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Gender stereotypes amongst Mi’gmaq college students 
While it is generally considered that the development of a child’s gender identity crystallizes 
around the age of seven (Boyd and Bee, 2015), studies suggest that the construction of gender 
identity is dynamic and can be reorganized during the child’s further development (Mieeya and 
Rouyer, 2013). In any case, most college students will already have internalized many of the 
characteristics, attitudes and behaviours traditionally associated with their gender through 
gendered socialization (SCF, 2018). Gender stereotypes mark gender differences, and these 
differences are more apparent amongst students who are considered “at risk” in terms of their 
schooling (Roy, Bouchard & Turcotte, 2012a, p. 34). 

Identity Development 
The issue of identity development must be approached from the perspective of school 
perseverance by sex for two main reasons. First, the development of gender identity continues in 
college and identity construction in boys and girls is marked by significant differences. Second, the 
path taken by students as they develop their identity can greatly influence their motivation to 
study, which is one of the key factors in student retention (Roy, Bouchard & Turcotte, 2012d). Most 
college students are at an age and in a place—college—where the quest for identity is experienced 
intensely (Roy, 2011, in Roy, Bouchard & Turcotte, 2012c). Examining the differences specific to each 
sex and how they construct their identities and make it possible to understand young people 
better as they make their way through this time of experimentation, and to foster their success at 
school. 

Interplay Between Personal, Professional, and Cultural Identity 
According to the Conseil supérieur de l’éducation (2002), the transition from secondary school to 
college seems to be a critical step in the academic and personal progress of students in a context 
of social change that adds to the difficulties they must already deal with as they attempt to define 
their personal and professional identities. On top of this, indigenous students also have to deal with 
the necessity of valuing their cultural identity, which is a minority amongst the dominant culture 
of the student population. Besides, young indigenous college students mentioned having to drop 
out of school at some points to re-engage with this identity and come back to their academic 
progress stronger (Gauthier, 2015a). Yet, valuing their cultural identity is a key element of their 
academic perseverance as studies have shown that indigenous students who succeed best have a 
strong attachment to their ethnic identity. Therefore, the most persevering students have used 
their ethnic identity as an emotional anchor point building their confidence and a sense of security 
while facing adversity and cultural discontinuity (Joncas & Lavoie, 2015, p. 18). 

Three main dimensions emerge from the literature on the subject: the teacher-student 
relationship, the students’ relationships with their parents, and their involvement in school 
activities (Roy et al., 2012c). Although gender differences do appear for the first two dimensions, it 
would seem that involvement in extracurricular activities has a fairly significant influence on 
identity development in both boys and girls since it allows them to learn more about themselves 
(strengths, interests) and to assert themselves more clearly as people (Roy et al., 2012c). 

Identity Construction in Boys 
Some elements more specifically mark identity construction in boys. First, it would seem that boys 
have more difficulty with the transition from secondary school to college (Roy et al., 2012c, p. 62). 
This transition can be particularly difficult for young indigenous boys, who then no longer have an 
environment that is familiar to them and are suddenly part of a cultural minority (Gauthier, 2015, 
p. 13; Joncas & Lavoie, 2015). Indeed, when they arrive at college, indigenous and non-indigenous 
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boys are markedly less certain about what they want to do later in life and make their career 
choices later than girls do (Boutin, 2011). They also arrive at college in search of independence, 
which they perceive as a condition necessary for their own identity development. In keeping with 
their desire for emancipation and their affirmation of identity, boys seem more inclined to develop 
individual learning styles and to circumvent the rules determined by the school world (Roy et al., 
2012c, p. 62). 

Identity Construction in Girls 
There is little documentation dealing with identity construction in college girls, indigenous or not. 
In contrast to their male classmates, female college students begin their post-secondary studies 
with a firmer idea of their career choices and become involved in extracurricular activities so as to 
count on the support of the other members of the group associated with their activity and to forge 
their identity by building on their membership in this group (Roy et al., 2012c). Many female 
students are also constructing their mother identity at the same time, alike Innu female students 
in Baie-Comeau’s CEGEP—who are for the most part single mothers (Santerre, 2015), which 
complexifies their identity construction. 

Gender identity development 
Ultimately, both boys and girls 
may continue to build their 
gender identities into 
adulthood. According to a 
conceptualization by John 
Robert Sylliboy (2019, p. 106), a 
two-spirited Mi’gmaq, the 
identity of a human being 
(L’nu) has four dimensions 
(emotional, spiritual, physical 
and mental) and encompasses 
both historical traditions and 
contemporary practices. 
Therefore, Mi’gmaq children 
develop their gender identity 
while balancing its spiritual 
dimension, rooted in cultural 
traditions, and its mental 
dimension that reflects 
contemporary practices. The 
physical dimension on its part 
is associated with sexual 
identity, for example the child’s 
biological sex, while the 
emotional dimension is 
associated with gender 
identity. According to the 
LGBT Family Coalition (2018, p. 2), gender identity is an individual’s gender experience which may 
or may not correspond to their biological sex or the one assigned at birth. Consequently, any 
individual may identify themselves as a man, a woman or somewhere between these two poles, 
regardless of their biological sex. All people—regardless of sexual orientation—have a gender 
identity. 

FIGURE 1. L’NU MODEL (SYLLIBOY, 2017). 
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In many First Nations, people with a gender variant identity are called two spirits (Sylliboy, 2017). If 
the definition of the term “two-spirits” changes from one Nation to another, “Albert McLeod defines 
it as ‘a term used to describe aboriginal people who assume cross- or multiple-gender roles, 
attributes, dress and attitudes for personal, spiritual, cultural, ceremonial or social reasons.’” 
(Monkman, 2016). There is no specific word in Mi’gMaq to adequately represent this concept, 
although undergoing studies might determine which Mi’gmaq expression would represent it best 
(Sylliboy, 2019). 

College students may, therefore, wonder about their gender identity or be trans; in other words, 
their gender identity might not be the same as their sex at birth whether their transition or coming 
out has actually occurred or not. Gender identity is not necessarily linked to a young person’s 
interests (activities, clothing, career choices). So it is important to avoid thinking, for instance, that 
because a boy is interested in a so-called feminine activity, he sees himself as a girl, or vice versa 
(SCF, 2018). 

Gender Stereotypes in Young Mi’gmaq College Students 
As they build their identities, young people rely on and learn from the various models they have 
encountered in their lives—within their families, amongst their friends, in the media, their teachers, 
their communities Elders, etc. Some of these models may reproduce gender stereotypes that 
today seem natural to us. For instance, we associate cooperation, reading, softness, relationships 
and calmness with women, whereas competition, sports, strength and independence tend to be 
associated with men. 

In young college students, these stereotypes are expressed in different ways. According to a 
literature review on the subject, girls appear to be more involved in the relationships they create 
through their social networks. The spirit of cooperation would more often than not be an important 
reference value that they have integrated well at college. As for boys, individualism and 
competition appear to generally have greater value to them. Their social networks generally appear 
to be less rich than those of girls (Roy et al., 2012d, p. 9). In addition, boys appear to be less likely 
than girls to use existing resources if they encounter problems. Brooks (1998) schematically 
illustrated the contradictions between the requirements set for receiving help (i.e.: revealing one’s 
private life, waiving control, being vulnerable, introspection, coping with one’s pain and suffering, 
etc.) and some traits associated with male socialization (i.e.: hiding one’s private life, maintaining 
control, being invincible, acting and doing rather than looking inwards, denying one’s pain and 
suffering, etc.) (Roy, Bouchard & Turcotte, 2012b, p. 9). 

Amongst the various behaviours and characteristics marked by gender stereotypes, the most 
common are the following: 

Girls Boys 
Cooperation Competition 

Are more sensitive and emotional Are more rational and do not show their emotions 
Are better at reading, languages and art Are better at sports, science and mathematics 

Take care of others more Are more independent 

TABLE 1. MALE AND FEMALE STEREOTYPES 

This being said, these stereotypes are not based on biological characteristics, nor have they been 
scientifically proven. At birth, the brains of boys and girls differ only in reproductive function. 
Children aged 0 to 3 years old therefore have the same cognitive (intelligence, reasoning, memory, 
attention, spatial identification skills) and physical skills (Vidal, cited in Piraud-Rouet, 2017). The 
differences between boys and girls that develop are attributable to the brain’s plasticity, that is to 
say, its ability to transform according to its learning and its environment (Piraud-Rouet, 2017). As 
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for the psychological or behavioural differences between the sexes, while they tend to increase 
from childhood to adulthood, they are nearly absent in infants and young children (Cossette, 2017). 

This may explain why there are nevertheless differences between female and male college 
students: they often have had more than 18 years to learn the social standards expected of girls 
and boys because they were socialized differently! 

Differentiated socialization 
Differentiated socialization is the process of inculcating in children the behaviours expected of 
their sex in keeping with the standards that exist in the society in which they are growing up. Much 
of this differentiated socialization takes place without our knowledge, totally unconsciously. 
Foremost, it occurs through family influence and this influence continues to have an impact until 
children are old enough to attend college. According to a study on identity construction in college 
boys, some respondents said that their parents appear to have encouraged them to develop their 
independence more than that of girls by raising them in a manner that is less protective, 
emphasizing that they need to learn to “figure it out for themselves”. Some boys reported learning 
the “hard way” more than their sisters who were more often protected (Roy et al., 2012a, p. 63). Thus, 
when asked about this subject, young people perceive these differences in the way their parents 
behave towards them, since they change their behaviours depending on the child’s gender. This 
differentiated socialization, also transmitted by the media, society, school and by many other 
agents, also greatly modulates the relationship boys and girls have with school and learning. 
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Mi’gmaq College Students’ Learning Styles and Relationship With School 
The experience of Mi’gmaq college students is marked by a variety of gender stereotypes resulting 
from gender-based differentiated socialization and cultural biases derived from a lack of 
knowledge between Quebec’s indigenous and non-indigenous people (Gauthier, 2015b). In this 
section, we look at how this socialization influences the students’ connection to school and their 
learning styles as well as how the teaching staff contribute to differentiated socialization without 
realizing it. 

School Leaving at College: A Gendered Situation 
College dropout rates are alarming. For technology programs, for instance, the success rate after 
six years is only 66% (Breton, 2016). There is also still a gender gap in terms of the graduation rate, 
which reflects a gendered connection to school. 

In the Gaspésie–Îles-de-la-Madeleine administrative region, for the student cohort that entered 
college in 2009, the graduation rate—students who obtained their DCSs two years after the usual 
duration of the program—was 61.7% for girls and 50.9% for boys, a difference of 10.8% (Cartojeunes, 
2019). In Québec, moreover, this rate has fallen further for girls (from 70.3% to 67.4% over five years) 
than for boys (57.3% to 56.1%) (Dion-Viens, 2017), all Nations combined. The Cégep de la Gaspésie et 
des Îles-de-la-Madeleine welcoming very few Mi’gmaq students, we are unable to access data 
related to their school retention at this level. 

The reasons why girls and boys drop out of college are also very different (Roy et al., 2012b): 

For boys For girls 
Factors connected to the educational institution; Personal and family-related reasons and 

difficulties; 
Attraction of the labour market; Academic difficulties; and 

Lack of motivation (or interest) and commitment 
to their studies; 

Too heavy a workload. 

Role exerted by their social network (friends who 
want to drop out of school); and 

 

Low importance of academic success in terms of 
values. 

 

TABLE 2. REASONS WHY BOYS AND GIRLS DROP OUT OF SCHOOL AT COLLEGE LEVEL. 

Lack of motivation and commitment to education are two very important factors in determining 
student retention, which may explain why more boys drop out (Roy et al., 2012d). In addition, 
employment opportunities for boys without diplomas are much more interesting than those that 
exist for girls (Chouinard, Bergeron, Vezeau & Janosz, 2010), traditionally male jobs being better 
paid than those traditionally reserved for women. However, more girls are able to conciliate work 
and their studies (Duchaine, 2017) as well as family responsibilities and studies (Santerre, 2015), 
which might explain why, when they do drop out, they say it’s because their work load is too heavy 
or they’re having trouble at school. 

Finally, it must also be said that sociocultural origin and gender play a role in the number of 
students enrolled: upon arrival at college, the disparity between young men and young women is 
even greater for young people from less advantaged sociocultural communities: 30 men for 70 
women, when both parents have at best completed their secondary school studies. In contrast, this 
imbalance is considerably mitigated when the young people come from advantaged communities 
(53 women for 46 men) (Eckert, 2010, p. 158). 
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Learning Styles and Relationship With School 
Before looking at the differentiated connection to school and learning of Mi’gmaq boys and girls, 
let’s look at a few context points related to the connection of First Nations to school as an 
institution. First of all, it is worth repeating that for hundreds of years, amongst Indigenous peoples, 
teachings have been passed on within the context of the family and the community. School has 
been implemented just over 50 years ago; First Nations’ educational tradition is then quite young 
and it clashed in many ways with their traditional lifestyle (Commission de l’éducation, 2007, p. 10). 
The residential schools, implemented in Quebec between 1934 and 1980, as well as all the colonial 
system, negatively impacted indigenous people’s relationship with educational institutions 
(Gauthier, 2015b; Santerre, 2015). Indigenous youth has consequently developed a critical attitude 
towards the occidental educational institution, considered as a domination and assimilation 
ideological apparatus (Gauthier, 2015b, p. 16). 

We can then say that for a majority of indigenous students, school clashes with their culture 
(Brabant et al., 2015) and their connection to it is tainted with mistrust. A study conducted at the 
Baie-Comeau CEGEP offers a concrete example, as researchers explain that Innu students leaving 
the community face prejudices coming from their own surroundings, especially when they 
perform well in school. Respondents agree that indigenous students aren’t encouraged to persist 
in school. Those who do are called “apples”, a comparison meaning they have red skin on the 
outside, but a white heart on the inside (Gauthier, 2015b, p. 84). Fortunately, Audy and Gauthier 
(2019) highlight that according to many researchers, young First Nations members’ connection to 
school and education is the theatre of a profound change and is becoming a lot more positive, less 
reactive and resistant. 

According to the Canadian Council on Learning (2007), learning from an indigenous perspective is 
holistic and experiential, it is a lifelong process rooted in Aboriginal languages and cultures, it is 
spiritually oriented, it is a communal activity, involving family, community and Elders and it 
integrates Aboriginal and Western knowledge. 

Perceptions of School Perseverance and Academic Success 
It is also important to underline a few elements related to the perceptions of school perseverance 
and academic success amongst First Nations, even though it can vary from one Nation to another 
and from one person to another. If, in the European-inspired educational system, academic success 
is measured with grades, it is often the other way round in indigenous communities, where the 
survival of the culture and the language is equally important (Commission de l’éducation, 2007), 
where family is a priority (Gauthier, 2015b) and where succeeding means obtaining a diploma, even 
if it takes longer than what is initially planned in the regular pathway stated in the program they’ve 
engaged in (Santerre, 2015). For the Innu, for example, academic success is defined by parents, 
students and teachers more in terms of perseverance and of capacity to put in enough efforts to 
get passing grades. The notion of perseverance then becomes an important dimension of 
academic success (Commission de l’éducation, 2007, p. 11). For the Inuit, ancient know-how that 
supports traditional lifestyles, such as knowing how to survive in tundra, is equally important 
(Commission de l’éducation, 2007). Within the Innu community of Mashteuiash, it is assumed that 
academic success is a collective responsibility and that it is by taking into account all dimensions 
of the Human Being that we achieve good health, a pride feeling and academic success. The 
Pekuakamiulnuatsh have a global and holistic vision of the present time and the future, and they 
make sure to foster the spiritual, emotional, mental and physical fulfillment of everyone (Girard & 
Vallet, 2015, p. 27). 

During a panel organized in the context of a symposium on the academic perseverance of First 
Peoples, young indigenous graduated students shared as follows their perception of academic 
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success and perseverance (Gauthier, 2015a, p. 99): already very proud of being accepted in a 
graduated program, with all the other steps and efforts that comes with it in their sociocultural 
context (let’s not forget that they come from very remote communities), their first concern is to 
adapt progressively to their new student reality. They are not very worried about performing in 
class and they aren’t traumatized by an eventual failure. In their mind, it isn’t a big deal if it happens, 
they have the patience to redo the course if necessary. 

Therefore, the length of their studies isn’t very important to them, even if failures, considered 
necessary by many Innu students from the Cégep de Baie-Comeau, are difficult to take, because 
they sometimes have the impression that non-indigenous teachers and students believe they are 
not able to succeed because of their indigenous roots. This perception brings some indigenous 
students to drop out courses or even the whole program they are enrolled in (Gauthier, 2015b, 
p. 88). 

Consequently, when looking at the connection to learning of young Mi’gmaq boys and girls, we 
have to put aside the accounting view of academic success to adopt a holistic approach (St-Amant, 
2003). In that sense, the First Nations Holistic Lifelong Learning Model of the Canadian Council on 
Learning (2009) is a good example of how the connection to learning of many First Nations 
members isn’t limited to the educational institution itself, but has to be rooted in the community, 
to touch on many dimensions of the individual and the society, and has to be formal at certain 
moments, such as during the post-secondary schooling process, and informal at other times, such 
as during early childhood. 

 
FIGURE 2. FIRST NATIONS HOLISTIC LIFELONG LEARNING MODEL (CANADIAN COUNCIL ON LEARNING, 2009) 
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Gender stereotypes and learning styles 
Some behaviours, values and characteristics that vary significantly by sex have been targeted by 
teams conducting research in the education field (Eckert, 2010; Baudoux and Noircent, 1993; Roy, 
Bouchard and Turcotte, 2012a, 2012b, 2012c) since they are connected to school perseverance: 

Boys… Girls… 
Attach more importance to competition; Attach greater importance to the relational sphere 

(family, loved ones, friends); 
Are involved in more physical activities outside 

college; 
Attach more importance to respect; 

More often deal with their problems alone; Attach more importance to the effort needed to 
succeed; 

Drink more alcohol; Read books more often; 
Are involved in more extracurricular activities; More often feel the workload is too heavy; 

Comment spontaneously more often; Spend more time on their studies; 
Are more mobile in class and take over the area 

around them; 
Attach more importance to academic success and 

obtaining a college diploma; 
More often answer questions identified as difficult; Attach more importance to having a united family; 

Speak out more often even if they haven’t been 
asked to do so; 

Earn better grades; 

More often answer questions that have nothing to 
do with the subject matter; 

Attach more importance to having a successful 
relationship with their partner; 

Are more unruly and argue more against 
instructions from teachers; 

Consider their teachers’ levels of knowledge to be 
higher; 

Interrupt speakers more, tease and push others 
more, particularly girls; and 

Help more, congratulate more and disapprove 
boys less than the opposite; 

Consult the teachers at the head of the class more 
often. 

Receive more hostile comments from boys, are 
criticized more often, are targeted by sexist 

comments, are assaulted verbally and physically; 
 More often answer closed questions put to the 

group; 
 Raise their hand more often without obtaining 

acknowledgment; and 
 Ask for more explanations at the end of the class. 

TABLE 3. ACADEMIC BEHAVIOURS, VALUES AND CHARACTERISTICS ACCORDING TO GENDER. 

Noircent and Baudoux (1993, p. 154) also note that in situations where boys and girls are on the 
same team, tasks are distributed according to gender stereotypes. In addition, the authors 
mention that it is in the natural science groups that girls are most invisible when it comes to 
speaking and where they are most often interrupted; in contrast, in social science groups and in 
groups where they are a minority, they behave more actively. Finally, girls would seem to be quieter 
in technology classes and in classes that are mostly female or that have male-female parity. Saint-
Amant (2003) notices that amongst First Nations, a gap between boys’ and girls’ academic 
perseverance is also noted, at a point where resilience in school seems to be associated with girls. 

These characteristics, observed more frequently in boys and girls, are the outcome of gender-based 
differentiated socialization built on gender stereotypes. For instance, if boys are expected to be 
competitive, be more mobile, and occupy more physical and sound space, they will develop by 
trying to meet these implicit expectations. These stereotypes influence the connection to learning 
and school differently for boys and girls. 

As Baudoux and Noircent (1993, p. 150) point out, the teaching staff, who are very sensitive to issues 
of equity in education, do not suspect they treat students differently. And yet, this is the case: 
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teachers unconsciously reproduce gender stereotypes through their own interactions with 
students and because of what they expect of their students. Consequently, not only do they 
evaluate behaviour differently by gender, they also tend to spot behaviours that are consistent with 
male or female gender (Baudoux and Noircent, 1993). Here are a few examples. 

General observations 
1. Teachers often ask boys open questions while girls are asked to answer closed or multiple-

choice questions. 
2. In cases where boys and girls get the same poor grades, girls are twice less likely than boys 

to be considered of concern by their teachers. 
3. When teachers believe that the assignments they are correcting were submitted by boys, 

they give higher grades. 
4. A very well-presented assignment is devalued if the teacher supposes it was produced by a 

girl and complimented if the teacher thinks it was done by a boy.  
5. Teachers tend to attribute poor results by boys to a lack of effort; in contrast, when girls do 

poorly they tend to attribute it to a lack of intellectual skills.  
6. Boys are more often punished or reprimanded publicly while girls are spoken to briefly, 

quietly, often unbeknownst to the rest of the class. 
7. Interactions between teachers and students are stereotyped; domination and separation 

are used with boys (teachers use the imperative) while girls are spoken to softly and are 
encouraged to be complicit with their teachers. 

8. The use of the masculine as the generic pronoun not only discriminates against girls but 
also renders women and their accomplishments invisible, and causes female students to 
tend to stay on the sidelines. 

9. Many stereotypes continue to be depicted in the books and texts used in class; this in itself 
excludes women from the narrative content.  

10. Teachers don’t get as close physically to girls as they do to boys when their students ask 
them questions unless the class is mostly female. 

Boys… 
1. Receive more attention from teachers in terms of approval (congratulations), disapproval, 

comments or listening than girls; 
2. Are asked more direct, semi-open, complex or abstract questions; 
3. Receive more instructions from their teacher prior to beginning an assignment and more 

encouragement later; 
4. Are more active and have more educational interactions with their teachers;  
5. Occupy a greater space in discussions centred on the topic, initiate such discussions, answer 

questions, comment spontaneously and direct lesson content; 
6. Receive more individual help from teachers, who scrutinize their responses more closely for 

potential learning difficulties; 
7. Are better known to their teachers, who remember their first names more quickly, are more 

concerned with their success and see them more quickly as individuals; 
8. Are criticized more often for incorrect answers or even for not answering; and 
9. Even when boys and girls exhibit the same reprehensible behaviours, boys are reprimanded 

more often. 

Girls… 
1. Participate less in class discussions and are more likely to be invisible; 
2. Not only receive fewer instructions, but teachers take the initiative to complete tasks the 

girls should have performed; their independence is not encouraged as much; 
3. Are part of an undifferentiated group for a long time; questions tend to be put to the group 

and not to individual girls; 
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4. Do not object to doing boring jobs; and 
5. Fail to obtain answers to their questions more often than boys. 

These differentiated attitudes on the part of students and staff towards male and female students 
are unconscious, but nevertheless very much present. They are shaped by differentiated 
socialization, anchored in the gender stereotypes experienced by both teachers and students 
throughout their lives. We must first become aware of these stereotypes and then work to 
deconstruct them, through self-reflection and by working to this end with students. 

Drop out-related factors: Anchored in stereotypes? 
While strong adherence to gender stereotypes is associated with higher dropout rates, some other 
school dropout factors are gender-specific and require appropriate actions. 

Transition from secondary school to college: Gendered trajectories 
Girls are more sensitive to transitions such as the transition from primary school to secondary 
school; a difficult transition can lead to academic difficulties, dwindling interest in school and, 
ultimately, dropping out of school. As for the transition from secondary school to college, studies 
have shown that the difficulties associated with this transition would seem to be more apparent in 
boys (Rivière et al., 1997; Tremblay et al., 2006, cited in Roy et al., 2012b). Indeed, their first college 
term may be a moment of vulnerability for some boys, both academically and personally. The boys 
most at risk at college apparently feel more out of it and find it more difficult to organize 
themselves, be independent and manage their schedules. Consequences: it would seem they 
more easily fall behind and repeatedly fail (Roy et al., 2012d, p. 9). 

In addition to having to deal with this transition as well, young indigenous students can also 
experience a cultural shock when they leave their community for the CEGEP: a transition time is 
often needed because of the marked differences between these two environments and because 
of the break marked with their social network. Adelman, Taylor and Nelson (2010, cited in Joncas & 
Lavoie, 2015, p. 18) highlight the fact that leaving one’s indigenous community to pursue post-
secondary studies brings a fundamental stress that can lead to dropping out of school. Gauthier 
(2015b, p. 13) echoes these thoughts, stating that the shock is quite brutal when they get to post-
secondary studies because they no longer have a familiar environment and they become suddenly 
culturally a minority. Dropouts and failures are frequent in this context, but studies have shown 
that institutions that are sensitive to their reality and that implement welcoming and supporting 
programs greatly foster post-secondary perseverance of young First Nations students. 

Gauthier (2015b, p. 93) also notes that, in the context where students leave a culturally appropriate 
school environment for one that has a completely different understanding of what education is, 
the deficient preparation to post-secondary education has a major impact on First Nations 
students when they reach college. Among other things, they suddenly face an accelerated rate 
compared to what they’ve been used to. In addition, they have to adjust their working methods 
and respect stricter deadlines. They now have to plan their tasks over 15 weeks instead of a full 
school year staggered over 10 months. They also have difficulty adapting to the requirements of 
many teachers and to assume their responsibilities in regard to handing in assignments and be 
present in class. 

This being said, since the degree to which students adapt to college life is a key element in the 
pursuit of their studies, those having more difficulty dealing with the stress of this transition are 
more likely to drop out later (Meunier-Dubé and Marcotte, 2016). Anxiety and school-related stress 
are much more prevalent in girls than in boys (Dion-Viens, 2017; Roy et al., 2012a). 
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Mental health 
A number of mental health-related psychological factors, including depression and anxiety, affect 
school perseverance in young people differently depending on their gender. 

Researchers have observed that young people between the ages of 15 and 18, that is, at ages just 
before or concordant with entry into college, depression rates increase significantly for both 
genders and rates of depression amongst girls are up to twice as high as those observed amongst 
boys (Meunier-Dubé et Marcotte, 2016). In Gaspésie–Îles-de-la-Madeleine, anxiety and depression 
are the most common mental health disorders and are more prevalent in women. They are 
significantly more likely than men (30% versus 19%) to experience a high level of psychological 
distress. And it is amongst young people between the ages of 15 and 24 that this proportion is 
highest, at 42% (Direction de santé publique Gaspésie–Îles-de-la-Madeleine, 2017). 

This being said, the presence of depressive symptoms, including psychological distress, would 
seem to be a major factor for predicting the risk of dropping out, and play a role in the difficulties 
young people may have in adapting to college. Other symptoms of depression include difficulty 
concentrating, which could adversely affect to a considerable degree the ability to function of 
students and their academic performance. For students experiencing depression, it would appear 
that there is an alteration in some of their cognitive functions, such as those involved in memory 
and attention. These aspects highlight the difficulties depressed students may encounter when 
faced with the new academic requirements of the college environment. In addition, many 
depressed students feel they have a future in which they will not be able to do the job they want. 
Loss of interest in their usual activities is another sign of depression; a number of depressed 
students experience a loss of interest for fields of study or for activities they previously enjoyed, 
which can adversely affect the development of their identity and keep them from choosing a 
career, with the attendant serious consequences in terms of staying at school (Meunier-Dubé and 
Marcotte, 2016). 

Coupled with the increasing depression rates in young people, more than a third of college 
students in Québec, particularly girls, must deal with anxiety (Dion-Viens, 2017). This anxiety is not 
unrelated to the stress resulting from academic pressure, which is two to three times more 
prevalent in girls (Roy et al., 2012c, p. 151). In Gaspésie–Îles-de-la-Madeleine, about 11% of young 
people between the ages of 15 and 24 estimates that most of their days are fairly stressful, even 
extremely stressful, with women tending to be more stressed (Direction de santé publique 
Gaspésie–Îles-de-la-Madeleine, 2017). 

Thus, to encourage girls to stay at school, it is critical to take into consideration the fact that they 
face a higher risk in terms of mental health (school-related stress, anxiety and depression), pay 
particular attention to the related signs in girls and adjust our actions accordingly since they are 
more likely to experience their connection to school with a degree of stress and anxiety (Doray, 
Langlois, Robitaille, Chenard & Aboumrad, 2009). 

Parenting 
Some college students, whether returning to college or arriving there from secondary school, must 
conciliate their role as parents with their studies and sometimes even with a job. Since women are 
still, even today, responsible for most of the work associated with household tasks and child rearing 
(Couturier and Posca, 2014), this conciliation can be more difficult for female students and can 
affect their school perseverance, particularly in the case of single-parent families (in GÎM, 74.3% are 
women (Statistics Canada, 2016)). 

At the Cégep de Baie-Comeau, indigenous students are generally adults returning to college and 
this group is mainly made up of single mothers (Santerre, 2015, p. 22). However, from an indigenous 
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point of view, Gauthier (2015a, p. 98) notes that if, in first place, this situation obviously doesn’t help 
with staying in school, especially since young indigenous women often have their first child during 
teenage, it seems that it becomes a powerful motivation generator when they come back to school 
and a key element of academic perseverance. This brings the author to say that even if it is 
obviously astutely to make young mothers aware of the risks and consequences of early 
pregnancy, as much energy should be put in offering them parental support that would allow 
them to stay in school while being a young mother, one not necessarily going against the other. 

Academic and Occupational Guidance 
The occupational segregation between men and women observed in Gaspésie-Îles-de-la-
Madeleine is strongly influenced by gender stereotypes. This segregation also exists in the 
occupational choices made by students in the region, particularly with regard to secondary school 
vocational programs and college technology programs. Data for technology programs at the 
Cégep de la Gaspésie et des Îles-de-la-Madeleine (CGÎM) shows female enrolment consistent with 
each sector’s traditional nature, either predominantly male or predominantly female (CGÎM, 2018). 
Gender stereotypes would also seem to influence the students’ career choices. 

Generally, this situation is also observed in pre-university programs with particular profiles. 
According to a study conducted at the Cégep de Sainte-Foy, girls are proportionally more 
numerous in programs such as medical technology and nursing, social science-related technology 
(social work, special education, early childhood education), the arts and literature program and 
social science—helping relationships and social action profile. As for boys, they tend to enroll more 
often, proportionally speaking, in natural science, in computer technology and in social science—
organization and management profile (Roy et al., 2012b, p. 41). 

Students arriving at college have not necessarily made firm career choices yet and this is more 
often the case for boys. So it would be appropriate to accompany them from the time they arrive 
to help them consider all kinds of occupations, regardless of gender stereotypes. 
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General Recommendations 
The differences between boys and girls in terms of dropping out of school are less marked when 
they reach college, although there too, girls continue to persevere more than boys. Even at college, 
the evidence shows that the young people most at risk of dropping out are also those for whom 
the differences between boys and girls are most marked; in other words, the ones who adhere 
most closely to gender stereotype differences (Roy et al., 2012a). 

The reasons why girls and boys drop out of college are also very different (Boisvert and Paradis, 
2008; Jorgensen, Ferraro, Fichten and Havel, 2009; MELS, 2004, 2007, cited in Roy et al., 2012d). This 
explains why it is important to deal with each gender differently when it comes to fostering school 
perseverance. 

This information sheet provides a number of recommendations to integrate into your pedagogical 
practice so as to deconstruct gender stereotypes in your class. To help you target your actions, the 
recommendations focus on five areas of intervention: 

1. Interactions with students 
2. Activities dealing with gender stereotypes 
3. Feminist pedagogies 
4. Recommendations for team work 
5. Self-reflection efforts 

For each of these areas, some of the recommendations concern students in general while others 
are specifically for boys or girls. The goal is not to further differentiate between boys and girls but 
simply to recognize that at college age, gender-based differentiated socialization has already done 
its work and some stereotypes acquired by boys and girls need to be approached differently in 
order to deconstruct them. 

Interactions With Students 
1. Encourage collaborative activities that bring girls and boys together. In class where students 

collaborate more, there are fewer stereotypical attitudes.  
2. Encourage students equally. 
3. Keep in mind that all boys and all girls do not have the same competencies and capacities. 

Adopting an individual approach will make it easier to take into account separately the 
realities experienced by the girls and boys in your classes. 

4. Survey the parents of your students. Ask them about their realities and their needs, and try 
to adapt your practices to take these needs into account. 

5. Be open-minded regarding diversity. If some young people make discriminatory comments 
or behave inappropriately towards homosexuals or transgender people (acts of homophobia 
or transphobia), or towards Mi’gmaq students (racism or colonialism), invite them to think 
about their conduct. 

6. Inform your students of the existence of an institutional policy to counter harassment, and 
what it involves. 

7. Encourage all students to spend a reasonable amount of time on their studies. Encourage 
boys to spend enough time on their school work and encourage girls to strive for balance 
between school and social life. 

8. Pay particular attention to the vocabulary you use: for instance, avoid saying “men” for 
workers in the forestry or outdoor activity fields and “girls” for early childhood educators, etc.  

9. Make sure the places where boys can get help are more informal: boys respond better to 
informal professional support places, since they tend to fend for themselves rather than ask 
for formal help. 
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10. Provide all boys, including those less academically proficient, with opportunities to be 
competent at school. 

11. Offer walk-in support services, which might make it easier for boys to access these services. 
12. Add a competitive element to some activities: this would make them more stimulating for 

both boys and girls. 
13. Value emotions and help boys express them more freely. 
14. Encourage artistic talents in boys. 
15. Be alert to the invisible needs of girls and pay attention to signs of dropping out in girls, who 

tend to be labelled as potential dropouts less often and who have a greater tendency to 
internalize their difficulties. 

16. Plan activities for girls to raise their self-confidence. 
17. Be alert to psychological distress and the difficulties girls, more sensitive, encounter during 

the transition from secondary school to college. 

Activities dealing with stereotypes 
1. Help students think critically about gender stereotypes by: 

o Encouraging reflection and awareness when you see opportunities; 
o Openly criticizing stereotypical images exposed in the public space;  
o Drawing attention to gender stereotypes when students use web applications on 

their tablets or computers; 
o Questioning the stereotypes and prejudices perpetuated by students or other people; 

and 
o Correcting the impression that there are specific activities for women and others for 

men. 
2. Because tasks are often divided up between the students in a work group along gender-

based lines, invite them to share tasks or try out new ones.   
3. React verbally in situations of inequality and discuss them with your students so as to 

deconstruct stereotypes and encourage them to adopt egalitarian values.  
4. In sports, where gender stereotypes are highly present, intervene quickly when you hear 

discriminatory comments. 
5. Feminize your written work and what you say so that everyone feels included. 
6. Raise awareness about the aptitudes developed when practising the various activities open 

to young people and show how they are beneficial to everyone, both girls and boys.  
7. Organize activities to raise the awareness of students about the issue of hypersexualization.   
8. Organize workshops and games with students to engage in a dialogue dealing with the 

issue of gender identity and two-spirit folks. 
9. Introduce models of men and women who transcend stereotypical roles. 
10. Work on gender-based stereotypes with young people, particularly with boys who tend to 

adhere to them more.   
11. Encourage students to choose activities or tasks they tend to ignore or avoid. 
12. In situations calling for a cooperative approach or teamwork, encourage participants to use 

the respective strengths of the girls and boys in the group to give them opportunities to 
shine. This is particularly important for girls, whose self-confidence is often weaker than that 
of boys.  

13. Encourage young women to explore trades traditionally performed by men and encourage 
young men who wish to work in areas traditionally dominated by women to choose careers 
in those fields. 

14. Implement promotional campaigns dealing with this. Support and encourage the 
academic, professional and social aspirations of young people. Help them become 
convinced that they can do anything and that all career choices are possible. 
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Feminist Pedagogies 
To support school perseverance in all students by deconstructing gender stereotypes, it is 
important to practise feminist pedagogy; in other words, a pedagogy that ultimately seeks to 
eliminate inequality between women and men. According to Penny Welch (1994: 156), all feminist 
pedagogies are founded on three principles that seek to:  

• Establish egalitarian relationships in the classroom;  
• Ensure that students feel valued as individuals; and 
• Use the experience of students as a source or learning. 

Burke and Jackson feel that, in addition to these principles, the pedagogical activity should also be 
transformative (Pagé, Solar and Lampron, 2018, p. 8). Here are a few other general 
recommendations for how to put into practice feminist pedagogies. 

1. To more specifically reach girls and boys as distinct groups, vary your pedagogical 
approaches. In doing so, you will reach more students giving all the opportunity to learn in 
the way that suits them best. 

2. Be flexible to make it easier for students who are parents to conciliate school, family and 
work demands. 

3. Create a climate conducive to learning and self-expression by:  
o Reacting immediately when you hear sexist, racist, inappropriate or discriminatory 

comments (zero tolerance); 
o Not casting doubt on students who do not conform to stereotypes and by correcting 

those who make comments or joke about such behaviours; and 
o Encouraging young people to be open-minded in terms of the choices others make 

and by demonstrating that a person’s gender does not restrict them in their choice 
of activity or profession. 

4. Encourage mixed teams, particularly for sports activities. 
5. To put teams together, use a draw instead of letting students choose to foster full reciprocal 

understanding between students, boys and girls as well as indigenous and non-indigenous. 
6. In situations involving school outings and internships, make sure the tasks associated with 

group life are shared equitably and in a non-stereotyped manner. 
7. Make sure you propose a diversity of models for the reading assignments and other tasks 

you assign (for instance, include female philosophers who deal with topics other than the 
female condition; female scientists; or women who have left their mark on history for things 
other than their work as feminists, First Nations men and women that contributed to 
knowledge development in your disciplinary field, etc.). 

8. Check your students’ perceptions and feelings regarding their competencies in certain 
subjects like French and math, and the value they pay to those subjects so you can intervene 
judiciously: 

o Girls experience more anxiety and often feel less competent than boys in math. They 
need support and encouragement; and 

o Boys often feel that reading and studying French/English are less important. 
9. Provide young people with a variety of occupational role models. Encourage them to see 

themselves doing a job that reflects their own interests and not one that fits in with gender 
stereotypes, particularly in the case of students enrolled in programs that are not traditional 
for their gender. 

10. Give priority to reading material and activities that look at original ways of doing things, 
which present a range of protagonists with qualities and behaviours that break with 
traditional role models. This is particularly important for reading assignments and guest 
speakers. 
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11. Be careful with humour dealing with the skills of men and women. Such jokes, when 
repeated, can become stifling for a program’s minority students (boys enrolled in programs 
that are traditionally female/girls in traditionally male programs). 

12. Allow the program’s minority students to express their needs and talk about their difficulties. 
Don’t forget that Mi’gmaq students, boys and girls, are a minority in the college, no matter 
which program they are in. 

13. Put in place mechanisms to encourage boys and girls to speak out in class equitably. For 
instance, have boys and girls speak in turn. 

14. Mitigate stereotype threat1 by means of a “reaffirming talk” at the beginning of the activity, 
pointing out that all students have the ability to do the activity successfully. 

15. Support the integration of women in predominantly male sectors. 
16. Make sure you offer equivalent training to both men and women. Avoid assuming that 

students already have certain competencies, for instance, that they can drive or use 
equipment. 

17. Support the integration of men in predominantly female sectors. 

With the working team 
1. Prepare a data-based table showing who participates in which activities so as to determine 

who is primarily drawn to these activities. 
2. Propose activities that combine competencies in the arts and sports to encourage boys to 

become involved in cultural practices and girls, in physical activity.  
3. Plan a policy to regulate romantic and sexual relationships between teachers and students. 
4. Have male and female role models in non-traditional activities or on the teaching staff.  
5. Hold a group discussion on the issue of gender in the workplace. 
6. Plan a policy for dealing with cases of sexual assault, particularly in internship settings. 
7. Reflect on an institutional policy for dealing with and integrating two-spirits students as well 

as students with non-standard gender identities. 
8. Foster safe means of transportation, with adequate schedules, to enable students to travel 

to where their activities take place so as to encourage them to participate. 
9. Put a program in place to help students with the transition from high school to CEGEP and 

pay particular attention to Mi’gmaq students that have to adapt to a new culture and to 
learning in a second (sometimes third) language, often doing so far from their community. 

10. Set specific spaces and programs for young indigenous women, who often consider their 
educational environment as being hostile, and allow them to be around more indigenous 
employees (Lavell Harvard, 2011). 

Self-reflection efforts 
1. Develop practices conducive to self-reflection: be alert and question your own attitudes (very 

often unconscious) towards young people. For instance, a female teacher filmed her class 
and realized that she adopted different behaviours towards the girls and boys in her class. 

2. Learn more about living conditions in Mi’gmaq communities and their culture to better 
understand students coming from these communities.  

 
1 When working on the same assignment (a geometry exercise), girls do better if they are told it’s a drawing exercise 
that if they are told it’s a math exercise. This phenomenon is call stereotype threat and can be mitigated by reaffirming 
the competencies of all pupils at the beginning of the class or assignment. 



 17 

References 
AUDY, N. ET GAUTHIER, R. (2019). INTRODUCTION. REVUE DE LA PERSÉVÉRANCE ET DE LA RÉUSSITE SCOLAIRES CHEZ LES PREMIERS PEUPLES, 3, 
6-7. 
BAUDOUX, C. ET NOIRCENT, A. (1993). RAPPORTS SOCIAUX DE SEXE DANS LES CLASSES DU COLLÉGIAL QUÉBÉCOIS [GENDER RELATIONS IN 
QUEBEC’S COLLEGE CLASSROOMS], REVUE CANADIENNE DE L’ÉDUCATION, 18(2), 150-167. HTTP://JOURNALS.SFU.CA/CJE/INDEX.PHP/CJE-
RCE/ARTICLE/VIEW/2654/1962 
BOUTIN, N. (2011). L’EFFET DU GENRE SUR L’INDÉCISION VOCATIONNELLE ET LES PARCOURS SCOLAIRE : L’INTÉGRATION DES GARÇONS AUX ÉTUDES 
COLLÉGIALES [THE EFFECT OF GENDER ON CAREER DECISION DIFFICULTIES AND ACADEMIC PATHWAY: THE INTEGRATION OF BOYS TO COLLEGE 
STUDIES] [MÉMOIRE DE MAÎTRISE, UNIVERSITÉ LAVAL]. CORPUSUL. HTTPS://CORPUS.ULAVAL.CA/JSPUI/HANDLE/20.500.11794/22721 
BOYD, D. ET BEE, H. (2015). L’ENFANCE : LES ÂGES DE LA VIE [CHILDHOOD: LIFE’S AGES]. (ÉDITION ABRÉGÉE), ERPI. 
BRABANT, C., CROTEAU, M., KISTABISH, J. ET DUMOND, M. (2015). À LA RECHERCHE D’UN MODÈLE D’ORGANISATION PÉDAGOGIQUE POUR LA 
RÉUSSITE ÉDUCATIVE DES JEUNES ET DES COMMUNAUTÉS DES PREMIÈRES NATIONS DU QUÉBEC : POINTS DE VUE D’ÉTUDIANTS EN 
ADMINISTRATION SCOLAIRE [LOOKING FOR AN EDUCATIONAL ORGANIZATION MODEL SUPPORTING YOUTH AND QUEBEC’S FIRST NATIONS 
COMMUNITIES’ ACADEMIC SUCCESS], REVUE DE LA PERSÉVÉRANCE ET DE LA RÉUSSITE SCOLAIRES CHEZ LES PREMIERS PEUPLES, 1, 29-34. 
BRETON, B. (2016, 18 MARS). DÉCROCHER DU CÉGEP ET DE L’UNIVERSITÉ [DROPPING OUT FROM CEGEP AND UNIVERSITY], LE SOLEIL. 
HTTPS://WWW.LESOLEIL.COM/OPINIONS/BRIGITTE-BRETON/DECROCHER-DU-CEGEP-ET-DE-LUNIVERSITE-
8E3730F7EAC5306A87114CE6EDD6CE9D 
CANADIAN COUNCIL ON LEARNING (2007). REDEFINING HOW SUCCESS IS MEASURED IN FIRST NATIONS, INUIT AND MÉTIS LEARNING. 
HTTPS://WWW.AFN.CA/UPLOADS/FILES/EDUCATION/5._2007_REDEFINING_HOW_SUCCESS_IS_MEASURED_EN.PDF 
CANADIAN COUNCIL ON LEARNING (2009). THE STATE OF ABORIGINAL LEARNING IN CANADA: A HOLISTIC APPROACH TO MEASURING SUCCESS. 
HTTPS://WWW.AFN.CA/UPLOADS/FILES/EDUCATION2/STATE_OF_ABORIGINAL_LEARNING_IN_CANADA-FINAL_REPORT,_CCL,_2009.PDF 
CARTOJEUNES (2019). PARCOURS SCOLAIRES À L’ENSEIGNEMENT COLLÉGIAL [EDUCATIONAL PATHWAYS IN COLLEGE], CARTOJEUNES. 
HTTP://CARTOJEUNES.CA/CARTE/PARCOURS-SCOLAIRES-A-ENSEIGNEMENT-COLLEGIAL 
CÉGEP DE LA GASPÉSIE ET DES ÎLES-DE-LA-MADELEINE. (2018). COMPILATION SPÉCIALE RÉALISÉE PAR ISABELLE VILCHENON. 
CHOUINARD, R., BERGERON, J., VEZEAU, C. ET JANOSZ, M., (2010). MOTIVATION ET ADAPTATION PSYCHOSOCIALE DES ÉLÈVES DU SECONDAIRE 
SELON LA LOCALISATION SOCIOÉCONOMIQUE DE LEUR ÉCOLE [MOTIVATION AND PSYCHOSOCIAL ADAPTATION OF HIGH SCHOOL STUDENTS IN 
RELATION TO THE SOCIOECONOMIC LOCATION OF THEIR SCHOOL], REVUE DES SCIENCES DE L’ÉDUCATION, 36(2), 321-
342 HTTPS://WWW.ERUDIT.ORG/FR/REVUES/RSE/2010-V36-N2-RSE3909/044480AR.PDF 
COMMISSION DE L’ÉDUCATION (2007). MANDAT D’INITIATIVE : LA RÉUSSITE SCOLAIRE DES AUTOCHTONES — RAPPORT ET RECOMMANDATIONS, 
FÉVRIER 2007 [INITIATIVE MANDATE: ACADEMIC SUCCESS OF FIRST NATIONS – REPORT AND RECOMMENDATIONS, FEBRUARY 2007], 
BIBLIOTHÈQUE ET ARCHIVES NATIONALES DU QUÉBEC. HTTP://NUMERIQUE.BANQ.QC.CA/PATRIMOINE/DETAILS/52327/1762627 
COSSETTE, L. (2017). CERVEAU, HORMONES ET SEXE. DES DIFFÉRENCES EN QUESTION [BRAIN, HORMONES AND SEX. QUESTIONING DIFFERENCES]. 
LES ÉDITIONS DU REMUE-MÉNAGE. 
COUTURIER, E. ET POSCA, J. (2014). TÂCHES DOMESTIQUES : ENCORE LOIN D’UN PARTAGE ÉQUITABLE [DOMESTIC CHORES: STILL FAR FROM AN 
EQUAL SHARING]. NOTE SOCIOÉCONOMIQUE, INSTITUT DE RECHERCHES ET D’INFORMATIONS SOCIOÉCONOMIQUES. HTTPS://CDN.IRIS-
RECHERCHE.QC.CA/UPLOADS/PUBLICATION/FILE/14-01239-IRIS-NOTES-TACHES-DOMESTIQUES_WEB.PDF  
DION-VIENS, D. (2017, 2 JUIN). LE DÉCROCHAGE EN HAUSSE AU CÉGEP : UN EXPERT TIRE LA SONNETTE D’ALARME [DROPOUT IN RISE AT COLLEGE 
LEVEL: AN EXPERT IS SOUNDING THE ALARM]. JOURNAL DE QUÉBEC. HTTPS://WWW.JOURNALDEQUEBEC.COM/2017/06/02/LE-DECROCHAGE-EN-
HAUSSE-AU-CEGEP 
DIRECTION DE SANTÉ PUBLIQUE GASPÉSIE–ÎLES-DE-LA-MADELEINE. (2017). LA SANTÉ ET LE BIEN-ÊTRE DE LA POPULATION DE LA GASPÉSIE–
ÎLES-DE-LA-MADELEINE — ÉDITION 2017 [HEALTH AND WELL-BEING OF THE GASPÉSIE–ÎLES-DE-LA-MADELEINE’S POPULATION – 2017 
ÉDITIONS]. HTTPS://WWW.CISSS-GASPESIE.GOUV.QC.CA/WP-CONTENT/UPLOADS/2020/02/LA_SANTE%CC%81_ET_LE_BIEN-
E%CC%82TRE_DE_LA_POPULATION_DE_LA_GASPE%CC%81SIE-I%CC%82LES-DE-LA-MADELEINE_-_E%CC%81DITION_2017.PDF 
DORAY, P., LANGLOIS, Y., ROBITAILLE, A., CHENARD, P. ET ABOUMRAD, M. (2009). ÉTUDIER AU CÉGEP : LES PARCOURS SCOLAIRES DANS 
L’ENSEIGNEMENT TECHNIQUE [STUDYING IN CEGEP: EDUCATIONAL PATHWAYS IN TECHNICAL TEACHING]. CENTRE INTERUNIVERSITAIRE DE 
RECHERCHE SUR LA SCIENCE ET LA TECHNOLOGIE. HTTPS://DEPOT.ERUDIT.ORG/BITSTREAM/004068DD/1/2009_04.PDF 
DUCHAINE, G. (2017, 24 JANVIER). LA DIPLOMATION EN RECUL CHEZ LES FILLES [GIRLS DIPLOMATION IS RECEDING]. LA PRESSE. 
HTTP://PLUS.LAPRESSE.CA/SCREENS/B45190C1-BC7D-47C5-9C9C-4E44D3C7CC38__7C__T_~RJQYWRU8L.HTML  
ECKERT, H. (2010). LE CÉGEP ET LA DÉMOCRATISATION DE L’ÉCOLE AU QUÉBEC, AU REGARD DES APPARTENANCES SOCIOCULTURELLES ET DE 
GENRE [CEGEP AND DEMOCRATIZATION OF EDUCATION IN QUÉBEC IN LIGHT OF SOCIOCULTURAL AND GENDER IDENTITIES], REVUE DES 
SCIENCES DE L’ÉDUCATION, 36(1), 149-168. HTTPS://WWW.ERUDIT.ORG/FR/REVUES/RSE/2010-V36-N1-RSE3870/043990AR/ 
GAUTHIER, R. (2015A). CE QUE PERSÉVÉRER VEUT DIRE POUR DE JEUNES AUTOCHTONES INSCRITS AUX ÉTUDES SUPÉRIEURES [WHAT PERSISTING 
MEANS FOR YOUNG INDIGENOUS GRADUATED STUDENTS], REVUE DE LA PERSÉVÉRANCE ET DE LA RÉUSSITE SCOLAIRES CHEZ LES PREMIERS 
PEUPLES, 1, 96-99. 
GAUTHIER, R. (2015B). L’ÉTUDIANT AUTOCHTONE ET LES ÉTUDES SUPÉRIEURES : REGARDS CROISÉS AU SEIN DES INSTITUTIONS [THE INDIGENOUS 
STUDENT AND POST-SECONDARY STUDIES: COMPARATIVE VIEWS WITHIN INSTITUTIONS]. CÉGEP DE BAIE-COMEAU, UNIVERSITÉ DU QUÉBEC À 
CHICOUTIMI. HTTPS://WWW.CAPRES.CA/WP-CONTENT/UPLOADS/2016/11/CHANTIER3_RAPPORTFINAL13FE%CC%81VRIER-2.PDF 
GIRARD, J. ET VALLET, M. (2015). LA RÉUSSITE ÉDUCATIVE : LES SOLUTIONS AU-DELÀ DE L’ÉCOLE [ACADEMIC SUCCESS: SOLUTIONS BEYOND 
SCHOOL], REVUE DE LA PERSÉVÉRANCE ET DE LA RÉUSSITE SCOLAIRES CHEZ LES PREMIERS PEUPLES, 1, 26-28. 
INSTITUT DE LA STATISTIQUE DU QUÉBEC. (2020). RÉPARTITION DE LA POPULATION DE 25 À 64 ANS SELON LE PLUS HAUT NIVEAU DE SCOLARITÉ 
ATTEINT, LA RÉGION ADMINISTRATIVE, L’ÂGE ET LE SEXE [DISTRIBUTION OF THE POPULATION AGED 25 TO 64 YEARS OLD ACCORDING TO THE 
HIGHEST LEVEL OF EDUCATION REACHED, THE ADMINISTRATIVE REGION, AGE AND GENDER], QUÉBEC, 1990 À 2019, GOUVERNEMENT DU 
QUÉBEC. HTTPS://BDSO.GOUV.QC.CA/PLS/KEN/KEN213_AFICH_TABL.PAGE_TABL?P_IDEN_TRAN=REPEROIY0BN32-
19325031028A.,A(&P_LANG=1&P_M_O=ISQ&P_ID_SS_DOMN=824&P_ID_RAPRT=3012#TRI_TERTR=50040016500000000&TRI_SEXE=10&TRI_
AGE=365&TRI_STAT=8404 



 18 

JONCAS, J. ET LAVOIE, C. [2015]. POUR UNE MEILLEURE COMPRÉHENSION DE L’EXPÉRIENCE SCOLAIRE ATYPIQUE DE PERSÉVÉRANTS 
UNIVERSITAIRES DES PREMIÈRES NATIONS À L’UQAC [FOR A BETTER UNDERSTANDING OF THE ATYPICAL EDUCATIONAL EXPERIENCE OF 
PERSISTENT FIRST NATIONS UNIVERSITY STUDENTS AT UQAC], REVUE DE LA PERSÉVÉRANCE ET DE LA RÉUSSITE SCOLAIRES CHEZ LES PREMIERS 
PEUPLES, 1, 17-19. 
LAVELL HARVARD, D. M. [2011]. THE POWER OF SILENCE AND THE PRICE OF SUCCESS: ACADEMIC ACHIEVEMENT AS TRANSFORMATIONAL 
RESISTANCE FOR ABORIGINAL WOMEN [PHD THESIS, THE UNIVERSITY OF WESTERN ONTARIO]. SCHOLARSHIP@WESTERN. 
HTTPS://IR.LIB.UWO.CA/CGI/VIEWCONTENT.CGI?ARTICLE=1179&CONTEXT=ETD 
LGBT FAMILY COALITION (2018). DÉFINITIONS SUR LA DIVERSITÉ SEXUELLE ET DE GENRE [DEFINITIONS ABOUT SEXUAL AND GENDER DIVERSITY]. 
HTTPS://WWW.FAMILLESLGBT.ORG/DOCUMENTS/PDF/DEFINITIONS.PDF 
MEUNIER-DUBÉ, A. ET MARCOTTE, D. [2016]. LES DIFFICULTÉS DE LA TRANSITION SECONDAIRE-COLLÉGIALE : QUAND LA DÉPRESSION S’EN MÊLE 
[DIFFICULTIES AROUND THE HIGH SCHOOL-COLLEGE TRANSITION: WHEN DEPRESSION IS INVOLVED], RÉSEAU D’INFORMATION POUR LA RÉUSSITE 
ÉDUCATIVE. HTTP://RIRE.CTREQ.QC.CA/LES-DIFFICULTES-DE-LA-TRANSITION-SECONDAIRE-COLLEGIALE-QUAND-LA-DEPRESSION-SEN-MELE/ 
MIEEYA, Y. ET ROUYER, V. [2013]. GENRE ET SOCIALISATION DE L’ENFANT : POUR UNE APPROCHE PLURIFACTORIELLE DE LA CONSTRUCTION DE 
L’IDENTITÉ SEXUÉE [GENDER AND CHILD SOCIALIZATION: FOR A MULTI-FACTOR APPROACH TO THE CONSTRUCTION OF GENDER IDENTITY], 
LABORATOIRE DE PSYCHOLOGIE DU DÉVELOPPEMENT ET PROCESSUS DE SOCIALISATION. TOULOUSE II UNIVERSITY. HTTPS://HALSHS.ARCHIVES-
OUVERTES.FR/HALSHS-01080693/FILE/2013%20-%20YM%20-%20PSYCHO%20FRAN%C3%A7AISE.PDF 
MONKMAN, L. (2016, APRIL 17). 2-SPIRITED INDIGENOUS PEOPLE: OPENING UP THE CONVERSATION. CBC NEWS. 
HTTPS://WWW.CBC.CA/NEWS/INDIGENOUS/TWO-SPIRITED-INDIGENOUS-CONVERSATION-1.3524020 
PIRAUD-ROUET, C. (2017, 18 JANVIER). STÉRÉOTYPES DE GENRE : BIEN LES COMPRENDRE POUR MIEUX LES COMBATTRE [GENDER STEREOTYPES: 
UNDERSTANDING THEM TO BETTER FIGHT THEM], LES PROS DE LA PETITE ENFANCE. HTTPS://LESPROSDELAPETITEENFANCE.FR/BEBES-
ENFANTS/PSYCHO-PEDAGOGIE/LUTTER-CONTRE-LES-STEREOTYPES-DE-GENRE-DES-LA-PETITE-ENFANCE/STEREOTYPES-DE-GENRE-BIEN-LES-
COMPRENDRE-POUR-MIEUX-LES-COMBATTRE 
RÉSEAU RÉUSSITE MONTRÉAL. (2018). POUR UNE ÉGALITÉ FILLES-GARÇONS EN PERSÉVÉRANCE SCOLAIRE [FOR GENDER EQUALITY IN SCHOOL 
RETENTION], RÉSEAU RÉUSSITE MONTRÉAL. HTTP://WWW.RESEAUREUSSITEMONTREAL.CA/DOSSIERS-THEMATIQUES/EGALITE-FILLES-GARCONS-
REUSSITE-SCOLAIRE/  
ROY, J., BOUCHARD, J. ET TURCOTTE, M. (2012A). FILLES ET GARÇONS AU COLLÉGIAL : DES UNIVERS PARALLÈLES ? [GIRLS AND BOYS IN COLLEGE: 
PARALLEL UNIVERSES?]. PÉDAGOGIE COLLÉGIALE, 25(2), 34-40. 
ROY, J., BOUCHARD, J. ET TURCOTTE, M. (2012B). IDENTITÉ ET ABANDON SCOLAIRE SELON LE GENRE EN MILIEU COLLÉGIAL [IDENTITY AND 
SCHOOL DROP OUT ACCORDING TO GENDER IN COLLEGE ENVIRONMENT]. CÉGEP DE SAINTE-FOY/ÉQUIPE MASCULINITÉS ET SOCIÉTÉ. 
HTTPS://CDC.QC.CA/PAREA/788248-ROY-BOUCHARD-TURQUOTTE-IDENTITE-ABANDON-SCOLAIRE-GENRE-STE-FOY-PAREA-2012.PDF 
ROY, J., BOUCHARD, J. ET TURCOTTE, M. (2012C). LA CONSTRUCTION IDENTITAIRE DES GARÇONS ET LA RÉUSSITE AU CÉGEP [BOYS’ IDENTITY 
CONSTRUCTION AND SUCCESS IN CEGEP], L’IDENTITÉ ET LA CONSTRUCTION DE SOI CHEZ LES GARÇONS ET LES HOMMES, 58(1), 55-67. 
HTTPS://WWW.ERUDIT.ORG/FR/REVUES/SS/2012-V58-N1-SS0144/1010439AR.PDF 
ROY, J., BOUCHARD, J. ET TURCOTTE, M. (2012D). LA RÉUSSITE SCOLAIRE SELON LE GENRE EN MILIEU COLLÉGIAL — UNE ENQUÊTE PAR 
QUESTIONNAIRE [ACADEMIC SUCCESS AND GENDER IN COLLEGE ENVIRONMENT – A QUESTIONNAIRE SURVEY]. CÉGEP DE SAINTE-FOY/ÉQUIPE 
MASCULINITÉS ET SOCIÉTÉ. 
HTTPS://WWW.RESEARCHGATE.NET/PROFILE/GILLES_TREMBLAY/PUBLICATION/52000371_LA_REUSSITE_SCOLAIRE_SELON_LE_GENRE_EN_MILIE
U_COLLEGIAL_-_UNE_ENQUETE_PAR_QUESTIONNAIRE/LINKS/0DEEC52015D6CE7B6E000000/LA-REUSSITE-SCOLAIRE-SELON-LE-GENRE-EN-
MILIEU-COLLEGIAL-UNE-ENQUETE-PAR-QUESTIONNAIRE.PDF 
SAINT-AMANT, J. (2003). COMMENT LIMITER LE DÉCROCHAGE SCOLAIRE DES GARÇONS ET DES FILLES ? [HOW TO PREVENT BOYS AND GIRLS 
FROM DROPPING OUT OF SCHOOL?], SISYPHE. HTTP://SISYPHE.ORG/ARTICLE.PHP3?ID_ARTICLE=446%5D. 
SANTERRE, N. (2015). UNE ALLIANCE SYNERGIQUE POUR LA RÉUSSITE DES ÉTUDIANTS AUTOCHTONES AU CÉGEP DE BAIE-COMEAU [A SYNERGISTIC 
ALLIANCE TO PROMOTE FIRST NATIONS STUDENTS’ SUCCESS IN CÉGEP DE BAIE-COMEAU]. REVUE DE LA PERSÉVÉRANCE ET DE LA RÉUSSITE 
SCOLAIRES CHEZ LES PREMIERS PEUPLES, 1, 20-22. 
SECRÉTARIAT À LA CONDITION FÉMININE. (2018). CONSÉQUENCES DES STÉRÉOTYPES SUR LE DÉVELOPPEMENT [CONSEQUENCES OF STEREOTYPES 
ON DEVELOPMENT]. PORTAIL SANSSTÉRÉOTYPES. HTTP://WWW.SCF.GOUV.QC.CA/SANSSTEREOTYPES/COMMENT-AGIR/CE-QUI-EST-PROPOSE/ 
SECRÉTARIAT À LA CONDITION FÉMININE. (2018). IDENTITÉ DE FILLE ? IDENTITÉ DE GARÇON ? [GIRL IDENTITY? BOY IDENTITY?], PORTAIL 
SANSSTÉRÉOTYPES. HTTP://WWW.SCF.GOUV.QC.CA/SANSSTEREOTYPES/PERSONNEL-SCOLAIRE/IDENTITE/ 
STATISTIQUES CANADA. (2011). LE NIVEAU DE SCOLARITÉ DES PEUPLES AUTOCHTONES AU CANADA [LEVEL OF EDUCATION AMONGST FIRST 
NATIONS IN CANADA]. HTTPS://CENTRAL.BAC-LAC.GC.CA/.ITEM?ID=CS99-012-2011-3-3-FRA&OP=PDF&APP=LIBRARY 
STATISTIQUES CANADA. (2018). PROFIL DU RECENSEMENT, RECENSEMENT DE 2016 [CENSUS PROFILE – 2016 CENSUS], GASPÉSIE–ÎLES-DE-LA-
MADELEINE. HTTPS://WWW12.STATCAN.GC.CA/CENSUS-RECENSEMENT/2016/DP-
PD/PROF/DETAILS/PAGE.CFM?LANG=F&GEO1=ER&CODE1=2410&GEO2=PR&CODE2=24&DATA=COUNT&SEARCHTEXT=GASPESIE--ILES-DE-
LA-MADELEINE&SEARCHTYPE=BEGINS&SEARCHPR=01&B1=ALL&GEOLEVEL=PR&GEOCODE=2410&TABID=1 
SYLLIBOY, J. R. (2017). TWO-SPIRITS: CONCEPTUALIZATION IN A L’NUWEY WORLDVIEW [MASTERS THESIS, MOUNT SAINT VINCENT UNIVERSITY]. 
THE MOUNT E-COMMONS. HTTP://HDL.HANDLE.NET/10587/1857 
SYLLIBOY, J. R. [2019]. USING L’NUWEY WORLDVIEW TO CONCEPTUALIZE TWO-SPIRIT, ANTISTATIS, 9(1), 96–116. 
HTTPS://JOURNALS.LIB.UNB.CA/INDEX.PHP/ANTISTASIS/ARTICLE/VIEW/29323 
TOULOUSE, P. (2016). WHAT MATTERS IN INDIGENOUS EDUCATION: IMPLEMENTING A VISION COMMITTED TO HOLISM, DIVERSITY AND 
ENGAGEMENT. DANS MEASURING WHAT MATTERS, PEOPLE FOR EDUCATION. TORONTO: MARCH, 2016. 
VIDAL, C. (2017). CERVEAU, SEXE ET PRÉJUGÉS [BRAIN, SEX AND PREJUDICES]. DANS L. COSSETTE [DIR.], CERVEAU, HORMONES ET SEXE. DES 
DIFFÉRENCES EN QUESTION [PP. 9-28]. LES ÉDITIONS DU REMUE-MÉNAGE. 


