaching guidelines. Teachers from the group of schools with average violence scores 

are again the most numerous (35.6%): “The school project gives us avenues to work 
from to help the pupils succeed,” “It gives us guidelines to develop student skills” or “It 
allows us to refocus the learning input on the pupils’ difficulties.” This percentage is 

only 14.3% for teachers from the group of schools with the highest violence scores. It is 

21.1% for the last group of schools. 

 

4-2-4. Responses to different systems of logic and to differentiated effects 
 
Two main rationales seem to distinguish the group of schools with the highest violence 

scores from that of the schools with average violence scores. In the former group, the 

institution’s authority is invoked in the form of the head of the school, the legitimacy of 



 
212 

relationships of authority is written into the rules, and team cohesion plays a protective 

role. This defensive logic is developed through an ‘US versus THEM’ situation. 

Answers to the question “Are there special procedures in your school to counter 
violence?” are revealing in this respect: “Calling in parents and, above all, staff 
solidarity and good mutual understanding regarding this point,” with a repressive 

dimension: “Zero tolerance,” “Calling in of the parents + punishment.” The two main 

strategies used involve recourse to the rules and calling in of parents. It should be noted 

that a significantly higher number of teachers from this group of schools reply 

positively to the question regarding the existence of strategies to combat violence in 

schools: 64.3% compared to 49.5% on average (44.4% for the schools with average 

violence scores). 

In the second group, that of schools with average violence scores, the school project 

serves as a guiding principle for teaching input, and teamwork provides teaching 

coherence. This logic is pursued in relation to the pupils’ learning and achievements. 

When the teachers from this group speak of strategies implemented to fight against 

violence in their schools, three aspects seem to recur. Firstly, the existence of specific 

pedagogical initiatives in almost all the schools: i.e. child counselling, a system of stars 

for good behaviour, good conduct diplomas, and “Living Together Better” 

programmes. Secondly, discussion with pupils and dialogue with parents: “All violent 
situations are analyzed in class,” “We try to understand what gives rise to arguments, 
to warn the parents and to try to find solutions with them.” Thirdly, ensuring there are 

regular or even daily initiatives: “Continual updating of class rules, debates,” “A good 
or bad conduct book with coloured stars every day (green/orange/red). A weekly 

summary with punishments/rewards.” While the first group of schools takes a ‘blow-

by-blow’ stance, the strategies in place in the second group seem to be developed 

jointly and pedagogically in order to regulate day-to-day school life. In the schools with 

the lowest violence scores, the strategies are less frequent and basically involve the 

schemes suggested by the programmes: i.e. the “Living Together Better” and “Civility” 

programmes or class debates. These initiatives are also mentioned in the other schools. 

Where they exist, strategies to fight violence are considered at least “important” 

(59.9%) if not “indispensable” (18.9%). Across all groups, these strategies are 

considered useful as they are expected to compensate for the poor family background: 

“The children must have limits and an educational framework, especially when there’s 
not one at home,” or “We have to give a framework to the children who very often have 
no reference points.” A study of remarks according to the groups of schools confirms 
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the systems of logic noted earlier while revealing differences in the mission attributed 

to the school. Thus, in the group of schools with the highest violence scores, some 

remarks argue that the main issue is team cohesion and self-protection, “If the teaching 
teams show the slightest weakness in this area, anarchy quickly takes over. The parents 
and children think that anything goes,” and the role given to parents, “It’s the parents’ 
responsibility to resolve their children’s behavioural problems,” which also gives us 

insight into the meetings that, more than elsewhere, involve calling the parents into the 

school. We would like to highlight a response to violence structured by the definition of 

an ethos of violence dependant in part on the local context: “Violence only concerns a 
minority, 2 or 3 pupils per class. There’s no need to do anything, it would just 
stigmatize the pupils and the school in general.” While this response puts the issue of 

the school’s reputation into perspective, it also highlights the representation of violence 

blamed on the pupils, their background and their environment. The teachers are 

subjected to this violence that they perceive as an individual or societal violence, and 

the only role they can play is to preserve themselves individually, or indeed 

collectively. According to this rationale, answers cannot be found in an ordinary 

teaching context but need to be referred to other professionals, either because they have 

institutional authority or because they are perceived as experts when it comes to the 

question of ‘difficult’ pupils. Attempts to find solutions to the problems encountered in 

this group of schools tend to involve recourse to the school head more frequently than 

in the other groups of schools (53.6% compared to 46.2% on average), to the school 

psychologist (46.4% compared to 28% on average) and to RASED (Réseau d’aides 
spécialisées aux élèves en difficulté. Network for specific needs of children at risk)  

(39.3% compared to 33.3% on average). While a majority of the other teachers also 

point the finger at external circumstances as the cause of violence in school, they 

nevertheless feel that they have a role to play if only because “The working atmosphere 
and the pupils’ progress depend on it.” Teachers from schools with average violence 

scores refer to their educational role: “An education that is a part of what a school 
should offer” or “The teacher should also be an educator.” One teacher put it as 

follows: “Schools steer clear of injustices that are often at the root of diverse forms of 
violence.” In the mind of this teacher, the team spirit governs the coherence of teaching 

input which in turn allows fair treatment of pupils who infringe the rules. 

Such reasoning is widespread in schools and seems to make the difference in the fight 

against violence and more generally in the management of unacceptable behaviour. The 

dynamics they bring in their wake give us a better understanding of why similar 
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schools, in particular those in Education Action Zones and/or Violence Prevention 

Zones, display a significant difference in violence scores. More specifically, in schools 

with a high proportion of pupils from the most disadvantaged families, and in similar 

catchment areas but with average violence scores, the children feel that they are treated 

as pupils capable of progressing and worthy of teacher support in a school environment 

where each and every pupil has the right to fair and just treatment. In the final analysis, 

it seems that the legitimacy of authority is the main issue, a legitimacy which, in a 

context of relegation, is based, on the one hand, less on the teacher’s status than on the 

latter’s practices and, on the other hand, less on the school as an institution than on the 

way it operates both locally and internally. The legitimacy of authority is defined 

collectively and is constructed on site, in situations where the child’s socialization is 

not a prerequisite to learning but where it is placed at the centre of the learning process, 

thereby symbolically stamping the school space with a specific sense of meaning. 

 

4-3 - Conclusion 
 
The analysis of the pupils’ statements highlights differentiated exposure to punishment 

depending not only on their socio-demographic backgrounds but also on the school in 

question. The nature of punishments inflicted accentuates the differences between 

schools. Professional practices in response to student misbehaviour also increase the 

differences between schools. Inequalities in terms of violence are thus exacerbated by 

inequalities in punishment practices. The most common responses take the form of 

spontaneous individual actions bordering on the arbitrary. It is easy to see why such 

responses may be considered by the pupils more as “arbitrary governance” than as a 

fair means to manage misconduct. This type of response illustrates both the difficulties 

encountered by the teachers in schools where a transitory and unstable order has 

become the norm, constructed temporarily and continually on negotiation, and ongoing 

relational arrangements 

Although they are advocated in the literature as an effective means to fight against 

violence in schools, school rules and team cohesion are nonetheless governed by 

different forms of logic. When the rationale is defensive, recourse to the rules, the team 

and the school head constitute the means used as protection from an environment 

perceived as hostile. They are used to legitimize the teachers’ authority and to set the 

school limits. When the rationale is educational, however, the rules and teamwork are 

seen as a means of allowing the school to help the students to progress. These differing 
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rationales have an opposing impact on the management of violence, as may be seen 

when similar schools with differing rationales are compared. In the first case, the 

relationship between the teachers, the pupils and their parents worsens, reflected in a 

repressive, blow-for-blow response. In the second case, the responses tend to be 

collectively and pedagogically constructed, with initiatives introduced that govern daily 

school life. There thus appears to be a school institution effect that contributes to the 

construction-deconstruction processes of violence in schools. These rationales are 

underpinned by the different self-representations of the practitioners. In the first case, 

education is the responsibility of the parents alone, while in the second case it is an 

aspect of the teaching profession. We can see that by passing the educative role on to 

other actors on the one hand, and the management of violent problems on the other,29 

the schools fence themselves into a situation which no longer allows them to act on the 

very problems they deplore, at the same time exacerbating the aforementioned 

problems. On the contrary, professional practice which is learner- and progress-centred 

helps produce a school atmosphere that motivates pupils to adhere to school norms 

while offering maximum protection to the teachers. 
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5 - CONCLUSION 
 

The case studies in ToR 11 present solutions to issues that we dealt with in the 

preceding topics. These solutions have many points in common that also appeared in 

the research results mentioned in the other topics. 

 

 

 

5-1 – Incorporation of differences, differentiated pedagogy and 

tutoring 
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All the remediation measures are based on embracing the differences between young 

people and developing tailored approaches in working with them. Whichever the form 

chosen or the type of pupil in question, in other words, whether “drop-outs” (case study 

1 “Démission impossible”) or “top students” (case study 3 Grandes écoles – ZEP 

partnership), tutoring appears to be the most effective support measure.  

The leitmotiv of our report, which we will not expand on here, remains : if the 

education system adopted teaching methods that were more open to differences, we 

would not need to spend so much on human and financial resources or to find remedies 

for failure, particularly if these methods included partnerships with professionals other 

than the class teacher.  

 

5-2 –Internal and external partnership 
 

The second common point characterising the four case studies is that all the social 

integration schemes for young people that gave positive results are underpinned by 

strategies which provide support for the teachers working alone in their classroom. Staff 

teamwork in schools, inter-institutional partnerships with other professionals and 

relations developed with families all help foster success with pupils, as well as co-

training and support for teachers.  

As we saw in the first case study in ToR 11 (Lemoine, Guigue, Tillard), this partnership 

with the world of professionals is crucial in orienting disaffected pupils towards the 

world of work. However, extended to other bodies outside the school environment, such 

as cultural bodies, for example, it is one of the teaching methods most likely to give 

back a taste for learning and education, and to foster a better transfer of their learning to 

social and professional life (cf. case study 3, Padoani David).   

 

5-3 – The importance of local versus national 
 

In all four case studies, the contribution by local authorities, and the policies introduced 

in their respective areas, represent key strategic factors for the schools in question. The 

issue of the articulation between them and decision-making at national level is 

particularly relevant in a country with a centralising tradition like France. The fact that 

the majority of national elected representatives (members of Parliament) tend to be 

more conservative, and the local elected representatives tend to be more socialist (i.e. 

town councillors in most big cities and still more those representing the ” départments” 
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and the regions, are from the opposition in France, under the governance of a president 

of the Republic who is highly preoccupied with his own personal power), may be one 

of key factors with regard to dysfunction and/or compensation. 

However, in both cases, they leave bodies that are closer to the field with real room for 

manoeuvre. 

Intervention at area or departmental level, rather than at the level of the school or school 

disciplines, may enable a support strategy to be developed for schools and teachers 

based on the co-training of school staff from one institution working in another, thanks 

to some of their members who, because of their personal capacities and the cooptation 

of their peers, become “project coordinators” taking on the role of “mediators” with 

families, the authorities and acting as “tutors” for the pupils. They are more aware of 

the problems than outside contributors, as they continue to work part-time in their own 

classroom and, as they belong to the same professional body, they are more likely to be 

listened to by the others (cf. case study 1, Lemoine, Guigue, Tillard, p. 7-10).    

We will now conclude with the characteristics of the French education system as a 

whole and the specific factors affecting success and failure, in order to put forward 

questions that need addressing in comparison with the nine other national teams taking 

part in the DOCA project. 

 

 

CONCLUSION : WHAT ARE THE ISSUES RAISED BY THE 

FRENCH REPORT FOR A EUROPEAN COMPARATIVE STUDY? 

 

The French report describes situations which raise issues that must be placed in a 

European context if we are to take the DOCA project further and provide a valid 

comparative study between the ten participating countries : France, Germany, 

Hungary, Italy, the Netherlands, Poland, Slovenia, Spain, Sweden, and the United 

Kingdom. 

The project’s aim is to identify “good practice” from existing research, and decide how 

this can be transferred to support schools and teachers in order to foster social inclusion. 

This is the focus of the French report. Nevertheless, the authors of the national reports 

will probably have to define the term “good practice” for all ten countries. Indeed, there 
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is a risk of misunderstanding as questions are raised about the initial objectives and 
their assessment, which may differ from one research team to another.  

The same is true for our research goals. If we are dealing with strategies to foster 

inclusion, we need to know which concept of inclusion we are talking about and the 

corollary social exclusion we are referring to because this will influence the ways and 

the means we choose to deal with the problem in schools. 

From our previous research, we learnt that although European countries have chosen 

the same type of market economy and democratic society, they do not have the same 

view about the kind of society and school that will best serve their goals. In particular, 

their education and social policies are not inspired by the same paradigm with regard to 

the DOCA project (Zay, 2005 a & b, 2007).  

We need to have clear principles to guide our comparative reflection and this is what 

we have endeavoured to develop in our report. 

Indeed, we refer to the principles we drew from the French experience relative to the 

Council of Europe recommendations in order to identify and put forward the main 

issues to be discussed and included in the final report regarding the ten participating 

countries:  

- What are the principles to follow and the questions to raise with respect to support 

strategies for schools and teachers in order to foster social inclusion? 

- Differing concepts of social exclusion and citizenship 

- Competing models of school in one country and convergence with those of another 

country  

- Strengths and weaknesses of the French mainstream model  

- Converging students’ problems and strategies for supporting schools and teachers  

- “Community development” as a means to respect differences in the whole community 

of free and equal citizens  

- Learning about otherness as a conceptual link between learning programmes and ways 

of working  

- The do-it-yoursef as a strategy for supporting teachers as a support strategy for 

teachers 

- From unexpected events to strength in numbers  
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1 - WHAT ARE THE PRINCIPLES TO FOLLOW AND THE QUESTIONS TO 

RAISE ABOUT SUPPORT STRATEGIES FOR SCHOOLS AND TEACHERS 
IN ORDER TO FOSTER SOCIAL INCLUSION? 

 

1-1 - The European choice of educating citizens-to-be for democracy   

 

The development of international exchanges has led to both growing inequality 

between citizens from a same country, and a growing number of new immigrant 

populations arriving for economic or political reasons. No EU member state can be 

quite as irrational as to ignore them or to neglect the debate on how we can live 

together on the same soil. Iraqi-born Ezra Suleiman, citizen of the United States, who 

did his undergraduate studies in the United Kingdom and is interested in France “by 

chance,” noted that Europe is wealthy and the fear of a new world is “the privilege of 

 the affluent” (Blumenfeld, 2008).  

Like the publications by the Council of Europe, our analyses from ToR 1 to 11 have 

led us to the conclusions that the goal of all education for democracy encompasses 

both :  

- developing the social links that make all citizens, whatever their origin of birth, 

members of a same State, setting out their rights and duties with respect to the 

observation of the same laws; 

- respecting individual differences whatever their origin and whether biological or 

socio-culturally constructed, and ensuring that everyone has access to the means to 

optimum personal development, taking into account what he or she is by nature and 

not by socially-generated discrimination, whatever the social group, family or 

other.  

“Maintaining and developing the unity and diversity of European societies” is the 

introduction to a recent Council of Europe report on the survey concerning initial 

teacher education with respect to socio-cultural diversity (Arnesen, et al, 2008, p. 9).  

In this sense, many of the dilemmas posed in a limiting binary logic based on an 

“either …or” attitude and a Manichean vision of the world, seem to us to be of little 

relevance and should be reviewed in the light of what all individuals have the right to 
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hope for in a democratic society, i.e. economic and social security and freedom of 

thought and lifestyle, which only ends where that of others begins (cf. Montesquieu, 

1748).  

The political choices of member states do not call these principles into question but, 

firstly, they do not have the same concept with respect to their realisation and, 

secondly, they have problems regarding their application, which need to be corrected 

in the face of common problems. 

 

1-2 - The shared issue of social exclusion   

 
European countries and, more generally, developed countries belonging to the OECD 

(Organization for Economic Cooperation and Development) aspire to economic growth 

considered to be at the heart of social and cultural development. The origin of the 

European Union is the “Common Market”. Political choices followed on from 

economic choices. The market economy is a fact and a creed common to all the 

countries in the EU. It has generated an increase in the National Product and incomes, 

but at the same time has widened the gap between those who take part in the growth 

and those who are excluded from it.   

In all European countries, ‘pockets’ of poverty and of relegation remain, where young 

people from low-income environments reject a society which they consider to have 

failed them (Innocenti, 2000). Policies oscillate between the need for security and 

preventing school and social exclusion.  

Educational issues cannot be detached from this general context. Economic 

development is considered to be dependent on a highly qualified population and access 

to the labour market is linked to having the right qualifications. Social and professional 

inclusion depends on academic success and businesses need staff who can adapt to 

technological progress. School therefore has a key role to play for both individuals and 

for society.   

The statistics give us an unambiguous response : school exclusion and social exclusion 

are apparently linked as is the precariousness of a section of the population, left behind 

by the economic growth in Europe, and which now finds itself in suburban ghettos on 

the edge of cities. A study of international trends on the effectiveness of schools shows 



 
223 

that “‘ineffective’ schools are located in sectors with poor socio-economic resources” 

(Thrupp, 1998, p. 205, op cit. by Welsh, 2005).  

In all democratic and economically developed countries, research explores how to 

prevent and resolve these problems, but different paradigms underpin the policies for 

tackling them both in terms of society and education.  

 
2  - DIFFERING CONCEPTS OF SOCIAL EXCLUSION AND CITIZENSHIP 
 

2-1 – The two most conflicting paradigms of exclusion in European 
countries 
  
Various paradigms of social exclusion are debated across the European Union, 

grounded in different concepts of integration and citizenship. They apply in all 

countries but one in particular dominates in each. On two opposite sides of the fence, 

the Anglo-American specialisation paradigm underpinned by a neo-liberal overview of 

the world contrasts with the paradigm of French solidarity, based on a concept put 

forward by Durkheim. While each paradigm gives rise to certain social and educational 

national policies, no education system is entirely homogenous. School models compete 

and each one struggles more or less successfully in some part of the system with respect 

to the strength of the competitive social forces that support them. (Cousins, 1988). 

Two conflicting traditions from the different variations are the nineteenth century 

Anglo-Saxon liberal tradition of research into poverty and the continental tradition of 

social exclusion.   

The notion of poverty is based on distributional issues and defined as “a lack of 

resources at the disposal of an individual or household.”  The concept of social 

exclusion, in contrast, is conceived in accordance with relational issues. This implies 

“inadequate social participation, lack of social protection, lack of social interaction and 

lack of power” (Room, 1995, p. 105).   

According to Gore (1995), this line of thought was particularly strong in France in the 

1970s.  It influenced the definition of the RMI (Revenu minimum d’insertion) or 

minimum income for social integration, considered as “a form of regulation of the 

social link and a response to a perceived threat to social cohesion” (quoted in Silver, 

1994, p. 534). 
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The discourse spread from France to other European countries and the term was first 

used by the European Commission in 1989, when the Council of Ministers requested 

that the European Commission study policies to combat social exclusion. Since this 

date, the European Commission has preferred it to poverty. It has linked the notion with 

the idea of an inadequate realisation of social rights. Thus social exclusion has been 

defined as “incomplete citizenship” due to deficiencies in the possession of rights as a 

citizen and inequalities in the status of citizenship (Gore, 1995, p. 19).  

The European Observatory on National Policies for Combating Social Exclusion, set up 

in 1990, defines it in relation to “the social rights of citizenship... to a basic standard of 

living and participation in the major social and occupational activities of society” 

(Room, 1993, p. 14). The principal focus of the Observatory has been on the 

effectiveness of different national, regional and local policies. What barriers do citizens 

face in order to exercise their rights? What are the consequences if they do not 

participate in the main institutions of society and are deprived of them over the long 

term? (Room, 1993) 

The Council of Europe publications disseminate examples of education which illustrate 

how schools can prepare citizens-to-be for democracy (cf. References : Council of 

Europe publications: Human rights education, intercultural education, education for 

democratic citizenship).  

Anglo-American liberalism ‘conceives the social order, like the economy and politics, 

as networks of voluntary exchanges between autonomous individuals with their own 

interests and motivations” (Silver, 1994, p. 542). Each is thus responsible for his or her 

own success or failure. The poor are deemed responsible for their situation and for 

developing the means of escaping from it.   

In Britain, social political discourse has used terms like “long-term dependency”, “new 

poverty” and “underclass problems” which are to be combated by “self-reliance”, 

“enterprise” and “opportunity” (Silver & Wilkinson,1995).  

Like any other sector of society, school is dependent on the laws of a self-regulating 

market. School heads in the most sought-after institutions only accept pupils with good 

results. Those in institutions in disadvantaged areas are obliged to take anybody who 

registers in order to have the required number of pupils for funding. All pupils must sit 

national tests, however, and the institutions find themselves in competition. Schools 

where pupils get the worst results risk being closed (Welsh, 2005).  
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In France too, the new measure cancelling the “carte scolaire,” the catchment area list 

of schools according to where parents live and consequently where they are obliged to 

register their child at school, corresponds to free consumer choice combined with the 

negative effect of strengthening the “ghettos.”  

The notion of social exclusion in French republican tradition reflects a lack of solidarity 

as a rupture to the social fabric. This is Durkheim’s inheritance and centres on social 

links, organic solidarity and social order. Exclusion occurs when the links which 

connect an individual with society are broken. The opposite of exclusion is integration. 

The concept of republican citizenship includes political rights and duties and an 

obligation for the State to help the excluded to be included.  

In the same way, school, a compulsory public service, must ensure equal access to 

knowledge for all, even if it means giving more to those who have less. Regulation 

operates by way of a supposedly strong administration that is expected to guarantee 

equal opportunities for all.  

  

2-2 - Competing models of school linked to two opposite views of 
society: liberalism and solidarity 

 

The paradigm of solidarity in relation to social exclusion in France corresponds to a 

philosophy of integration at school, by which all the stakeholders (teachers, school 

staff, parents and pupils) consider that young people must go to school and that schools 

must be financed by the State, including the State-endorsed private sector, which 

receives public funding and follows the same curriculum and rules of schooling as 

secular state schools. Private schools take in 17% of all pupils. This percentage varies 

widely depending on the classes, with notable increases between primary and secondary 

school. 93% of private schools and 98% of grant-aided schools are Catholic, some 

schools are Protestant, about fifty are Jewish, and some belong to a national Federation 

of secular private schools (Auduc, 2008, p. 215). Some Muslim families who want their 

daughters to wear the headscarf register them in Catholic schools because such schools 

will take in pupils who wear religious symbols that are banned from the secular state 

schools. Others register with “CNED” (Centre national d’enseignement à distance/ 

National Centre for distance learning) correspondence courses. In France, the private 

sector function may be considered as a safety valve in relation to state schools. This is 
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why parents are so fond of them, even when they have no strong religious convictions. 

(cf. Langouët, Léger, 1994, 1997). 

Exclusion from school is prohibited in primary education and relatively rare in 

secondary education. Pupils must always be attached to an institution, whether within 

or outside of school. Compulsory schooling only begins at 6 years old, but all children 

can register for nursery school should their parents so wish from 4 years old, and they 

can register from 2 years old depending on the places available.  

The Anglo-Saxon paradigm, known as specialisation (Cousins, 1998), closely linked to 

a neo-liberal vision of the world in which the fate of individuals depends on their ability 

to take control, results in a legislative and media context in which responsibility for 

problems is laid at the door of the main educational protagonists, namely the parents 

and the teachers. Parsons (2001) examined press reactions to the case of a 13-year old 

boy who was excluded from his school in Nottingham. Cartoonists lampooned the 

social assistance granted to the family, with the then Minister of Education and the 

Prime Minister saying in the caption:  “So I've arranged your educational tour for you 

and your family.  Two years in France, two years in Germany, two years…”  The 

headline, “Family costs taxpayer £43,000” heads the item-by-item list of State granted 

financial subsidies.  

Modernisation of the school system was conceived by both the Labour and the 

Conservative governments as recentralisation founded on technocratic principles that 

imposed tighter controls on the teachers (Coldron & Smith, 1999, 2001).  

However, what appears to be contradictory or strange in the way each country operates 

can also be understood if we work from the basis that a dominant paradigm is never 

alone, but competes with others which, inspired by conflicting values, may carry the 

day in some parts of the social or educational systems.  

 

3 - COMPETING MODELS OF SCHOOL IN ONE COUNTRY AND 

CONVERGENCE WITH THOSE OF ANOTHER COUNTRY   
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In France, the formulation of three competing school models30 from the 1980s and 

1990s by Francoise Lorcerie (1994) makes the application of a model of solidarity to 

the school system more nuanced and complex with regard to social exclusion. It also 

offers other comparisons with the English school system than those founded on the 

paradigm of specialisation and its neo-liberal base.  

1 - The “traditional” French “republican” model aims at elevation through education, 

based on the subjects taught which are delivered to everybody leading to the extraction 

of a “meritorious” elite, in a school that is given almost sacred status and is protected 

from external influences by a strong and centralised administrative organisation.  

This “ ‘traditional’ school model continues to govern the structure of the administration, 

the definition of the service and career management of its staff, the absence of parental 

power and that of other civil bodies, forms of certification, etc.” (p. 54). The social 

forces which support it are the largely corporatist teachers’ trade unions, philosophy 

teachers, some of the political parties, particularly the Conservatives, but also among 

the Socialists and the “Grand Orient de France” (the freemasons).  

2 - The law on educational orientation, dated July 10, 1989, overturned the “traditional” 

French “republican” model. The new school model set out to raise the level of 

education through the ‘modernisation’ of the institution. The origin may be found in the 

“renewal of the public sector” conceived by Rocard’s socialist government as a “search 

for efficiency and a reassertion of the principles of civil servant responsibility, the 

institutional mission, concern to satisfy the user, and devolution of the decisions 

brought about by the decentralisation of the public authorities” (Lorcerie, 1994, p. 54). 

Applied to education, these principles, laid out in the law of 1989, resulted in the focus 

being put on the pupil, the institutional mission, changes to the professional role of 

teachers, internal assessment, etc.  

Françoise Lorcerie sees the emergence of this model in the socialist policy of 

“restoration of collèges” (secondary schools for 11 to 15-year olds) (1982-85). In 

opposition to the first model, the thinking behind this second model is based on the new 

education movements which developed in the inter-war period, whose protagonists like 

Ovide Decroly and Maria Montessori voiced their ideas around the end of the 19th 

century, and which Adolphe Ferrière promoted to counter the practices of the 3rd 

Republic School.  

                                                
30 - The school model is defined as "the imagined social system, resulting from the attribution of mutual 
characteristics coherent with various dimensions according to which a school system can be described" 
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  “The latent reference” of the “modernization” of national Education is the State-

endorsed private sector or grant-aided schools, but without the adoption of a liberal 

logic which is unanimously rejected. Unlike in England, it is not the market that is 

considered as a regulator and likely to support the changes, but a strong administration.   

The social forces which defend the second model are the main parent associations, the 

SGEN (Syndicat Général de l’Education Nationale, “general” minority trade union for 

all those working in the education system, i.e. primary and secondary teachers, school 

heads, inspectors, and administrative staff), the private school sector, some socialist 

politicians and supporters, the UDF (minority conservative party), and “experts in the 

sector” (p. 53). Primary schoolteachers are more supportive than secondary 

schoolteachers (Zay,2005, 2007).  

3 - A third model has also been emerging since the 1980s but, unlike the others which 

cover the whole school system, this model is directly linked to the “fight against 

exclusion,” which was presented in the annex report of the educational orientation law 

under “school exclusion”, but which had been defined prior to that in and outside the 

national education system, both in the ZEP school policy (Zones d’éducation 
prioritaire: Priority Education Zones, in England : Education Action Zones) and in 

various urban policies. ZEP and ZUS (Zones urbaines sensibles : Problem Urban 

Zones/ problem areas) were created at the same time, inspired by affirmative action. 

They began to develop separately before joining forces. 

The third French model, like the dominant English policy, is inspired by a context 

external to national Education. But while the English school model imports the laws of 

the market into education from a neo-liberal perspective, considering that the free 

choice of parents or institutions will act as a regulator of quality, the French model 

remains in a paradigm of solidarity guaranteed by the public administration.  

This ideal was shaped through an explicit relationship with the social and moral 

changes bought about by upheavals to the labour market and the risk that this posed to 

social cohesion. Globally, it refers back to the “modernisation of the State” or to “State 

democratisation” which, in this model, are comparable. Following the example of the 

two preceding models, characterised respectively by “elevation through education” and 

“raising the level of education,” F. Lorcerie names the third model according to its 

intended goal, in other words, “social/civic development” (p. 53). Its aim is to form 

links between social concerns, the only concern clearly designated through “urban 

                                                                                                                                         
(Lorcerie, 1994, p. 50).  
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social development” policies, and political concerns “in the fundamental sense of the 

term” designating the “citizen” as an adjective via expressions like “citizens’ districts”, 

“a citizen school”, - “typical of this type of action” (p. 55).  

This model profoundly changed the concept of school and public service as it considers 

that the resulting situation of zones of “relegation” is too serious for just one authority 

to deal with. This recalls the argument justifying recourse to partnerships in some North 

American theories that defined and developed this concept (Sirotnik & Goodlad, 1988; 

Zay, 1995, 2005, 2007). In disadvantaged districts, the fight against school and social 

exclusion demands that all those concerned act together, from public services, including 

school, through to private services and the inhabitants.   

The third school model is rooted in “State democratization” which anticipates the 

dangers facing society and which, for this reason, is supported less by a social demand 

and more by bodies looking to the future. It is made up of experts : commissions 

preparing for the 11th plan and assessment commissions for urban policies and new 

social policies. What differentiates the supporters of State democratization from those 

who just wish to modernise the public service is that they put forward a new standard, 

namely a partnership with the users and other social actors, which is the basic 

difference between “public” (public action, public interest, public space) and “state”, a 

widespread vision in the public sector and the republican ideology of school, and which 

is just as antagonistic to the ideology of “less State.” This has not led to any specific 

school model in the French debate (p. 56).31   

Since 1994, the date when Lorcerie’s article was published, changes seem to have gone 

in the expected direction. A whole series of texts redefined the functions of the three 

focuses of educating young people, namely the family, school and extracurricular 

institutions together with the institutional contexts in which they operate.  

In her 1994 article, Lorcerie spoke about the increase in the number of partnerships, 

particularly between parents and teachers, in spite of cumbersome administrative 

procedures and the slow change in mentalities. Like the rest of the school system, the 

                                                
31  - Lorcerie’s analyses were supported by those of Derouet (1992), leading to the evolution of education between 
the 1960s and 1990s which counters the republican model of "definition of public service” by the “general interest 
model," a "Community model" and a "model of efficiency," parallel to the "irruption of a market model" and the 
maintenance of a "model for child creativity." The State remains responsible for the right to education, but it is no 
longer a matter for the State alone. With decentralisation and the promulgation of the institutional project, the 
institution becomes "a small area of local politics." Day by day and step by step, the staff in the school institution 
must adjust the defects in the system and renegotiate the social ties and the education contract with the other social 
players, in particular the families. Hence the title of the book: École et justice. De l’égalité des chances aux 
compromis locaux? (School and justice. From equal opportunities to local compromises?)   
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ZEP/REP (Priority Education Zones and Networks) were divided between the three 

models.  

A number of administrative steps have since been taken, reflecting the growing 

investment of local authorities and, in particular, of the communes.   

The local educational project embodies the third school model of the fight against 

exclusion through a partnership between all the educational and social players. Indeed, 

it “consists of putting into words what the local players envisage in order to assume responsibility 

collectively, leading successive generations of children living in their area to the beginnings of adulthood, 

while allowing them to play an active role in the social space (…).   

It brings together projects that concern education, school, institutions, ZEP/REPs, social centres, leisure 

centres, and school support associations.” (Repères, p. 10).  

The third school model not only aims to educate pupils, but also to guide them in their 

life as young people who belong to a family, a community and an urban space.   

The school becomes a centre in an extended educational community, which includes 

other institutions involved in social assistance and care, justice and supervision of 

young people, local associations, prevention and family organisations. This concept of 

school is related to the British “extended school.” But it is different in that it does not 

include the role of being at the service of all inhabitants, but rather only that of pupils. 

Indeed, we find the three competing models of school in both England and France. The 

British “Grammar schools”, for example, follow the first model of school as do the 

French “lycées d'enseignement general”.  

Like the ZEP in France (Zones d’éducation prioritaire : priority education zones), 

school institutions in underprivileged areas in the United Kingdom and EAZ (Education 

Action Zones) are based on the third model.  

The present French education reforms overwhelmingly reflect the first model. 

 

4 - STRENGTHS AND WEAKNESSES OF THE FRENCH MAINSTREAM 

MODEL  

 
France has been a country of centralist traditions since the French Ancien Régime of 

the monarchy, and has been Universalist since the Declaration of the Rights of Man 

during the French Revolution, first applied to the schools of the 3rd Republic during 

the 19th century, and still considered as a golden age even today. It privileges 
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individual rights as the basis of the State and considers nationality along the lines of 

integration and assimilation and citizenship in line with homogeneousness.  

Other European countries privilege birth in a community with regards to their 

citizenship within the State, but this means that while differences are respected, there is 

a risk that the differences take precedence over what is common to everyone in a 

nation. 

As we saw, centralisation and universalism may have a positive impact, leading to a 

national collection of data like, for example, the reporting of incidents of violence in 

schools to the ministry (ToR 6, 1), or the influence of the French secular model to give 

members of communities that build their collective identity with regard to a religion a 

stronger individual sense of belonging to a nation than in other countries (cf., in ToR 

4,3, American study of four European countries, including France, published in 2006 

by the Pew Research Center). Even if young people from immigrant backgrounds 

justifiably complain about discriminatory practices at school, the system nonetheless 

appears to work relatively well as those from similar social backgrounds succeed just 

as well - and, as we saw in ToR 4 - certain researchers consider that they succeed 

better - at school than children of French extraction. 

In ToR 4, as in ToR 10, it appears that it is mainly the injustice of exclusion for 

whatever reason (community roots, poverty, unemployment, stigmatisation) that leads 

social groups to violence. It seems that we are too quick to consider phenomena that 

could be interpreted otherwise as arising from a problem of “communautarism” or 

“community-ism.” In the middle of the 1980s, for example, certain demonstrations 

against racism and in favour of equality were called the “March of Beurs” (immigrants 

of North African origin living in France), probably reflecting an expression of political 

aspirations.  

According to Olivier Noël (2006), confidence in the republican integration model and 

the banning of ethnic statistics delayed the development of greater general awareness, 

but from 1998, under the influence of the EU (European Union), there was greater 

recognition of discrimination at national level. Following the summit meeting in 

Florence, held on 21 October 1995, and the joint declaration in favour of the fight 

against discrimination, research studies were funded by the social action funds for 

immigrant workers and their families (FAS : Fonds d’action sociale pour les 
travailleurs immigrés et leur famille) and the European Union.  
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This sociological recognition was completed by an adaptation of the juridical approach 

following France’s ratification of the Treaty of Amsterdam in 1997, in which article 13 

stipulated that the European Council is authorized to “take all measures necessary to combat 

all discrimination based on sex, race or ethnic origin, religion, convictions, disability, age or sexual  

orientation.” Official recognition of the existence of discriminatory practices was 

expressed at the highest level of the State. 

“In parallel, the territorialisation of the policy in the fight against discrimination developed through the 

Commissions of Access to Citizenship (CODAC) and municipal contracts” (Noël, 2006). 

Olivier Noël notes the semantic shift from equality in dealing with diversity to equal 

opportunities. In September 2004, the CODAC (Commissions d’Accès à la 
Citoyenneté/ Commissions of Access to Citizenship) became known as the COPEC 

(Commission pour la promotion de l’égalité des chances/ Commission for the 

promotion of equal opportunities), whose aim was to federate departmental initiatives 

in the fight against discrimination. A decree published on 30 December 2004 created 

the HALDE (Haute Autorité de Lutte contre les Discriminations et pour l’Egalité/ 
High Authority in the Fight against Discrimination and for Equality). Finally, the 

decree of 31 March 2006 for equal opportunities was introduced, “presented as an 

ambitious and global response, and adequate to deal with the challenges raised by the urban and social 

riots of November 2005.”  It transformed the FASILD, whose mission was the fight against 

discrimination, into the ANCSEC (Agence nationale de cohésion sociale et d’égalité 
des chances :  National agency for social cohesion and equal opportunities). 

 

We already noted in ToR 10 (1-3-1) that in French society, like at school, 

discriminatory practices exist but that, at the same time, civil society and the public 

sector are changing. Anonymous CVs, considered as fairer recruitment practices, first 

appeared in business organisations and local French administrative structures and the 

public sector now hopes to diversify its recruitment thanks to an “equality charter.” 

Nonetheless, the political class remains far more resistant. This is where minorities are 

least represented. In addition, the reduction of funding for the suburbs renovation plan 

and education, together with some of the reforms currently in the pipeline, have 

increased social discrimination.  

All pupils suffer from an often restrictive Universalist vision which is accompanied by 

a tendency towards homogenisation linked to the French school model. All the issues 

raised in the first nine ToRs of our study, summarised in ToR 10 and illustrated by the 
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four case studies in ToR 11, bring us back to the study of support strategies for 

teachers and schools in order to respond to the problems posed by pupils who do not fit 

in with the academic norms corresponding to an “average pupil” whether because of 

disaffection from school, a socio-economically disadvantaged situation, violent 

behaviour, differences arising from membership to an ethnic, religious or linguistic 

minority, or a physical, intellectual or cultural handicap.  

 
5 - STRATEGIES FOR SUPPORTING TEACHERS AND PUPILS WHO ALL 

HAVE DIFFERENCES  

 
Researchers like Howard Gardner (1999) have shown that, when born, human beings 

benefit from various kinds of skills and intelligences, which are developed more or less 

in accordance with the opportunities they have to express themselves. Thus each of us 

develops dominant characteristics. Following Gardner’s studies of various circles that 

young people belong to, such as family or school, two most frequent forms of 

intelligence are visual-spatial and bodily-kinaesthetic intelligence. However, schools 

tend to focus on two others, linguistic and logico-mathematical intelligence and pupils 

are likely to drop in and out through lack of opportunities corresponding to their own 

form of perception and memory when learning at school. Those who have the main 

skills privileged by school also lose opportunities to develop others that could be 

useful in their adult life because they are neglected at school.  

Support strategies that could help teachers to better adapt to the needs of their pupils 

and ensure that they do not become “difficult” in class include making them aware of 

these processes and making them experiment with appropriate responses in the field. 

As we saw, the present education reforms in France have turned their back on this type 

of education (ToR 10, 3-2). 

In every case, we believe that treating certain future citizens as having difficulties or 

diverse handicaps will result in isolating them from their peers, both in the physical 

measures, which tend to create ghettos, as in the minds of others who are led to 

consider them as misfits, abnormal or inferior. “There is no handicap (or aptitude) as 

such but only in relationship to particular social forms” (Isambert-Jamati, 1992). Pupils 
have a disability in relation to the material and symbolic environment around 
them and we believe that this is what needs to be changed in order to give 
everyone access to the best personal development possible. In addition, training 
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future citizens implies teaching them to live together with their differences, in 
other words providing an education about otherness, taking others into 

consideration as they are, something that is not achieved through a simple class of 

Civic Education, however useful this may be.  

 
6 – “COMMUNITY DEVELOPMENT” AS A MEANS OF RESPECTING 

DIFFERENCES IN THE WHOLE “COMMUNITY OF FREE AND EQUAL 
CITIZENS”  

 
In European countries other than France, the problem may, on the contrary, involve 

regulations imposed by the State in relation to the actions carried out by certain 

communities of citizens. In the UK, for example, the recent terrorist attacks in London 

committed by young British nationals who were educated in British schools, led to 

questions being raised as to the freedom that should be granted to communities with 

respect to the legislation voted by all citizens and its applications at school or 

elsewhere. 

A go-between (passeur) between East and West, and winner of the Goncourt prize for 

literature in 1993, Amin Maalouf, author of The Crusades through Arab eyes, 
declared: “Already when I was a young Lebanese boy concerned about the future of my country, I 

deplored the fact that it hadn't been built on a more solid footing, that a civic spirit worthy of this name 

had never been developed, that the people had always considered that belonging to a community was a 

more determining factor than belonging to a nation. In the world at that time, the popular concept was to 

go beyond communities to create a nation. This is not true today. On the contrary, the whole world is 

now breaking up into communities.” (Flamerion, 2007; cf. Maalouf, 2007). 

To this extent, the term community is controversial. According to the historical 

dictionary of the French language (Alain Rey), this should not be the case. At the 

outset “community” in old French, from the Latin word “communitas,” meant “shared 
participation,” “group with a common link.” It denotes a group of people and, in the 

abstract, the state of what is common to several people. The terms “communautaire” 

(community) (1842) is a derivative, and subsequently “communautarisme” 
(community-ism/communautarism) (1951) (Lhez et al., 2008). 

 “In Europe, it is commonly used with a positive sense. In fact, it was widely used during the creation of 

the European Union and is mentioned in the first article of the French Constitution” (Dane, 2008, p. 

3).  
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In the CEBSD (Combined European Bureau for Social Development) project Training 

and Learning for Community Development in Europe (2008), “community 

development” has two meanings according to Carole Dane (2008), based on The 

Budapest Declaration Building European civil society through community 

development, issued from a conference gathering representatives from 33 countries in 

2004 (Craig et al., 2005).  

Community development is defined as aiming to “strengthen the capacity of people as active 

citizens through their community groups, organisations and networks; and the capacity of institutions 

and agencies (public, private and non-governmental) to work in dialogue with citizens to shape and 

determine change in their communities. It plays a crucial role in supporting active democratic life by 

promoting the autonomous voice of disadvantaged and vulnerable communities,” (Craig et al., 2005, p. 

77). Thus, it means what Carole Dane and other CEBSD members call “community 

organisation,” that is to say “to involve the inhabitants directly in political empowerment processes 

likely to question, or indeed even to confront the political authorities.” (Dane, 2008, p. 1). 

On the other hand, “It has a set of core values/social principles covering human rights, social 

inclusion, equality and respect for diversity, and a specific skills and knowledge base” (Craig et al., 

2005, p. 77). In this sense, for Carole Dane and other CEBSD members, “community 

development” is conceived “as a planned and coordinated process of actions with populations 

acquiring competencies, the meaning often used in France” (Dane, 2008, p. 1). 

Hélène Strohl (2008 a) proposes “restoring the social ties by propping up all forms of more open, 

freer, and more fluid communities, so as to facilitate multiple memberships. Communities may adopt a 

protective role and provide mutual aid, as well as having a function of social control” (p. 31, cited by 

Lhez et al., 2008, p. 3). She picks up on Edgar Morin “the notion of contradiction and conflicting 

interests, which are not subsumed either in the summary or in the dialectic relationship (nor in ‘or 

exclusive’ but in ‘and inclusive’). Believing that the State does not have a monopoly of the public good, 

she advocates supporting community ties and the development of mutual support groups. Her reasoning 

calls into question the social action objectives in different territories, while maintaining control over the 

guarantee of access to services in nature and in kind: ‘we’ve said it, the community, communities, tribes, 

make up the best and the worst of environments’ (Strohl, 2008, p. 199). The development of 

communities must be accompanied by the protection of citizens by the State.”  

This proposal implies that local communities are free to take up social action in the forms that they 

judge the most appropriate, according to the best adapted scales (depending on the cost of living and the 

resources available in the department), the best means of access … as long as these forms are explicit 

and correspond in spirit to the objectives set out at national level. It calls on national objectives and 

‘autonomous’ territorial plans that correspond to national objectives. The administrative judge 

could ensure that the law is respected.” (Lhez et al., 2008, p. 3-4).  
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This community development movement may be combined with that which appeared 

in municipal policies in France, and with its subsequent development, which, as we 

saw above, was articulated with that of Education Action Zones, particularly in local 

education initiatives. This is just one of the positive contributions to the DOCA 
project, a contribution recognised in other European projects in addition to this 
municipal policy set out in the form of decrees, and its articulation with social and 

education policies (Dane, 2008).  

It thus appears to us that the spirit of the Council of Europe directives, which aim to 

uphold democratic societies through the education of future citizens, encompasses the 

general position of developing social ties based on differences : on the one hand, this 

implies the development of a concept of “community,” based on solidarity, 

discussion and mutual support, constructed via the social processes developed through 

dayly life, whatever the community of origin (Strohl, 2008 a and b); and on the other 

hand, the inclusion of local territory (town, “département”, region) and local 
authorities as intermediary administrative bodies, involved in a continual process 

of information feedback, enabling differences to be dealt with as and when they 
arise, and wherever they arise, without necessarily sanctifying them as 
generalised laws. 

There are no problems of racism in nursery school, this develops progressively as 

children get older and join the society of adults like school, breaking out most radically 

at secondary school. 

“Civic skills” begin at the earliest age. (cf. CEBSD, 2008 and Dane, 2008, 2005). 

We have already mentioned the example developed in the case study (2) in ToR 11 

regarding the Freinet school group, which includes a nursery school and a primary 

school, in other words the whole range of primary education in France (which includes 

“maternelle” - nursery and “élémentaire” – primary,  in primary level).  

The majority of the national population is little concerned with certain aspects of the 

learning input introduced by teachers and linked to specific commemorative occasions 

and events of diverse reach (Sétif massacres in Algeria, for example), or the political 

decisions taken by Jacques Salvator, the new mayor of Aubervilliers, a municipality in 

the Paris area, with 60% of various immigrant populations represented by 60% of the 

town councillors. However, they can help citizens, whether young or not, to better 
accept the values that underlie national legislation, and to no longer perceive the 
area they live in as second rate. Young people can discover meaning in the history 
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taught at school when they re-appropriate their families’ memories in a celebration of 

events or festivals that either affect them personally or affect others, in collaboration 

with all the inhabitants of their town and not only in a place that specifically segregates 

young people like school (CEDIAS et al, 2008). 

Thus, the dilemma between “communautarism” and secularity does not need to exist if 

we consider that all democratic societies must respect both the beliefs and the lifestyle 

choices of its members, and the fact that they themselves respect the same laws as the 

others. However, this also implies that there should be no injustice in either laws or 
social practices, at school and elsewhere, with regard to minority groups or 

dominated social categories. Women are not in the minority in terms of number and 

pupils from immigrant backgrounds may not be in the minority in certain classes. They 

may both be – or feel they are – discriminated against by teaching practice, and at the 

same time violently oppress other minority schoolmates. This is the well-known 

process by which oppression continues because the oppressed are also oppressors, as 

illustrated by Augusto Boal (1980), referring to a type of theatre that involves the 

spectators in order to raise their awareness. 

The position of a researcher like Dominique Schnapper (1994), who we cited in ToR 

9, appears to us to be compatible with political choices other than those of a 
school founded on French republican universalism. 

This implies retaining the principle of a school that transmits the basic idea that 

political legitimacy and the source of social ties are built on “the community of 
free and equal citizens,” as this is the formula that best conforms to democratic 

values. It has fewer pernicious effects than the notion of “communautarism,” but it 

must also continually amend the notions regarding respect for the distinctive 

characteristics of each individual. 

In every case, we believe that the importance of symbolic and social representations 

is neglected and, while they cannot replace a policy of necessarily costly compensation 

of inequality, their advantage is that they can be applied by everyone without any other 

effort than some personal soul-searching. Education could easily provide this at every 

level. 

 
7  – LEARNING ABOUT OTHERNESS AS A CONCEPTUAL LINK BETWEEN 

LEARNING PROGRAMMES AND WAYS OF WORKING  
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Putting school programmes and specific initiatives and learning about otherness at the 

centre of our proposals as a programme-articulating concept involves reassessing 

support strategies for schools and teachers with respect to their pupils, not only with 

regard to the learning content and the tools used, i.e. school textbooks (cf. ToR 9, 2-2), 

but also as a community promoting the development of identity as a citizen by 
membership to multiple communities that are open to one another, their families, 
peers, school and the city.  

The case study by Yves Reuter on the Freinet school in ToR 11, illustrates the concept 

of a school which has overcome its locally-based operating autonomy to focus not just 
on the programmes or on the child, but on the learning input, the link between the 

pupil, the content and the resources, and their appropriation in a socio-economically 

disadvantaged environment.  

“The school as a community was set up – and is constantly re-established” by various 

mechanisms and processes which different groups, pupils and teachers take part in, in 

communities that may be extended to others. It is “set up as a relatively autonomous 
micro-society,” whose members (teachers and pupils), mutually considered as 
“school citizens,” draw up specific rules and regulations. Learning is taken even 

more seriously in that the school is open to researchers who rigorously assess the 

working methods in place and their results (cf. Reuter, 2007).  

We also find the importance of developing a memory, a history for pupils in the 

school, in the conclusion to what facilitates learning in the case study in ToR 11, as in 

the community of citizens in the town of Aubervilliers : “Pupils learn because they can 

position themselves in a history of learning which is made accessible through specific processes or 

initiatives.”   

As in the case study by Cécile Carra regarding violence between pupils, which is also 

described in ToR 11, we see the importance of the democratic workings of the group, 

which reassures pupils and teachers and is linked to the smooth-running of the school.  

We move away from the artificial opposition between programme content and teaching 

methodology to a focus on anything that can help pupils to appropriate learning input, 

including the transfer of knowledge learnt at school to other situations, because the link 

is made between the different spaces in which young people live. We saw that the 

transfer of knowledge is the weak point in the results of French pupils in the PISA tests 

(cf. Research orientations, 1-2 and ToR 10, 1-1). 
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The institutional teams who make their choice in the case study in ToR 11 have no 

particular help, and receive nothing more from others than an ideal which led them to 

defend their convictions and to introduce them in an institutional environment that was 

not necessarily favourable. Nonetheless, it is this common ideal which is the decisive 

factor. In effect, for a community to function well, there has to be a consensus between 

its members regarding the aims and the practices to adopt and defend in the face of the 

authorities, and how to obtain them when they are not already in place.  

Consensus between members of a team is bound to be relatively difficult if the only 

criteria in the appointment of a teacher to a school is the satisfaction of his or her 

personal wishes based on strictly individual criteria (length of service, individual mark 

awarded following the report by the school’s inspector, individual mark also awarded 

by the school head), as is the case in France. Thus, appointing teachers on strictly 

personal criteria hampers innovations that other more dynamic members would like to 

introduce (cf. Zay, 1994). In the case of the Freinet school studied in ToR 11, all the 

staff were appointed at the same time and all belonged to the same teaching movement 

and  “the co-opting of founder members and those who took over from the ones who 

left within the Freinet movement,” remains “the criteria for replacing teachers.”  

The education and teacher training reforms currently in progress do not seem in 

keeping with this line, and public disapproval of a pedagogic approach to teaching 

must surely discourage those who wish to work not less but in a more meaningful way 

with the contents of the curriculum, teachers who are not only concerned with the 

programme content but also about taking a specific and personal approach so that each 

pupil can appropriate the content and the general context of the class and the school in 

order to promote learning.   

The fact that the Master-based teacher training programme has become optional and 

that it is possible to become a teacher simply by preparing the general knowledge 

entrance exams, says much about the lack of consideration given to the behaviour of 

teachers with regard to their pupils in the classroom. 

We might believe that it would be useful for French teachers – and others – who have to 

work with often ‘difficult’ young people, to follow training programmes inspired by 

what could turn them into “reflective practitioners” (Schön, 1983). Such training 

programmes existed and still exist in many countries, in particular and for many 

years with support from research teams in the “Ecole Normales”, the former teacher 

training colleges in France, prior to the IUFM (Instituts universitaires de formation 
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des maîtres : Colleges of education), as well as in the IUFM themselves (Zay, 1985, 

1987, 1994, 1998 a, 1999 a). These programmes are based on incorporating reality 

as it exists for both pupils and for those who work with them, and on more modest 

ambitions than the reforms set out by the powers on high, which ignore the 

everyday realities of those who work in the field and who often have to deal with 

urgent situations on the fly, even if it means out-of-box (or do-it-yoursef) thinking 

to respond to the unexpected needs of the moment. 

 
8 - THE DO-IT-YOURSEF AS A SUPPORT STRATEGY FOR TEACHERS 

 
The analysis and discussions about existing research and the social processes currently 

in progress makes us think of La pensée sauvage (The Savage Mind) by Levi-Strauss 

(1962) which considers the use of do-it-yoursef as a means of appropriating the world.  

Relatively cheap changes that are better adapted to the needs of the moment, which can 

be particularly unpredictable when they concern young people, may be developed 

using the do-it-yoursef model (p. 29), which is very similar to the way teachers, with 

their relatively restricted room for manoeuvre, operate. The do-it-yoursef handyman is 
“able to realise a large number of different tasks; but unlike the engineer, these tasks do not require 

specifically designed and purchased raw materials and tools in line with the project (…) and … the rule 

of the game is always to manage with what is to hand, in other words an ill-assorted set of tools and 

materials because the overall composition does not correspond to the project of the moment, nor with 

any other particular project, but is the contingent result of all the opportunities that arise to renew or 

enhance the present stock, or to maintain it with what remains from prior constructions and 

destructions.” (p. 27).  

We believe that this sense of the unexpected and the capacity to cope with it is the key 

to successful practice, which, according to Schön, characterises the expert, the 

experienced professional, the “reflective practitioner” (Schön, 1983). Education, like 

everything that relates to changing mentalities, is a slow process and teachers need to 

accumulate a stock of experience that they can dip into, giving them a sound basis to 

allow innovation without having to take too many risks (Schön, 1991, 1996, cf. Zay, 

1998 a, 1999 b, 2001). Nothing is more damaging to the serious work of education that 

they perform than over-hastily devised reforms. 

For a long time, the more effective policies that fostered teachers’ initiatives instead of 

restraining them were backed up by analyses from in-the-field experiences. Thus, in 

the United States in 1988, Goodlad had already denounced the parallels between 



 
241 

"Bureaucratic growth and educational decline.” “More and more workers function by rules 

fashioned by others in remote and usually inaccessible places. Often the rules did not fit the 

circumstances for which they were intended by those who fashioned them (usually because the 

circumstances were only dimly understood by those who fashioned the rules). Worse, the workers were 

usually powerless to change the rules to fit them to the circumstances.” (p. 6-7)  

However, “the shift in decision-making authority, with its questionable claims of increased efficiency 

and cost-effectiveness, appears to be particularly inappropriate and dysfunctional in education,” because 

“teaching involves not only thousands of decisions of cumulative impact made daily by just one teacher, 

but also thousands of largely unpredictable human interactions occurring daily in and around a single 

school” (Goodlad, 1988, p. 7). 

Taking pupils into account as they are with their own specific problems, schools and 

teachers need to feel free, considering themselves as responsible for introducing 

learning situations and creative solutions appropriate to the specific circumstances that 

they experience. Only with a strong basis rooted in their own abilities can they develop 

in such a way as to make progress. Reflective practice supported by research teams is 

the best way to do just that (cf. Zay, 1999, 2001).  

 

9 – FROM UNEXPECTED EVENTS TO STRENGTH IN NUMBERS 

 
The job of teaching young people is too serious to leave teachers to deal with it alone. 

We saw that the articulation that developed between municipal policies, education and 

the social sector at local level in France has provided an opportunity to develop this, in 

line with the European approach. Thus, the European ministers of urban development 

met in Marseille on Tuesday 25 November 2008 to work on setting up “the sustainable 

and mutually supportive city,” where they adopted a common declaration. 

The reality is neither black nor white - and is never simple - but is a somewhat dirty, 

confused and tangled, grey. It is difficult to grasp because, as Kant brilliantly 

demonstrated in The critique of pure reason, we only know what each of us 

individually perceives, hence the difficulty of agreeing on a vision of the world which 

is, by definition, subjective. If these visions are shadowy, there is not point in 

searching for the key under the spotlight when the ground is lit up (cf. Watzlavick, 

1976, 1978), and such simplified thinking appears to be the principle of barbarity and 

tyranny in modern times (Morin, 1977, 1980). 

None of society’s problems, whether in crisis or not, can be resolved if they are dealt 

with separately. Modern democratic societies have become too complex for an 
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institution to be able to find solutions to school failure, unemployment and urban 

insecurity on their own. An inter-institutional partnership that takes into account the 

complexity and correlations between the issues has become crucial (Goodlad, 1994; 

Sirotnik & Goodlad, 1988; cf. Zay, 1995).  

Apart from investigating possible educational transfers, the DOCA project could also 

explore what other networks and other European projects which also focus on social 

inclusion can offer. To complete the French experience, the four pillars of learning 

proposed by UNESCO and cited by the CEBSD (Combined European Bureau for 

Social Development, 2008) could be an interesting way to explore learning to know, to 

do, to live together and to be.  

Lastly, perhaps we could also analyse the dissemination strategies of our results and 

the type of reader they address in order to achieve the intended impact with respect to 

support strategies for schools and teachers to foster social inclusion ?   

When a French Minister of National Education claims to make the umpteenth reform 

which will resolve the problem of failure at school by increasing curriculum content, 

lowering the school age, reducing teaching hours and the way they are distributed in 

the weekly and annual timetable, and financial and staff resources, we may 

legitimately question whether any advice, even scientifically proven or based on solid 

foundations, will make him/her change his mind regarding a policy that specialist 

researchers and other professionals judge likely to exacerbate the problems, any more 

than the same government team is likely to review the resources granted for health care 

or provided for the suburbs renovation plan, instead adopting measures likely to widen 

the gap between the haves and the have-nots (cf. ToR 10, 1-3-1).   

Perhaps the voters or public opinion would have more success, once again raising the 

issue of how reports, including the DOCA project report, are disseminated and the role 

of large-scale communication resources to support opposition groups. 

There is no doubt that we need to create such opposition groups in our increasingly 

complex society as much as at the time of Montesquieu. The present crisis is an ideal 

moment for modest reflection to replace the megalomania of those who consider 

themselves to be great men and the very French habit of uprooting the young tree to 

see how it growing and planting another in its place. Perhaps, more than ever, we need 

to distinguish between what is legal and what is legitimate (Dane, 2008). 
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The internet, with its numerous websites and blogs, provides us with highly effective 

resources, whose impact was clearly visible during the last American presidential 

elections. 

Thus, many petitions and mediatised events in opposition to the French education 

reforms are flourishing, using information resources that can be adopted by individuals 

as much as by pressure groups and which, like blogs, evolve according to needs: 

Résistance pédagogique pour l'avenir de l'école, (Pedagogical resistance for school 

future) which cites La justification de la désobéissance civile by John Rawls (Muller, 

2008). And, on 17 December 2008, a press release from a group of organisations “De 

l’ambition pour la réforme des lycées!” (Ambition for second school reform) 

announced “the decision of the Minister to defer the reforms to lycées sine die.” 

On several occasions we noted the importance of symbolic, social representations 

conveyed by the media regarding technical programmes for young people from 

disadvantaged suburbs, immigrant backgrounds or with a disability. The “common 

sense” of the “average” citizen interviewed in surveys remains a popular myth as does 

the notion of “the average pupil.” 

We believe that in addition to identifying the challenges and possible solutions, it 

would be worthwhile examining our means of communication. The level of 

communication is important. Perhaps we should look into this issue when we have 

finished our final European report. What impact might we hope to have on the 

strategies of a member state, a regional or local administration, or a school and its 

staff? And what about the role of public opinion ?  

In this area, we feel that an association like PRISME in France, which has a widely 

consulted website (500 visitors a day on average with peaks of + 1500 at the beginning 

of the school year), whose members are militants who cut across various aspects of the 

administrative machinery, including chief inspectors of schools, academic 

inspectorates and catchment areas, local education authorities and regional councils, 

locally elected representatives, education institutions from primary to higher education, 

and associations working in urban and rural communities, may be more effective than 

a university. 

PRISME is organising a summer university in July 2009, which could provide an 

excellent opportunity to meet a wide range of people outside the confines of French 

education professionals and researchers.    
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APPENDIX 1 
 

LEGAL FRAMEWORK AND DOCUMENTATION RELATIVE TO 

TORs 1, 3, 5, 10 

 
 
TOR 1 - SUPPORT MEASURES FOR SCHOOLS WITH HIGH DROP-OUT 
RATES (INCLUDING LEAVING SCHOOL WITHOUT DIPLOMAS) 
 
1 - Legal framework 
 
1-1 – Monitoring school attendance 

 
- Official Bulletin n° 14 of 1st April 2004: Monitoring and promoting school attendance 
in students subject to compulsory attendance. 

- The steering group chaired by Luc Machard was set up at the Ministry of Health on 1st 

October 2002 to study school attendance support measures 
http://www.education.gouv.fr/bo/2004/14/MENE0400620C.htm  
(Government website) 
 
1-2 - Measures of academic success in the social cohesion plan 

 
http://eduscol.education.fr/D0220/ref01.htm (a ministry of education website) 
Following the "loi de programmemation pour la cohésion sociale" (social cohesion 
plan law) of January 19th 2005, several decrees have been introduced by the (DIV) 
(inter-departmental state organization). 
 
1-3 –Rebound measures and classes 

 
- Rebound measures (dispositifs relais): organisation and coordination of rebound 
measures: Decree n° 2006-129 du 21 August 2006 
http://www.education.gouv.fr/bo/2006/32/MENE0602165C.htm 
The ministerial decree describes the dispositifs relais (rebound programmes - measures 
to provide alternative education opportunities outside but connected to the school) as 
the principal means to combat school drop out and social exclusion for young people of 
compulsory school age. 
- Coordination and support for the dispositifs relais (rebound programmes) : rebound 
classes and workshops: decree n° 2003-085 of 16 May 2003. 
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http://www.education.gouv.fr/bo/2003/21/MENE0301107C.htm 
Objectives and measures to combat school failure and prevent social exclusion. 
- Framework agreement and terms of reference regarding rebound workshops: 
Agreement of 2 October 2002:  
http://www.education.gouv.fr/botexte/bo021010/MENS0202207X.htm 
This decree introduces a requirement for partnerships with associations working closely 
with the school system, giving rise to a new sort of " rebound class." 
- Rebound classes: Decree n° 99-147 of 4 October 1999 
http://www.education.gouv.fr/botexte/bo991007/MENE9902091C.htm 
This decree completes the decree of 12 June 1998, outlining the role, pedagogical 
organisation and management of the " rebound classes." It includes possible contacts 
with business circles. 
- Rebound classes in collège: Decree n° 98-120 du 12 June 1998. 
http://www.education.gouv.fr/bo/1998/25/ensel.htm 
This decree outlines the teaching organisation and management of " rebound classes" 
which aim to recreate learning conditions for students through a specific temporary 
structure. 
 
1-4 - Measures to combat early school leaving  

 
The Mission Générale d'Insertion (General Mission for Insertion), set up in 1993, 
allows young people over the age of 16 to continue studying or suitable professional 
training, with the aim of offering a second chance to young dropouts who want to 
obtain a qualification or diploma. (Programme Nouvelles Chances - New Chances 
Programme).  
The Mission offers several options: information and guidance session, professional 
integration on block-release (CIPPA), block-release exam re-preparation module 
(MOREA), lycée induction module (Modal), tailored access to qualifications (ITAQ), 
integrated training (FI), integration assistance group (PROFIT). Few evaluations are 
available on the effectiveness of these schemes. 
Structured as an association, the second chance schools (E2C) have been pursing the 
goal of social insertion for 18-25 year olds with no professional qualifications or 
diplomas for the last ten years, offering to update their basic knowledge and providing 
in-company training. Each offers a personalized training course. Initiated by the 
European commission in 1995, the E2Cs were set up in France (the first in Marseille) 
and in Europe. (Gaussel, 2007). 
- Public measures intended to help young people enter the job market without a diploma 
(detailed analysis of the results of the study by the CEREQ (Génération 98) by Gasquet 
& Roux 2005, cited by Gaussel, 2007). 
 
 
2 - Documentation  
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2-1 - Official documentation 
 

2-1-1 - Dispositifs pédagogiques d'aide aux élèves en collège et lycée (teaching support 
measures to help secondary school pupils) - Octobre 2005 [online] 
 
http://www.esen.education.fr 
Decrees and practical guide to help students at risk in secondary education. (from 1977 
to 2005). 
- Le traitement de la grande difficulté scolaire au collège et à la fin de la scolarité 
obligatoire (dealing with school difficulties in secondary education for pupils from 11 
to 15 years old and at the end of the compulsory schooling: 16 years old) 
http://cisad.adc.education.fr/hcee/documents/avis13.pdf 
Ministère de l'Education Nationale de l'Enseignement Supérieur et de la Recherche / 
Haut Conseil de l'évaluation de l'école, 2004 (Ministries of Education and Higher 
Education) 
Advice of the "Haut Conseil de l'Evaluation de l'Ecole" about managing school 
difficulties in the "collèges" and proposals to help students. 
 
2-1-2 - Accompagnement à la scolarité (learning support schemes) 
 
- Charte nationale de l’accompagnement à la scolarité (National Charter for learning 
support schemes) http://www.education.gouv.fr/cel/imagesetdoc/Charte.pdf 
The national accompanying schooling charter proposes a legal framework for 
educational actions in support of pupils. It sets out the general principles and objectives 
of learning support schemes. 
- Guide de l’accompagnement à la scolarité: fiches pratiques (learning support schemes 
guide: practical sheets)  
http://www.education.gouv.fr/cel/imagesetdoc/Guide.pdf 
- Accompagnement à la scolarité: guide pratique, fiches familiales (Learning support 
scheme: a practical guide, family records). Accompagner son enfant dans sa scolarité 
(supporting your children’s learning). 
http://www.famille.gouv.fr/famil_ecol/fiches_accomp_nb.pdf 
This 83-page document, published by the Ministry of Health and Solidarity addressed 
families as well as professionals. 
- L’accompagnement à la scolarité: pour une politique coordonnée équitable et adossée 
aux technologies de l’information et de la communication - 2006 [online] (learning 
support schemes: for a coordinated and fair policy supported by the TIC) 
ftp://trf.education.gouv.fr/pub/edutel/syst/IGaen/rapports/2006_010_acccompagnement
_scolarite.pdf 
MEN (Ministère de l'Education Nationale - Ministry of Education), 2006 
Report devoted to learning support schemes: definition, assessment, pupils concerned, 
using TIC, new policy principles, recommendations.  
- Accompagnement à la scolarité, égalité des chances et TIC 
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http://www.educnet.education.fr/dossier/accompagnement/ 
A file by Educnet about learning support schemes, equal opportunities and TIC: 
notions, stakes, legal framework, measures, players providing support measures, 
commercial supply. 
 
2-1-3 - Dispositifs de réussite éducative (academic success measures) 
 
- Internats, équipes de réussite, tutorat... : Le dispositif de réussite éducative, un an 
après [online] (boarding schools, academic success teams, guidance: one year after) 
http://www.cohesionsociale.gouv.fr/IMG/pdf/DP_Bilan_Reussite_educative.pdf 
Ministère de l'emploi, de la cohésion sociale et du logement, 2006 (Ministry of 
Employment, Social Cohesion and Housing, 2006) 
An assessment of academic success measures first running and partnerships. 
- La veille éducative et les dispositifs de réussite éducative - Les dossiers thématiques: 
dispositif de réussite éducative (Academic supervision and academic success measures - 
Special reports: academic success measures) 
http://www.resovilles.com/dossiersthematiques/reussiteducative4.asp 
Educational success in the social cohesion plan and the "loi sur l'égalité des chances" 
(law on equal opportunities); legal framework relating to the DRE (academic success 
measures). 
- La veille éducative et les dispositifs de réussite éducative (Academic supervision and 
academic success measures) 
http://www.andev.com.fr/dossier38.html 
The academic monotoring measure addresses young people leaving school without 
qualifications, sometimes at compulsory school age.  
- Veille éducative: une démarche qui suscite de plus en plus d'intérêt (Academic 
supervision - a strategy that is generating increasing interest) 
http://www.ville.gouv.fr/infos/dossiers/veille-educative.html 
This strategy arose from the desire to combat disaffection from school by coordinating 
the social and academic players and the local authorities.  
 
2-1-4 - Programmes personnalisés de réussite éducative - PPRE (Tailored programmes 
for academic success) 
 
http://eduscol.education.fr/D0072/PPRE_experimentation.htm 
Ministerial document about the PPRE: links and explanations about the legal 
framework, downloadable practical guide.  
- Les programmes personnalisés de réussite éducative: un soutien aux élèves en 
difficulté (Tailored programmes for academic success: support programmes for pupils 
at risk) 
http://media.education.gouv.fr/file/00/6/2006.pdf 
Press release by the ministry responsible for introducing the PPRE, gradually 
introduced into the mainstream since the 2006 school year. 
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- Programmes personnalisés de réussite éducative (tailored academic success 
programmes) 
http://lesrapports.ladocumentationfrancaise.fr/BRP/064000688/0000.pdf 
Report devoted to the PPRE after one year of experimentation: data and analysis of the 
first year of experimentation. 
- Programmes personnalisés de réussite éducative (PPRE) (tailored academic success 
programmes) 
(PPRE): Guide pratique pour l'expérimentation des programmes personnalisées de 
réussite éducatives à l'école et au collège durant l'année scolaire 2005-2006 
Practical guide for testing tailored acedmic success programmes at primary and junior 
high school during the 2005/6 school year. 
http://eduscol.education.fr/D0072/PPRE_guideexperimentation.pdf 
Practical guide. Downloadable 5-page file. Objectives and definitions of the PPRE. 
How to apply it at primary and secondary school level.  
We have collected a certain amount of information about teaching and local schemes 
through regional and local websites that we will sort through and analyse later. 
 
2-1-5 - Les dispositifs relais (Rebound measures) 
 
http://www.eduscol.education.fr/relais/default.htm 
Ministerial dossier on the "dispositifs relais" (rebound measures) (classrooms and 
workshops), specialised spaces outside, but linked to, a "college" (junior high school for 
11-16 years old pupils) to help them return to school. 
- Les dispositifs relais (rebound measures ([online] 
http://eduscol.education.fr/D0049/CXJACC01.htm 
Ministère de l'Education Nationale de l'Enseignement Supérieur et de la Recherche, 
2006 (Ministry of Higher Education and Research 2006) 
Ministry of Education website devoted to the "dispositifs relais" (rebound measures): 
presentation, legal framework, national resources, regional correspondents, definition 
and stakes, management, studies and surveys, pedagogical means. 
- Dispositifs-relais et École ouverte ("open school" = extended school) 
http://lesrapports.ladocumentationfrancaise.fr/BRP/034000684/0000.pdf 
This report introduces the legal institutional framework of the "dispositifs relais" 
(rebound measures), their distribution in France and their partnerships ("École ouverte": 
open to partners). It analyses how they work and how to assess them, and proposes new 
forms of improvement. 
- Les dispositifs relais (rebound measures)[online] 
http://eduscol.education.fr/D0049/CXJACC01.htm 
Ministère de l'Education Nationale de l'Enseignement Supérieur et de la Recherche, 
2006 (Ministry of Higher Education and Research 2006) 
Ministerial website devoted to the "dispositifs relais" (rebound measures): presentation, 
legal framework, national resources, regional correspondents, definition and stakes, 
management, studies and surveys, pedagogical means. 
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2-2 - Documents pratiques (Practical documentation) 

 
- Réseau Relais : lettres d'information à destination des acteurs des dispositifs relais 
http://cas.inrp.fr/CAS/publications/reseaurelais 
Letter of information addressed to the main "dispositifs relais" (rebound measures) 
players: legal framework, up-to-date scientific research, surveys, professional news, 
exchange of best practice. 
- We have collected data about information and innovative schemes through local and 
regional websites. 
 
 
TOR 2 - SUPPORT MEASURES FOR SCHOOLS WITH HIGH SCORES ON 
OTHER POSSIBLE INDICATORS OF SOCIAL EXCLUSION 
See ToR 1 
 
 
TOR 3 - SUPPORT MEASURES FOR SCHOOLS IN SOCIO-
ECONOMICALLY DEPRIVED AREAS 
 
Reviving priority education: 
(Reviving “priority education": special help in education. Cf. EAZ: education action 
zones in the UK: education priority zones and networks in France)  
 

1 - Textes cadres (legal framework) 
 
- Official Bulletin n° 13 of 31 March 2006: préparation de la rentrée 2006 (preparing 
the new school year 2006) 
http://www.education.gouv.fr/bo/2006/13/MENE0600903C.htm 
- Official Bulletin of 6 March 2006: Principes et modalités de la politique de 

l'éducation prioritaire 
This decree introduces the principles and details of implementation of "priority 
education" and outlines the teachers' duties.  
http://www.education.gouv.fr/bo/2006/14/MENE0600995C.htm 
- Official Bulletin n° 3 of 18 January 2007 - Rentrée scolaire: préparation de la rentrée 
2007 : decree n° 2007-011 of 9 January 2007 (preparing the new school year 2007) 
http://www.education.gouv.fr/bo/2007/3/MENE0700047C.htm 
Main orientations for the new school year 2007. Renewing basic learning. New 
measures for "l'égalité des chances" (equal opportunities), in particular, measures 
associating "lycées" in Education action zones and "grandes écoles" (competitive-
entrance colleges which recruit the best candidates for higher education). 
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2 - Textes officiels de présentation (legal introduction) 

 
2-1 - L'éducation prioritaire (priority education)  
 
http://www.education.gouv.fr/cid187/l-education-prioritaire.html 
New policy launched for the new school year in 2006 : a new pedagogical impetus. 
- L'éducation prioritaire relancée (relaunched "priority education") 
http://media.education.gouv.fr/file/99/6/1996.pdf 
Press release about the new school year in 2006 

Press kit on 8th Feburary 2006 
http://www.education.gouv.fr/cid844/index.html 
 
2-2 - Speech by the Minister of Education Gilles de Robien to open the seminar of 
the "Ambition réussite" (ambition to succed) networks: " l’excellence au service des 
élèves" (to be the best), 16/01/2007 
http://www.education.gouv.fr/cid4391/reseaux-ambition-reussite-l-excel. 
 

3 - Les grandes priorités de la politique (French policy top priorities) 
 

3-1 - Constituer un réseau (creating a network) 
 

République française. Portail du gouvernement. Les chantiers: Les réseaux “Ambition 
réussite ” (French Republic. Governement homepage. The "ambition to succed" 
networks) 
http://www.premier-ministre.gouv.fr/.../les_reseaux_ambitions_reu 
The agreement.  A new law for the school, fIGhting the school failure and promoting 
equal opportunities, learning the republican values. 
 
 
3-2 - Développer l'ambition scolaire pour tous (Promoting the ambition to succeed 

at school for all) 
 

Ministère délégué à la promotion de l'égalité des chances. L’égalité des chances: 
missions et actions (Ministry of state for promoting equal opportunities) 
http://www.egalitedeschances.gouv.fr/article.php3?id_article=11 
Introduces the "objectif-stage" operation (work experience scheme). Several new 
actions to fIGht discriminations and improve the school pupils at risk path. 
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3-3 - Charte pour l'égalité des chances dans l'accès aux formations d'excellence 
(Charter for equal opportunities to get to the best education) 
 

http://media.education.gouv.fr/file/81/9/3819.pdf 
This charter, signed by François Fillon, Minister of National Education, Higher 
Education and Research, and Jean-Louis Borloo, Minister of Employment, Work and 
Social Cohesion, aims to admit pupils in "lycées" (end of the secondary school) located 
in education action zones to higher education, and to stimulate their ambition. 
- Official Bulletin n°36 of 6 October 2005. Accès aux formations supérieures. Mise en 
oeuvre de la charte pour l'égalité des chances dans l'accès aux formations d'excellence 
(Official Bulletin: Access to higher education. Implementation of the charter for equal 
opportunity to the best education) 
http://www.education.gouv.fr/bo/2005/36/MENE0502079C.htm 
Implementation decree specifying the objectives, the concerned students, the means of 
implementation, the management, the financial support and the length, the assessment 
and the role of the state decentralised services. 
- Ministère de l’Éducation nationale, de l’Enseignement supérieur et de la recherche. 
Campagnes. Ministry of Higher Education and Research. Campaigns 
http://www.education.gouv.fr/cid4049/100-000-etudiants-pour-100-000-eleves.html 
Propaganda campaigns for the operation: 100 000 étudiants pour 100 000 élèves de 
l'éducation prioritaire (100,000 university students for 100,000 pupils in "priority 
education"). 
- Renforcer le partenariat entre l'éducation nationale et les entreprises au service de 
l'égalité des chances. Press kit. Gilles de Robien (Minister of Education) Strengthening 
the partnership between National Education and business. 
http://www.education.gouv.fr/cid4303/renforcer-partenariat-entre-educa... 
Press release about strengthening partneships between the national education and the 
business. Introduces "la charte d'engagement" (the commitment charter) and the 
initiatives already running. 
- Délégation à la communication. Secrétariat général. Lettre flash 19 décembre 2006. 
Une charte d'engagement des entreprises au service de l'égalité des chances dans 
l'éducation. 
 
Communication committee. News bulletin, 19 December 2006. A corporate 
commitment charter for equal opportunity in education. 
http://media.education.gouv.fr/file/97/5/3975.pdf 
Introduces this charter of firms commitment already signed by about forty firms. 
Eduscol. Education prioritaire. Egalité des chances (Priority education. Equal 
opportunities): 100 000 students pour 100 000 pupils in “priority education”. 
http://eduscol.education.fr/D0051/egalite_des_chances.htm 
Introduces this operation by which "grandes écoles" and university students commit 
themselves to accompanying secondary school students in "lycées" in education action 
zones. Specifications, terms and conditions. 
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3-4 - Programmes personnalisés de réussite éducative - PPRE (tailored programme 
for academic success) See ToR 1, 2-1-4 + 2-1-3: Dispositifs de réussite éducative 
(measures for education success). 

 
3-5 - Articuler le projet éducatif hors temps scolaire avec la famille et les 

partenaires de l'école (co-ordinate the education project outside school time 
with families and school partners) 
 

Relation avec les familles (relationships with the families) 
 
- Ministère de l’Éducation nationale, de l’Enseignement supérieur et de la recherche. 
éducation prioritaire. Parents – école. Présentation (ministerial presentation) 
http://www.educationprioritaire.education.fr/dossiers/parents/presentation.asp 
Thematic dossier summing up the factors likely to foster efficient cooperation between 
parents and school to support the academic success of pupils. 
- Ministère de l’Éducation nationale, de l’Enseignement supérieur et de la recherche. 
Vie à l’école. Les parents à l'école (Ministry of Higher Education and Research. School 
life. The parents at school) 
http://www.education.gouv.fr/pid74/les-parents-ecole.html 
File dealing with parents' rights in school, the monitoring of their children’s schooling, 
their grades, exams and evaluations, the various stages through which they are 
recognised as a representative of the school. 
- INRP. Education prioritaire. Relations école-familles en ZEP-REP Priority education. 
School-family relationships in Education  Action Zones . 
http://cas.inrp.fr/CAS/les-dossiers/relations-ecole-familles-en-zep-rep 
A "Thema" file by the INRP (National Institute for pedagogical research) presenting a 
set of resources devoted to school-family relations in the context of the "priority 
education". A selection of legal framework, reports and conference proceedings. 
- A school "open" (extended) to parents 
http://www.ac-besancon.fr/siteaca/internet/data/docs/Thx20.pdf 
The “Thema Express” issue n° 20 focuses on the work carried out with parents in the 
"Regional Education Authority" (local education authorities in Besançon: concertation, 
answers to needs, continuing education project led with the families. 
- Resserrer les liens école-famille en ZEP-REP (zones/réseaux d'éducation prioritaire) 
(strengthen the school-family links in education action zones/networks) 
http://www.ac-nancy-metz.fr/casnav/ecofam/ecofam_sommaire.htm 
Very complete file about the school-family relationships: analyses the representations 
and practices, partnerships, projects, experiences, exchanges of practices. 
- Ecole ouverte ("Open school" = extended school) 
Ministère de l’Éducation nationale, de l’Enseignement supérieur et de la recherche. BO 
n°5 - 30 January 2003. Organisation pédagogique des établissements. Charte école 
ouverte (Schools teaching organisation. "Open school" charter) 
http://www.education.gouv.fr/botexte/bo030130/MENE0203096C.htm 
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Objectives; principles of implementation; eligible programme criteria. 
- Ministère de l’Éducation nationale, de l’Enseignement supérieur et de la recherche. 
Eduscol - école ouverte: une opération efficace en progression (Ministry of Higher 
Education and Research.  "Open school": an efficient operation in progress) 
http://eduscol.education.fr/D0116/accueil.htm 
Presentation of this operation. National and regional resources. Implementation. 
Statistical assessments. 
 

4 - To help the achievement: documentation  
 

4-1 - Official documentation 
 
- Éducation prioritaire - Accueil (home page) 
http://eduscol.education.fr/D0051/accueil.htm (Ministerial website) 
Measures pertaining to "ambition réussite" (ambition to succeed): the main orientations 
and measures for relaunching the priority. 
- Priority education 
http://www.education.gouv.fr/cid187/l-education-prioritaire.html (government website) 
Introducing the "priority education" policy for the school year 2006: new networking, 
new pedagogical approach. 
- La contribution de l’éducation prioritaire à l'égalité des chances des élèves (how the 
"priority education" contributes to make equal opportunities for students) 
http://www.ladocumentationfrancaise.fr/rapports-publics/064000808/index.shtml 
A report by the IGEN and IGAEN (Inspection générale de l'Éducation Nationale and 
Inspection générale de l'Administration de l'Éducation Nationale : Chief schools 
inspectorates responsible for delivering reports to the Ministry of Education both 
separately, and often together (see Terms and terminology, p. 21), in October 2006, 
about the content and assessment of priority education since 1982.  
- Pour une école plus proche et plus équitable (for a school with more proximity and 
equal opportunities)- Rapport annuel 2006 des inspections générales IGEN/IGAENR  
http://www.ladocumentationfrancaise.fr/rapports-public/064000846/index.shtml  
- Le bilan et les perspectives d'avenir des politiques conduites envers les quartiers en 
difficulté depuis une quinzaine d'années (assessment and prospectives about policies 
carried out in underprivileged areas for the last fifteen years or so) 
http://www.senat.fr/rap/r06-049-1/r06-049-11.pdf 
Sénat, 2006 (Senate website) 
Assessment and prospects since the 1990's leading to proposals for orientations of town 
policies 
We have collected a large amount of information, pedagogical information and local 
actions through regional and local websites. 
 
4-2  -     Practical documentation 
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Centre Alain Savary 
http://cas.inrp.fr/CAS/presentation/le-centre-alain-savary 
INRP - Education prioritaire 
http://cas.inrp.fr/CAS/les-dossiers/education_prioritaire 
Centres académiques de ressources pour l'éducation prioritaire - CAREP (LEA : local 
educational authorities documentation in the regions) 
We have collected all the regional websites addresses.  
 
 
TOR 5, SUPPORT MEASURES FOR TEACHERS WORKING IN SUCH 
SCHOOLS 
 
1 - Legal framework 
 
- Ministère de l’Éducation nationale, de l’Enseignement supérieur et de la recherche. 
Official Bulletin n°15 - 13 April 2006. Personnel. Recruitment: teaching assistants. 
http://www.education.gouv.fr/bo/2006/15/MENP0600930C.htm 
A decree about the duties, recruitment and working conditions of teaching assistants  in 
the “ambition réussite” networks. 
 

2 – Documentation 
 
- La formation des personnels d’Enseignement. Expertises (Teacher training) 
http://www.esen.education.fr/documentation/liste.phtml? 
- CNDP. Bien ( !) lire. Accompagnement à la scolarité pour les élèves en échec scolaire 
(Read carefully (!). Learning support scheme for failing pupils) 
http://www.bienlire.education.fr/04-media/ 
Theoretical documentation for deepening one's knowledge, reflection and selected 
references. Legal framework. Interviews on line. 
- INRP. Education prioritaire. L'accompagnement scolaire en ZEP-REP (National 
Institute for pedagogical research. "Priority Education". Learning support scheme 
Education Action Zones and networks. 
http://cas.inrp.fr/CAS/les-dossiers/accompagnement-scolaire-en-zep-rep 
Reference documentation. Resources organisations. Theoretical reflection about 
pedagogical practices. Descriptions of actions. 
- Accompagnement à la scolarité (Leaning Support scheme) 
http://www.ac-nancy-metz.fr/casnav/as/as_sommaire.htm 
A dossier offering numerous resources regarding accompanying schooling. 
- Dossier école-familles (School family file) 
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http://www.ac-creteil.fr/zeprep/dossiers/04_ef_somm.html 
This file deals with the question of relationships between school and family and offers 
many resources about innovative practices, evidence and reflections. 
- “C'est plutôt à nous, l'équipe pédagogique, de faire les premiers pas” (We, the 
pedagogical team, have to take the first steps…) 
http://www.educationprioritaire.education.fr/dossiers/parents/fv.asp 
A network co-ordinator interview about school-family relationships: what he is 
expecting from the parents, his observations, examples of actions. 
- Renforcement et accompagnement des équipes pédagogiques (strengthening and 
accompanying the pedagogical teams) 
Académie de Rouen. CAREP. L’affectation en collège “ambition réussite” (to be 
posted to a “be the best” collège) 
http://carep.ac-rouen.fr/article.php3?id_article=37 
Creating a pupils’ success network service. How a teacher is posted to an “Ambition 
Réussite” post ("ambition to succed." The creation of more posts. 
- Académie d'Amiens. Le positionnement des enseignants Ambition réussite dans 

l’exercice de leurs nouvelles missions (Amiens Regional Education Authority. The 
"Ambition réussite" teachers’ position in the execution of their new duties) 

http://www.ac-amiens.fr/pedagogie/craeemd/article.php3?id_article=1121 
Account of a seminar devoted to the role of the additional teachers recruited for 
"Ambition réussite" networks.  
 
 

ToR 7, Support measures addresssed to pupils likely to become early 
school leavers 
See ToR 1 + ToR 3: 3-2 
 
TOR 10 – THE ASSESSMENT OF SUCCESS AND FAILURE REGARDING 
THESE POINTS AND INTERNAL AND EXTERNAL FACTORS THAT 
INFLUENCE IT 

 
Documentation 
 
To improve the guidance given to young people from underprivileged backgrounds at 
the end of the final year of “collège,” but also when they enter higher education. Indeed 
several DEP (Assessment and Forecasting Department) studies highlight these 
stumbling blocks: 
* fight against dropouts after general or technological first or second lycée year (about 
10,000 young people) or a professional second "lycée" year (pupils  16-18 years old), 
* direct more young holders of a BEP towards the professional baccalauréat, in 
particular through apprenticeship (Gaussel, 2007). 
* draw up an inventory of expected skills; 
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* set up systems for information and guidance; 
* encourage confrontation between the conceptions of the different people involved; 
* smooth over the sudden break-off in help with personal work (help which can be 
encouraged by continuous assessment, supplemental instruction (US), tutoring by other 
students, etc.; 
* ensure early remediation; 
* develop initiation into methodology; 
* encourage transparency in objectives and assessments: give preference to methods 
which support in-depth learning (see above); 
* give preference to open assessment; 
* fight against fragmentation and inflation of curricula and examinations 
* organise courses more flexibly; 
* diversify courses; 
* reassert the value of the teaching mission; 
* provide initial and in-service teacher training for teachers (Romainville, 2000, quoted 
by Gaussel, 2007). 

 

 

 

 

 

 

APPENDIX 2 

Legal framework relative to ToRs 4, 6 8 9 

 

 
TOR 4 - SUPPORT MEASURES FOR SCHOOLS WITH LARGE 
POPULATIONS OF PUPILS FROM IMMIGRANT BACKGROUNDS  
 

www.legifrance.gouv.fr 
 

- Loi n°2007-1631 du 20 novembre 2007 relative à la maîtrise de 
l'immigration, à l'intégration et à l'asile  

- Loi n°2006-911 du 24 juillet 2006 relative à l'immigration et à l'intégration 
- Loi n° 2006-396 du 31 mars 2006 pour l'égalité des chances 
- Loi n° 2005-32 du 18 janvier 2005 de programmation pour la cohésion sociale  
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- Loi n° 2001-624 du 17 juillet 2001 portant diverses dispositions d'ordre social, 
éducatif et culturel 

 
 
TOR 6 - SUPPORT MEASURES FOR SCHOOLS AND TEACHERS TO DEAL 
WITH THE PROBLEM OF HARASSMENT AND BULLYING  
 
www.legifrance.gouv.fr 
 

- Loi n° 2007-297 du 5 mars 2007 relative à la prévention de la délinquance  
- Loi n° 98-657 du 29 juillet 1998 d'orientation relative à la lutte contre les 

exclusions  
- Loi n° 98-468 du 17 juin 1998 relative à la prévention et à la répression des 

infractions sexuelles ainsi qu'à la protection des mineurs  
- Protocole d’accord du 4 octobre 2004 conclu entre le ministère de l'Éducation 

nationale et le ministère de l'Intérieur 
- Circulaire interministérielle (Education nationale, Justice et Intérieur) n°06-125 

du 16 août 2006  publiée au BO n°31, du 31 août 2006, relative à la «Prévention 
et la lutte contre la violence en milieu scolaire» vise à apporter des réponses 
concrètes à des faits et situations d'insécurité dans les établissements scolaires et 
à leurs abords. Les axes de la circulaire interministérielle de 2006. 

 
 

 
TOR 8 - SUPPORT MEASURES FOR PUPILS WITH A PHYSICAL OR 
MENTAL HANDICAP, AND PUPILS IN CARE 
 
http://www.education.gouv.fr/cid207/la-scolarisation-des-eleves-handicapes.html 
 
 

- Décrets mettant en place de nouvelles instances :  
• Décret n° 2005-1587 du 19 décembre 2005 : La Maison départementale 

des personnes handicapées (M.D.P.H.) : Sous la responsabilité du 
président du conseil général, la M.D.P.H. offre un guichet unique pour 
améliorer l'accueil, l'information et l'aide apportées aux élèves 
handicapés et à leur famille.  

• Décret n° 2005-1589 du 19 décembre 2005 : La Commission des droits 
et de l'autonomie (C.D.A.) La C.D.A. prend les décisions d'orientation et 
propose des procédures de conciliation en cas de désaccord. Elle associe 
étroitement les parents à la décision d'orientation de leur enfant. 

- Décret n° 2005-1752 du 30 décembre 2005 sur le parcours de formation de 
 l'élève : Le parcours de formation de l'élève s'effectue en priorité en 
 milieu scolaire ordinaire. Les modalités de déroulement de sa scolarité 
 sont précisées dans son projet personnalisé de scolarisation 
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- Décret n° 2005-1617  du 21 décembre 2005 sur l'aménagement des conditions 
 de passation des épreuves des examens et concours pour les candidats 
 handicapés. 

- Trois décrets concernant l'enseignement scolaire :  
• Le décret n°2005-1752 du 30 décembre 2005 relatif au parcours de 

formation des élèves présentant un handicap (application des articles 
L.112-1, L.112-2, L.112-2-1, L.351-1 du code de l'Education).  Il 
précise les dispositions qui permettent d'assurer la continuité du parcours 
de formation de l'élève présentant un handicap, y compris lorsque ce 
dernier est amené à poursuivre sa scolarité dans un  établissementde santé 
ou dans un établissement médico-social, ou lorsqu'il doit bénéficier d'un 
enseignement à distance. Il prévoit en particulier que tout élève 
handicapé a désormais un référent,  chargé de réunir et d'animer les 
équipes de suivi de la scolarisation prévue  par la loi pour chacun des 
enfants ou adolescents dont il est le référent. Sa mise en oeuvre est  
complétée par un arrêté relatif aux missions et au secteur d'intervention 
de l'enseignant référent  et par une circulaire. 

• Le décret n° 2006-509 du 3 mai 2006 relatif à l'éducation et au parcours 
scolaire des jeunes sourds  (application de l'article L.112-2-2 du Code 
de l'éducation). Il a pour objet de préciser les conditions dans lesquelles 
s'exerce, pour les jeunes sourds et leurs familles, le choix du mode de 
communication retenu pour leur éducation et leur parcours scolaire. 

• Le décret n°2005-1617 du 21 décembre 2005 relatif aux aménagements 
des examens et concours de l'enseignement scolaire (codifié aux articles 
D.351-27 à D.351-32 du Code de l'éducation)  et de l'enseignement 
supérieur pour les candidats présentant un handicap (application de 
l'article L.112-4 du code de l'éducation). Il donne une base juridique plus 
solide aux conditions d'aménagement prévues par la circulaire n° 2003-
100 du 25-6-2003. Par ailleurs, outre les aménagements explicitement 
prévus dans cette circulaire et par la loi du 11 février 2005, il prévoit la 
possibilité de conserver pendant cinq ans les notes des épreuves ou des 
unités obtenues aux examens, ou d'étaler, sur plusieurs sessions, des 
preuves d'un examen. Il est entré en vigueur au 1er janvier 2006, à 
l'exception de certaines dispositions relatives à la possibilité d'étalement 
des épreuves et de conservation des notes sur plusieurs sessions prévues 
la session 2007 des examens et concours. 

• Décret n° 2005-1754 du 30 décembre 2005 relatif à l'Institut national 
supérieur de formation et de recherche pour l'éducation des jeunes 
handicapés et les enseignements adaptés 

• NOR MENS0502786D  
J.O. du 31/12/2005 texte : n° 88(page 20815)  

• (Art. 30 (3°) : Disposition de coordination - Modification de l'art. 1er du 
décret n° 86-164 du 31 janvier 1986)  
 

- Loi n° 2007-293 du 5 mars 2007 réformant  la protection de l'enfance 
- Loi n° 2005-102 du 11 février 2005 pour l'égalité des droits et des chances, la 

participation et la citoyenneté des personnes handicapées 
- Loi n° 2003-400 du 30 avril 2003 relative aux assistants d'éducation  



 
269 

- Loi n° 2002-303 du 4 mars 2002 relative aux droits des malades et à la qualité 
du système de santé 

- Loi n° 98-657 du 29 juillet 1998 d'orientation relative à la lutte contre les 
exclusions 

 
 
TOR 9 - SUPPORT MEASURES TO FACILITATE THE EDUCATIONAL 
SUCCESS OF PUPILS FROM MINORITY BACKGROUNDS: ETHNIC, 
LINGUISTIC, RELIGIOUS, REGIONAL, ETC. 
 
Sources : http://www.educasol.org 

- Loi du 23 avril 2005 d'orientation et de programme pour l'avenir de l'école  
- Loi de programmation pour la cohésion sociale promulguée le 18 janvier 2005 

(JO du 19 janvier), titre III, intitulé " Promotion de l'égalité des chances ", 
chapitre II " Accompagnement des élèves en difficulté ", article 128, indique : 

- Circulaire de la DIV aux préfets du 27 avril 2005  
- Circulaire de la DIV aux préfets du 14 février 2006  
- Circulaire relative à l'élaboration des contrats urbains de cohésion sociale du 24 

mai 2006  
 

- Textes d’application de la loi de programmation pour la cohésion sociale  
 Différents textes d'application ont été publiés : 

• décret du 13 septembre 2005 relatif à la mise en œuvre des dispositifs de 
réussite éducative et modifiant le décret n°85-924 du 30 août 1985 relatif aux 
EPLE a été publié au Journal officiel du 20 septembre et au Bulletin officiel 
n°35 du 29 septembre 2005. 

• décret du 30 mai 2005, relatif aux caisses des écoles et modifiant le code de 
l'éducation, est paru au JO du 1er juin 2005 ; 

• décret  relatif aux groupements d’intérêt public (GIP) l’a été le 4 août 2005 ; 
• le décret  instituant une indemnité de vacation pour collaboration occasionnelle 

aux dispositifs de réussite éducative et l’arrêté pris en application à la même 
date. 

- Textes relatifs à l’égalité des chances dans l’accès aux formations d’excellence : 
Charte pour l’égalité des chances dans l’accès aux formations d’excellence, 
signée le 17 janvier 2005. 
 
 
 

APPENDIX 3 
Regional and local framework 

 
 

Collectivités locales et difficulté scolaire 
 

Résumé  
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Sélection thématique sur les collectivités locales et la difficulté scolaire. La gestion de la difficulté scolaire et 
l’organisation du temps péri-scolaire constituent un véritable enjeu de société pour lequel tous les partenaires locaux se 
mobilisent. L’association de l’école, des collectivités territoriales, des partenaires associatifs et des parents permet de 

venir efficacement en aide aux élèves les plus fragiles. De nombreux dispositifs ont vu le jour depuis que les 
collectivités locales ont en charge les établissements scolaires. Une meilleure articulation entre ces différents dispositifs 

et leur organisation récente en projets éducatifs territoriaux favorisent la réussite scolaire. 

URL 

http://www.educasources.education.fr/selecthema.asp?ID=132241 

Références documentaires 
 

Collectivités locales et difficulté scolaire 

A)Généralités 
     1)Historique : textes officiels 
     2)Politique éducative territoriale 
     3)Structures institutionnelles et autres organismes d'accompagnement 
B)Les dispositifs mis en place contre l'échec scolaire : panorama 
     1)Dispositifs Ville 
     2)Clubs Coup de pouce 
     3)PRE : Programme de Réussite Educative 
     4)Les CEL : Contrats Educatifs Locaux 
     5)Les CLAS : Contrats Locaux d'Accompagnement à la Scolarité 
     6)Les Réseaux Ambition Réussite 
     7)L'Accompagnement éducatif 
     8)Le Plan Espoir Banlieues 
C)Compte-rendus d'expériences au niveau territorial 
     1)Villes 
     2)Conseils généraux 
     3)Conseils régionaux  

 
Document créé le 07/07/2008 
Auteur(s) : CRDP D'Auvergne  
Editeur(s) : CNDP 
Notice documentaire de la sélection  

 
Cette sélection de documents numériques présente les dispositifs actuels de lutte contre l'échec scolaire au niveau 
local. Un rappel des textes et un panorama de la politique éducative territoriale précèdent différents compte rendus 
d'expériences. 
 
A)Généralités 
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     1)Historique : textes officiels 
Loi constitutionnelle du 28 mars 2003 
 
http://www.legifrance.gouv.fr/affichTexte.do?cidTexte=JORFTEXT000000601882&dateTexte  
Cette loi constitue une des premières étapes de la Loi de décentralisation. Elle étend les responsabilités des 
collectivités territoriales. Certaines collectivités peuvent désormais exercer des compétences... 
Notice documentaire | Mémoriser la référence  

 
Code de l’éducation : version consolidée au 1er mai 2008 
 
http://www.legifrance.gouv.fr/./affichCode.do?idAr[...]2&cidTexte=LEGITEXT000006071191&dateTexte=20080514  
Partie législative : dispositions générales et communes, Livre II : administration de l’éducation, titre Ier : la répartition 
des compétences entre l’état et les collectivités territoriales. Les... 
Notice documentaire | Mémoriser la référence  
 

 
     2)Politique éducative territoriale 
GUIDE 2008 : pour le Contrat Educatif Local et une Politique Educative Territoriale concertée 
 
http://www.oise.pref.gouv.fr/Site/Informations/pages_ddjs/maj191207/Guide_CEL.pdf  
Guide complet à l’usage des coordinateurs définissant la politique éducative territoriale, le contrat éducatif local et les 
différents dispositifs existants. Glossaire de sept pages de définitions des... 
Notice documentaire | Mémoriser la référence  

 
Vers un Projet Educatif Territorial 
 
http://www.haute-vienne.pref.gouv.fr/workspaces/po[...]ICHIERS/Services%20exterieurs/DRDJS/pet/dossier/d1  
Comment élaborer un projet éducatif territorial ? Principes généraux. Démarche. Etat des lieux. Création d’un groupe 
de pilotage. Coordination. Elaboration du projet. Suivi et évaluation 
Notice documentaire | Mémoriser la référence  

 
De la réussite éducative au projet éducatif territorial : la place de l’Ecole 
  
http://www.ac-creteil.fr/zeprep/dossiers/06_reussite_goepfert.pdf  
Plusieurs textes relevant aussi bien du champ de la politique de la ville que de celui de l’éducation prioritaire ont été 
adoptés depuis 2003 .Ils définissent un nouveau cadre de cohérence pour la mise... 
Notice documentaire | Mémoriser la référence  
 

 
     3)Structures institutionnelles et autres organismes d'accompagnement 
Accompagnement et soutien scolaires : carnet d'adresses 
 
http://www.educationprioritaire.education.fr/dossiers/soutien/Carnet.asp  
Organismes impliqués dans l’accompagnement scolaire. Adresses et sites internet. Organismes institutionnels. 
Mouvements d'éducation populaire et autres structures. Fédérations de parents d'élèves.... 
Notice documentaire | Mémoriser la référence  
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ACSE : Agence nationale pour la cohésion sociale et l’égalité des chances 
 
http://www.lacse.fr/dispatch.do?sid=site/politique_de_la_ville/objectifs_1/education  
L’Agence nationale pour la cohésion sociale et l’égalité des chances (l’Acsé) est un établissement public national à 
caractère administratif. Elle gère, entre autres, les crédits « réussite éducative »... 
Notice documentaire | Mémoriser la référence  

 
AFPEE : Association pour favoriser l'Égalité des chances à l'École 
 
http://www.apfee.asso.fr/pdf/APFEE.pdf  
L’AFPEE lutte pour obtenir, pour tout enfant, le droit à un parcours de réussite scolaire. Elle travaille sur la prévention 
de l’échec scolaire précoce, en particulier en agissant sur les... 
Notice documentaire | Mémoriser la référence  

 
La Ligue de l'enseignement : éducation, 
 
http://www.laligue.org/ligue/articles/index.asp?rub=edu  
La Ligue de l’enseignement est une association d’éducation populaire, complémentaire du service public d’éducation, 
qui aide les éducateurs à mettre la laïcité en œuvre, dans l’école comme dans la cité. 
Notice documentaire | Mémoriser la référence  

 
Délégation interministérielle à la ville : D.I.V 
 
http://www.ville.gouv.fr/article.php3?id_article=5  
La Délégation Interministérielle à la Ville aide les municipalités à mettre en œuvre la politique de l’état en matière 
d’éducation dans les zones urbaines sensibles 
Notice documentaire | Mémoriser la référence  
 
B)Les dispositifs mis en place contre l'échec scolaire : panorama 
     1)Dispositifs Ville 
La politique de la Ville : éducation 
 
http://www.ville.gouv.fr/article.php3?id_article=15  
Site de présentation de la politique de l’état mise en place dans les villes en faveur de l’égalité des chances dans les 
zones sensibles. Réduire les inégalités en matière éducative est un enjeu essentiel... 
Notice documentaire | Mémoriser la référence  
 
 
     2)Clubs Coup de pouce 
Les Clubs Coup de pouce 
 
http://www.bienlire.education.fr/02-atelier/fiche.asp?theme=2200&id=1145  
Un soutien à l’apprentissage de la lecture apporté aux élèves en difficulté et à leur famille. Dispositif piloté et financé 
par les municipalités en partenariat avec le Ministère de l’Education Nationale 
Notice documentaire | Mémoriser la référence  
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Rapport d’évaluation de l’action menée par l’Association pour favoriser une école efficace (apFÉE) 
http://lesrapports.ladocumentationfrancaise.fr/BRP/064000797/0000.pdf  
Rapport approfondi sur l’activité de l’Association et le dispositif d’aide à la lecture qu’elle a mis en place : les clubs « 
Coup de pouce » 
Notice documentaire | Mémoriser la référence  
 
 
     3)PRE : Programme de Réussite Educative 
Le Programme de réussite éducative 
 
http://www.ac-creteil.fr/zeprep/dossiers/05_reussite_pres.html  
Le programme de "réussite éducative" est particulièrement destiné aux Zones Urbaines sensibles et aux ZEP. Il 
accompagne les jeunes en difficulté pendant toute leur scolarité. Ce dossier présente... 
Notice documentaire | Mémoriser la référence  

 
La réussite éducative au coeur des quartiers 
 
http://www.lacse.fr/ressources/files/pol_ville___new/Ep_reussite_educative_BD.pdf  
Le programme de réussite éducative permet de prévenir l’échec scolaire des élèves de 2 à 16 ans vivants dans les 
quartiers concernés par la politique de la ville. 
Notice documentaire | Mémoriser la référence  
 
 
     4)Les CEL : Contrats Educatifs Locaux 
Contrat Educatif Local (CEL) 
 
http://www.education.gouv.fr/cel/default.htm  
Ces contrats concernent les activités scolaires, périscolaires et extra scolaires. Ils concernent tous les acteurs de 
l’éducation des jeunes : enseignants, associations, collectivités locales et familles 
Notice documentaire | Mémoriser la référence  
 
 
     5)Les CLAS : Contrats Locaux d'Accompagnement à la Scolarité 
Dispositif d'accompagnement à la scolarité, contrat local d'accompagnement à la scolarité (CLAS) 
http://nord-pas-de-calais.sante.gouv.fr/cohesion-sociale/fonction_parent/dass62/clas08/crculaire_11mai07.doc  
Circulaire interministérielle du 11 mai 2007 relative à la mise en œuvre de la politique d’accompagnement à la 
scolarité pour l’année scolaire 2007/2008 
Notice documentaire | Mémoriser la référence  

 
CLAS, fiche technique 2008/2009 
 
http://www.ac-nancy-metz.fr/casnav/as/docs_as/CLASfichetechnique2008.pdf  
L’accompagnement à la scolarité est un ensemble d’actions hors temps scolaire centrées sur l’aide aux devoirs et les 
apports culturels pour favoriser une meilleure réussite scolaire 
Notice documentaire | Mémoriser la référence  
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     6)Les Réseaux Ambition Réussite 
Le dispositif "Ambition-réussite" dans l'éducation prioritaire 
 
http://www.association-ozp.net/article.php3?id_article=2681  
Les réseaux Ambition réussite sont constitués d’un collège et des écoles de son secteur auxquels ont été attribué des 
moyens renforcés. Cette fiche extraite des remarquables « Fiches pour tout savoir sur... 
Notice documentaire | Mémoriser la référence  

 
Principes et modalités de la politique de l'éducation prioritaire 
 
http://www.education.gouv.fr/bo/2006/14/MENE0600995C.htm  
Cette circulaire (B.O. du 6/04/2006), qui précise la politique de l'éducation prioritaire, préconise une diversité des 
prises en charge des élèves et organise la mission des enseignants supplémentaires. 
Notice documentaire | Mémoriser la référence  
 
 
     7)L'Accompagnement éducatif 
Accompagnement éducatif 
 
http://www.education.gouv.fr/bo/2007/28/MENE0701447C.htm  
Dès cette rentrée scolaire, un accompagnement éducatif hors temps scolaire sera proposé tout au long de l’année à tous 
les élèves des collèges de l’Éducation Prioritaire et des Réseaux Ambition Réussite.... 
Notice documentaire | Mémoriser la référence  

 
La mise en place de l'accompagnement éducatif 
 
http://www.association-ozp.net/article.php3?id_article=4546  
Ce nouveau concept d'"accompagnement éducatif" s’inscrit dans la longue histoire des devoirs, des études surveillées 
ou dirigées jusqu’à l’accompagnement scolaire puis éducatif. Au moment ou écoles et... 
Notice documentaire | Mémoriser la référence  
 
 
     8)Le Plan Espoir Banlieues 
Espoir banlieues, une dynamique pour la France 
 
http://www.espoir-banlieues.fr/article.php3?id_article=29  
Le nouveau plan Espoir Banlieues en direction des zones sensibles implique les collectivités locales pour la mise en 
place d’internats d’excellence, l’expérimentation de busing au CM, la démolition-reconstruction... 
Notice documentaire | Mémoriser la référence  
 
 
C)Compte-rendus d'expériences au niveau territorial 
     1)Villes 
Guide du projet éducatif local de Perpignan : les dispositifs contractuels 
 
http://www.mairie-perpignan.fr/index.php?np=1494&nps=5  
Différents dispositifs sont utilisés par la ville de Perpignan : le contrat éducatif local, le contrat enfance et temps libre, 
le contrat d’accompagnement à la scolarité, le contrat de ville, le réseau... 
Notice documentaire | Mémoriser la référence  
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Différents dispositifs sont utilisés par la ville de Perpignan : le contrat éducatif local, le contrat enfance et temps libre, 
le contrat d’accompagnement à la scolarité, le contrat de ville, le réseau... 
Notice documentaire | Mémoriser la référence  

 
Projet éducatif local de la Ville de Brest 
 
http://www.pel-brest.net/rubrique1.html  
Les projets éducatifs locaux sont une nouvelle approche des questions éducatives dans leurs rapports avec le tissu 
économique, social et culturel local. Ils obligent à repenser l’éducation dans sa... 
Notice documentaire | Mémoriser la référence  

 
Les actions de la Ville de Mulhouse 
 
http://www.mulhouse.fr/fr/education.php?PAGEID=382  
Dans le cadre du programme de réussite éducative de la ville de Mulhouse à destination des élèves de la maternelle au 
collège, sont mis en place des ateliers pédagogiques d'arts plastiques, des clubs coups... 
Notice documentaire | Mémoriser la référence  
 
 
     2)Conseils généraux 
L'action du département 94 en direction des collèges 
 
http://www.cg94.fr/node/661  
Pour favoriser la réussite de tous les collégiens, le département du Val de Marne intervient en subventionnant des 
classes et ateliers relais, des classes d’accueil dont les objectifs sont de réinsérer... 
Notice documentaire | Mémoriser la référence  

 
Dispositif "Aider à la réussite" des Hauts de Seine : ateliers pédagogiques, études encadrées, Premis, classes relais, 
lecture 
http://education.hauts-de-seine.net/portal/site/education  
Le Conseil Général des Hauts-de-Seine met en place une aide à la réussite des élèves sous différentes formes : des 
ateliers pédagogiques organisés hors du temps scolaire, une aide aux devoirs dans... 
Notice documentaire | Mémoriser la référence  

 
Internat pour la réussite au collège Auguste Renoir à Asnières 
 
http://education.hauts-de-seine.net/portal/site/ed[...]775/1675c2877fd35010VgnVCM100000860aa8c0RCRD.vhtml  
L’internat pour la réussite est un internat urbain destiné à accueillir des jeunes qui ne sont pas en situation d’échec 
scolaire mais dont l’environnement familial n’est pas propice à leur réussite... 
Notice documentaire | Mémoriser la référence  

 
Médiateurs éducatifs 
 
http://education.hauts-de-seine.net/portal/site/ed[...]776/61de462ed1cf1010VgnVCM100000860aa8c0RCRD.vhtml  
En collaboration avec les différents acteurs du système éducatif les médiateurs mettent en œuvre des projets sur des 
thèmes humanitaires , luttent contre l’échec scolaire, préviennent les incivilités,... 
Notice documentaire | Mémoriser la référence  
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L'Accompagnement à la scolarité 
 
http://actions-educatives.valdoise.fr/heading/heading25880.html  
L'accompagnement à la scolarité est un instrument de partenariat indispensable permettant de favoriser la réussite 
scolaire du plus grand nombre de jeunes. Le réseau départemental de l'accompagnement à... 
Notice documentaire | Mémoriser la référence  
 
 
     3)Conseils régionaux 
Education scolarité : la réussite pour tous, c'est possible 
 
http://www.iledefrance.fr/les-dossiers/education-formation/reussite-pour-tous/  
Zoom sur le dispositif régional contre le décrochage scolaire... La Région Ile de France se propose de remobiliser les 
lycéens en difficulté scolaire grâce au programme « Réussite pour tous ». Pour... 
Notice documentaire | Mémoriser la référence  

 
Demain en main : appel à projets 
 
http://www.rhonealpes.fr/uploads/Document/3b/WEB_CHEMIN_1487_1209456989.pdf  
Dispositif mis en place pour financer les projets pédagogiques des lycées engagés dans une démarche de prévention de 
l’échec scolaire, éducation à la citoyenneté, éducation à l’environnement et au... 
Notice documentaire  Mémoriser la référence  
 
Notice documentaire de la sélection 

 
métadonnées du site educasources 
 © SCÉRÉN - CNDP 2008  
Contacts - Crédits - Mentions légales 

   LIST OF ABBREVIATIONS 

 
(For explanations about French terms and terminology, see Research Orientations, 3-3, 

p. 20 sq) 

 
AIS : Adaptation et intégration scolaire : Education district for children considered as maladjusted or so-

 called “special needs” in the UK.  

ANPE : Agence nationale pour l’emploi : National Agency for Employment. 

ANRU : Agence nationale pour la rénovation urbaine : National Agency for urban renovation 

ANCSEC : Agence: nationale de cohésion sociale et d’égalité des chances : National  Agency for  

 social cohesion and equal opportunities. 

AVS : Auxiliaire de vie scolaire :Teaching assistant for disabled pupils. 

BEP : Brevet d’études professionnelles : Professional studies certificate (at the age of 16).   
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BO or BOEN/JO : Bulletin officiel de l’Education Nationale, Journal officiel (de la République 

 française) : Official Bulletins giving details of laws and official announcement (the Gazette in 

 UK).  

BT : Brevet de technician : Vocational training certificate (at the age of 16). 

BTS : Brevet de technicien supérieur : Vocational training certificate (at the age of 18). 

CAP : Certificat d’aptitude professionnelle : Vocational training certificate (City and Guilds examination 

 in UK).   

CAPEPS : Certificat d’aptitude au professorat de l’éducation physique et sportive : Secondary school 

 teacher’s diploma for physical training. 

CAPES : Certificat d’aptitude au professorat de l’enseignement du second degré : Secondary school 

 teacher’s diploma. 

CAPET : Certificat d’aptitude au professorat de l’enseignement technique : Technical teaching diploma. 

CAPLP : Certificat d’aptitude au professorat de lycée professionnel 2ème grade : Vocational secondary 

 school teacher’s diploma  

CAS : Centre Alain Savary (INRP). 

CASNAV: Centre académique pour la scolarisation des élèves nouvellement arrivés et des enfants du 

 voyage : Regional (académique) centre for new immigrant pupils and children of travellers 

 (Roma pupils), ex CEFISEM. 

CDDP : Centre départemental de documentation pédagogique : Departmental centre of teaching 

 documentation.  

CDES : Commission départementale d’éducation spécialisée : Specialised departmental education 

 committee. 

CDPAPH : Commission départementale des droits et de l’autonomie de la personne handicapée :

 Departmental Committee for the rights and autonomy of the disabled, replaced CDES and 

 COTOREP.  

CE2 : Cours élémentaire 2ème année : Third year of primary school (at age of 8-9). 

CEBSD : Combined European Bureau for Social Development. 

CEDIAS : Centre d’étude, de documentation, d’information et d’action sociales : Centre for studies, 

 documentation, information and social actions. 

CEFISEM : Centre de formation et d’information sur la scolarisation des enfants de migrants : Centre of 

 training and information about immigrant children’s schooling.  Now  called CASNAV. 

CEL : Contrat éducatif local : Local education contract.  

CEMEA : Centres d’entraînement aux méthodes d’éducation actives : Training centres for active 

 education methods (pedagogical movement). 

CEREQ : Centre d’études et de recherches sur les qualifications : Centre for studies and research into 

 qualifications. 

CFA : Centre de formation d’apprentis : Vocational training centre for apprentices. 

CIO : Centre d’information et d’orientation : Information and orientation centre. 

CIPPA : Cycle d'Insertion Professionnelle par Alternance : Vocational/education sandwich programmes. 

CITE : Classification internationale des types de l’éducation : International classifications of types of 

education. 

CLAS : Contrat local d’accompagnement scolaire : Local schoolwork support contract. 
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CLIPA : Classe d’initiation professionnelle en alternance : Sandwich vocational induction courses.  

CLIS : Classe d’intégration scolaire : Inclusion class for disabled pupils in primary school. 

CNCPH : Conseil National Consultatif des Personnes Handicapées : National consultative council for 

 the disabled. 

CODAC : Commissions d’Accès à la Citoyenneté : Commissions of Access to Citizenship.  

COPEC : Commission pour la promotion de l’égalité des chances : Commission for the promotion of 

 equal opportunities, ex CODAC. 

COTOREP : Commission technique d’orientation et de reclassement professionnel : Technical 

 orientation and professional placement committee. 

CPGE : Classe Préparatoire aux Grandes Ecoles (“prépa.”) : Programme which prepares students for 

 the competitive entrance exam (concours) for the Grandes Ecoles.  

DEUG : Diplôme d’études universitaires générales : Diploma taken after two years at university.  

DIMA: Dispositif d’initiation aux métiers en alternance : Sandwich vocational induction schemes.  

DUT : Diplôme universitaire de technologie : Two-year higher education diploma. 

E2C : Ecole de la seconde chance : Second chance schools  

EN : Ecole Normale : College of education for primary teachers.  

ENA : Ecole Nationale d’Administration :  National civil servant school for top civil servants.  

ENS : Ecole Normale Supérieure :  College of education training top teachers.  

EPLE : Etablissement public local d’enseignement : Local state education institution. 

ESEN : École supérieure de l'éducation nationale : National Education College. 

ESF : European Social Fund. 

ESSEC : École Supérieure de Sciences Économiques et Commerciales :  College of economic and social 

 sciences for top managers.  

FAS : Fonds d’action sociale pour les travailleurs immigrés et leur famille : Social action funds for 

immigrant workers and their families. 

FCPE : Fédération des Conseils de Parents d’Elèves : Parents Association. 

FI : Formation Intégrée : Integrated training. 

FNASEPH : Fédération Nationale des Associations au service des Elèves Présentant une situation de 

Handicap : National federation of associations for disabled pupils. 
GAIN : Groupe d'Aide à l'Insertion : Support group integration programmes.  

HALDE : Haute autorité de lutte contre les discriminations et pour l’égalité : High Authority against 

 discrimination and for equality. 

HEC : Ecole des Hautes Etude commerciale : Business  school for top managers.  

ICEM : Institut Coopératif de l’École Moderne : Cooperative Institute of the Modern School (Freinet). 

IEP : Institut d’Études Politiques : Institute of Political Studies, a “grande école” often called “Sciences 

 Po” (Political Studies). 

IME : Institut médico-éducatifs : Medico-educational institutes for disabled pupils. 

INSEE : Institut National de la Statistique et des Etudes Economiques/ National Institute for economic 

and statistical information. 

IREDU : Institut de Recherche sur l'EDUcation :  Education research institute. 

ISCED :  International Standard Classification of Education (UNESCO) 

ITAQ : Itinéraire personnalisé d'Accès à la Qualification : Tailored qualification programmes. 
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ITEP : Institut thérapeutique éducatif et pédagogique : Therapeutic educational institutions for multi-

 disability pupils.  

IUFM : Institut universitaire de formation des maîtres : College of education. 

 IUP : Institut Universitaire Professionnel : Vocational higher education institute. 

IUT : Institut Universitaire de Technologie : Technological higher education institute.  

LP : Lycée professionnel : Vocational secondary school (at age of 15/16-17/18). 

MDPH : Maison départementale des personnes handicapées : Departmental centre for the disabled. 

MEN : Ministre/Ministère de l’Education Nationale : Education Minister/Ministry. Department for 

 Education and Employment in the UK.. 

MGI : Mission générale d’insertion : General integration mission. 

MOREA : Module de Repréparation aux Examens par Alternance : Basic schooling and exam 

 preparation work/education sandwich programmes.  

MODAL : Module d'Accueil en lycée. Special secondary school reintegration programmes. 

OECD : Organisation for Economic Co-operation and Development. 

ONED : Observatoire de l’enfance en danger : Observatory for children at risk. 

PE : Professeurs des écoles : Primary school teachers, ex instituteurs. 
PIB : Produit intérieur brut : GDP / Gross domestic product. 

PIRLS : Progress in International Reading Literacy Study. 

PISA : Programme for International Student Assessment. 

PJJ : Protection judicaire de la jeunesse : Youth  department,  special young offenders service at the 

 Ministry of Justice. 

PPRE : Programme personnalisé de réussite éducative : Tailored educational success programme. 

PRISME : Promotion des Initiatives Sociales en Milieux Educatifs : Fostering Social  Initiatives in 

 Education circles association. 

RASED : Réseau d’aides spécialisées aux élèves en difficulté : Specialised support network for  

 children at risk (specific needs in the UK). 

REP : Réseau d’éducation prioritaire : Education Priority Network.  An extended ZEP. 

RMI : Revenu minimum d’insertion : Minimum income for social integration. 

SCEREN : Service Culture Editions Ressources pour l’Education Nationale : Cultural Editions and 

 Resources Service for national education, previously named CNDP.  

SEGPA : Section d’enseignement général et professionnel adapté : Adapted general and vocational 

 education programme (at  age of 14 - 15).  

SESSAD : Service d’éducation spéciale et de soins à domicile : Special education service and home care 

 facilities for disabled pupils. 

SGEN-CFDT : Syndicat général de l’Education Nationale-Confédération Française Démocratique du 

 Travail : General trade union of national education-French democratic trade union of work. 

SNPDEN : Syndicat national des personnels de direction de l’Education nationale :  National trade 

 union of national education managers. 

STS : Section de techniciens supérieurs : Undergraduate level technicians preparing a BTS. 

Sup. de Co. : Ecole Supérieure de Commerce. Business  school. See Grande Ecole  p. 21-22. 

UNESCO : United Nations Educational, Scientific and Cultural Organization 
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 UPI : Unités pédagogiques d’intégration : Education inclusion units for disabled pupils in primary 

 school. 

VEI : Ville, Ecole, Intégration. City, school, inclusion : a CNDP/SCEREN department. 

VST : Veille scientifique et technologique : Scientific and technological development monitor (an INRP 

 database).  

ZEP : Zone d’éducation prioritaire : Education Priority Zone (EAZ: Education Action Zones in the UK). 

ZUS : Zone urbaine sensible : Urban problem area.  

 

 

 




