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Résumé :

En 2018, le ministére de I’Education du Québec (MEQ) lancait son Plan d’action numérique
en éducation et en enseignement supérieur (PAN), document orientant le virage numérique de
son systéme scolaire. A ’échelle mondiale, si les systémes éducatifs ont emprunté la voie de
I’innovation depuis 1’émergence du numérique, la situation pandémique a accéléré
I’adaptation des pratiques d’enseignement et d’apprentissage aux modalités a distance. Dans
ce contexte, les directions d’établissement d’enseignement et les gestionnaires scolaires sont
invités a jouer un role clé sur le terrain : ils doivent instaurer les conditions nécessaires au
déploiement et a la pérennisation de ces pratiques. Cette communication discute d’abord 1’état
de l’avancement du déploiement du PAN, afin de situer la démarche de la transition
numérique du systéme éducatif québécois, pour ensuite présenter les résultats de la recherche
menée par Gravelle ef al. (2021), qui a interrogé les pratiques professionnelles et les stratégies
des directions d’établissement d’enseignement et gestionnaires scolaires du Québec qui ont
fait I’expérience d’implantation de projets numériques au sein de leur milieu. Finalement, elle
expose une formation autoportante destinée a ces leaders pédagonumériques.

Summary :

In 2018, the Government of Quebec launched its Digital Action Plan for Education and
Higher education (DAP), a document ensuring a shift in its school system. If, on a global
scale, education systems have taken the path of innovation since the emergence of digital
technology, the pandemic situation has accelerated the adaptation of teaching and learning
practices to distance modalities. In this context, school principals and school administrators
are called upon to play a key role: they must create the conditions necessary for the
deployment and the sustainability of these practices. The purpose of this contribution is to



first discuss the progress of the deployment of the PAN, to situate the process of the digital
transition of the Quebec education system, then to present the results of the research
conducted by Gravelle ef al. (2021), who questioned the professional practices and strategies
of school principals and school administrators in Quebec, who have experienced the
implementation of digital projects in their educational institution. Finally, it presents a self-
paced learning course intended for these pedagodigital leaders.

Mots-clés :

Leadership  pédagonumérique ; gouvernance scolaire; direction d’établissement
d’enseignement ; gestionnaire scolaire : formation a distance ; numérique

Introduction

Les systémes éducatifs ont, depuis I’émergence du numérique et des possibilités qui
I’accompagnent, emprunté¢ le sillage de D’innovation par 1’adaptation des pratiques
d’enseignement et d’apprentissage. Dés 2018, le Ministére de 1’Education du Québec (MEQ)
s’engage sur cette voie en se dotant de son Plan d’action numérique en éducation et en
enseignement supérieur (PAN), document instiguant un ensemble de 33 mesures qui visent
I’optimisation de I’intégration et 1’exploitation du numérique au service de la réussite
éducative des éleves. Si, depuis lors, plusieurs d’entre elles ont graduellement ét¢ mises en
ceuvre, il va sans dire que la situation pandémique est venue accélérer le processus de
déploiement. En effet, a la suite de la fermeture forcée des établissements d’enseignement en
marge de la crise sanitaire, des milliers d’appareils numériques ont di étre distribués a
I’échelle provinciale en soutien aux prestations d’enseignement a distance, provoquant ainsi la
réorganisation des pratiques pédagogiques. Néanmoins, cette situation exceptionnelle a
permis I’émergence d’acquis pédagonumériques, et c’est dans le but de les pérenniser qu’un
projet-pilote qualifié « prévention » a ét€ mené en 2021 par le MEQ. En parallele, une équipe
de recherche (Gravelle et al., 2021) a recu le mandat de sonder les perceptions des directions
d’¢établissement d’enseignement et des gestionnaires scolaires, qui ont pris part a cette
initiative, quant aux projets numériques qui ont été réalisés dans leurs milieux. Cette
recherche a notamment permis de mieux comprendre le rdle et les tiches requis par cette
catégorie d’acteurs pour piloter le changement, alors que ces derniers sont invités a jouer un
role de premier plan dans ce cadre.

En effet, si la transition numérique d’un systéme €ducatif est une responsabilité partagée entre
différents acteurs du milieu, les directions d’établissement d’enseignement et les gestionnaires
scolaires font ceuvre de figures de proue sur le terrain. Ils doivent, notamment, mettre en place
les conditions permettant le déploiement optimal des outils technologiques et la pérennisation
de nouvelles pratiques pédagogiques, en instaurant un climat propice a la collaboration et au
développement de pratiques novatrices qui appuie la transition numérique. Afin de les
appuyer a s’acquitter des nouvelles taches qui leur incombent, la formation autoportante
Gestion et leadership pédagonumérique, développée en marge de la recherche de Gravelle et
al. (2021), a été mise sur pied et rendue disponibles en ligne a ’échelle provinciale. A travers
diverses conceptions du leadership, notamment celui de type pédagonumérique, elle vise a
consolider, chez les participants, les compétences requises a I’implémentation des principes
qui découlent du PAN.

Ainsi, cette communication s’inscrit au sein du premier pdle du colloque voulant contribuer a
une réflexion entourant 1’évolution des politiques et stratégies de la formation a distance. Elle



expose, en premier lieu, 1’état de I’avancement du déploiement des mesures du PAN, afin de
présenter comment la transition numérique du systéme éducatif québécois est passée d’une
vision a action. En deuxieéme lieu, elle présente la recherche de Gravelle er al. (2021) qui
expose ’appropriation sur le terrain de pratiques professionnelles et de stratégies de gestions
en contexte d’implantation du numérique, dans I’intention de mieux comprendre le rdle et les
taches requises pour piloter le changement. En troisiéme et dernier lieu, elle propose un
apercu de la formation autoportante Gestion et leadership pédagonumérique, destinée a
I’ensemble des directions d’établissement d’enseignement et gestionnaires scolaires du
Québec, pour mettre en exergue I’importance des compétences en leadership chez cette
catégorie d’acteurs en contexte du virage numérique d’un systéme éducatif.

Contexte québécois de la transition numérique

Il convient de situer, de prime abord, le PAN au sein du paysage €ducatif québécois. Il
s’inscrit initialement dans le cadre de la « Stratégie numérique du Québec » de 2017 et appuie
également les orientations de la « Politique de la réussite éducative », qui vise 1’intégration
réussie des compétences du XXI¢ siecle et des possibilités qu’offre le numérique. Le PAN a
voulu offrir les moyens de rendre concréte une conception du numérique capable d’étre un
vecteur de collaboration et d’innovation. Pour ce faire, un ensemble de 33 mesures vise a

donner une nouvelle impulsion au virage numérique du systéme éducatif québécois et a
contribuer activement au développement de la compétence numérique.

La PAN s’articule autour de trois orientations générales qui sont les suivantes : 1- soutenir le
développement des compétences numériques des jeunes et des adultes, 2- exploiter le
numérique comme vecteur de valeur ajoutée dans les pratiques d’enseignement et
d’apprentissage, 3- créer un environnement propice au déploiement du numérique dans
I’ensemble du systéme éducatif (Gouvernement du Québec, 2018). Le MEQ a di investir
massivement, depuis les dernicres années, pour adapter son infrastructure, afin que chaque
établissement d’enseignement puisse avoir acces a Internet et a des appareils numériques en
quantité suffisante, comme des tablettes, des portables et des robots. Ensuite, deux mesures
ont €té instaurées. La premiere vise une offre de combos numériques pour les établissements
d’enseignement, afin qu’ils puissent faire 1’acquisition de matériel pé¢dagonumérique pour les
¢léves, et un accompagnant sous forme d’autoformations pour le personnel scolaire. La
seconde mesure est liée au développement d’un Cadre de référence de la compétence
numérique, transversale a tous les ordres d’enseignement, qui a vu le jour en 2019 (ministere
de I’Education et de I’Enseignement supérieur [MEES], 2019a). Ce cadre, qui se déploie a
travers un ensemble de 12 dimensions, est un outil pour favoriser le développement de la
compétence numérique chez tous les apprenants, mais aussi chez I’ensemble de la population
québécoise. En fait, tous les citoyens doivent pouvoir étre en mesure de développer leur
compétence numérique et a ce titre, chacun est reconnu comme étant un apprenant tout au
long de la vie.

En marge de la création du cadre de la compétence numérique, un continuum de
développement (MEES, 2019b) a été créé. Elaboré en fonction de trois niveaux (débutant,
intermédiaire et avancé), il vise a ce que tous soient en mesure d’améliorer le niveau de
chacune des 12 dimensions. Le cadre est également assorti d’un guide pédagogique (MEES,
2019c) destiné aux enseignants, qui a pour but de les aider a réfléchir aux usages du
numérique. En termes plus précis, cet outil permet de faire le pont entre une intention
pédagogique et les différentes composantes du cadre. De plus, un gabarit de planification
intégrant la compétence numérique et un outil diagnostique visant a valider le niveau
d’aisance d’une personne quant aux 12 dimensions du cadre sont offerts en guise de
complément. Outre ces mesures, d’autres ont été déployés pour veiller spécifiquement a la



consolidation de la compétence numérique du personnel scolaire, et ce, en plus de les
accompagner a mettre en marche la transition numérique. Au sein du PAN, la formation et
I’accompagnement du personnel scolaire occupent une place privilégiée, car les acteurs du
domaine éducatif sont le pilier de sa mise en ceuvre.

D’abord, afin d’assurer le développement de la compétence numérique du personnel scolaire,
le MEQ a mis en ceuvre un ensemble de mesures destinées aux différents corps de métiers.
Tout d’abord, des autoformations concernant trois grandes catégorisations d’outillage
numérique (la robotique, le laboratoire créatif et les flottes d’appareils) sont mises a la
disposition des enseignants. Ainsi, ces derniers peuvent s’autoformer a I’utilisation d’une
gamme d’outils numériques, notamment, les robots, I’imprimante 3D et la découpe au laser.
A ce jour, pas moins de 85 autoformations asynchrones sont offertes en collaboration avec
trois partenaires qui en ont assuré¢ la conception: le Réseau pour le développement des
compétences des éléves par ’intégration des technologies (RECIT), le Centre d’animation, de
développement et de recherche en éducation pour le 21°¢ siecle (CADRE21) et le Leading
English Education and Resource Network (LEARN). De plus, une collaboration avec L’Ecole
branchée assure la diffusion de ressources visant a favoriser le partage d’expériences
pédagogiques positives orientées vers ’'usage du numérique chez les éléves du primaire et du
secondaire. De la documentation et des entretiens faits avec des acteurs du milieu éducatif,
qui exposent par exemple comment s’integre le numérique dans la pratique professionnelle,
sont mis a disposition. Le collectif LEARN développe des autoformations destinées aux
acteurs anglophones, et pour sa part, I’équipe du RECIT prodigue de I’accompagnement sur
le terrain. Des journées du numérique ont également été organisées, pour que les enseignants
puissent vivre une expérience journaliere en contexte d’apprentissage numérique.

Le MEQ a aussi voulu rejoindre les gestionnaires scolaires qui ont profité de webinaires leur
permettant d’étre sensibilisés a I’importance du leadership pédagonumérique en contexte
d’implantation numérique au sein des établissements d’enseignement. Par leadership
pédagonumérique, nous entendons I’aptitude d’un leader a inspirer les acteurs des milieux a
intégrer le numérique au sein des pratiques pédagogiques. De plus, voulant accompagner
davantage ces leaders, le MEQ a mandaté une équipe de recherche (Gravelle et al., 2021),
afin d’investiguer les bonnes pratiques et de connaitre les modeles numériques existants au
sein des établissements d’enseignement québécois.

La recherche Gestion et leadership pédagonumérique

La recherche Gestion et leadership pédagonumérique (Gravelle et al., 2021) vise plus
spécifiquement a affiner les connaissances et a favoriser le partage d’expériences en lien avec
les pratiques professionnelles et les stratégies de gestion mobilisées par les directions
d’établissement d’enseignement et les gestionnaires en contexte d’implantation du numérique.
Elle a poursuivi deux objectifs : décrire les roles, les pratiques professionnelles et les
stratégies de gestion déployées dans ce cadre, et favoriser le partage d’expériences
professionnelles entre praticiens. Sa question de recherche est la suivante : quels sont les
stratégies de gestion ainsi que le style de leadership qui peuvent favoriser I’implantation du
numérique, plus particulierement la comodalité, dans les établissements d’enseignement du
Québec? Il importe de mentionner, au passage, que le référentiel de compétences attendues
des directions d’établissement d’enseignement en vigueur, datant de 2008 (Ministere de
1’Education, du Loisir et du Sport [MELS]), ne fait pas mention de la gestion du numérique.
Ceci renforce la nécessité d’analyser les pratiques et les stratégies existantes pour d’une part
en faire le partage, et pour d’autre part nourrir une réflexion quant a 1’actualisation du
référentiel de compétences qui cadre 1’exercice de leur fonction.



La recherche (Gravelle et al., 2021) a ¢t¢ mise sur pied dans le cadre d’un projet-pilote
« prévention » fait en collaboration avec le MEQ. De facon plus précise, ce projet-pilote
qualifi¢ de prévention visait la distribution d’équipements audiovisuels dans quinze
¢tablissements d’enseignement participants ou des projets numériques a visée pédagogique
ont vu le jour, notamment ceux en lien avec de I’enseignement ou s’articulent simultanément
des modalités en présence et a distance, en d’autres termes, en comodalité. Cette recherche
qualitative descriptive, teintée de I’interprétation de [’expérience professionnelle des
participants (Savoie-Zajc, 2018), a fait appel a deux méthodes de collecte de données : dans
un premier temps, les propos des participants ont été recueillis a travers une communauté de
pratiques professionnelles, et dans un second temps, des entrevues semi-dirigées sont venues
approfondir certains themes. Les participants ont €té sélectionnés sur une base volontaire et
occupent la fonction de direction ou direction adjointe d’un établissement d’enseignement ou
de gestionnaire scolaire dans un centre de services scolaire. Pour la communauté de pratiques
professionnelles, vingt-deux (22) participants ont été invités a partager leur expérience
d’implantation du numérique a 1’occasion de cinq rencontres d’une durée d’une heure trente
minutes. Du c6té des entrevues semi-dirigées, douze (12) d’entre eux se sont exprimeés dans le
cadre d’entrevues semi-dirigées d’une durée de 30 a 45 minutes. A titre de synthése, nous
présentons certains résultats qui découlent des deux modes de collecte de données sollicités.

D’une part, les résultats issus des propos €mis par les participants a la communauté de
pratiques professionnelles font état de six grands champs d’action répertoriant les stratégies
de gestion d’implantation du numérique : 1- la planification, qui doit étre effectuée selon les
préoccupations et les besoins du milieu, tout en s’assurant, en amont, que I’environnement de
travail soit prét pour I'implantation numérique; 2- la gestion de !’infrastructure et des
ressources humaines et numériques; afin de s’assurer que les équipements soient accessibles
et déployés de fagon a répondre aux besoins de I’établissement d’enseignement, et pour tenir
compte de I’'importance de la gestion des ressources humaines qui peuvent appuyer
I’implantation numérique, comme les services externes, les conseillers pédagogiques ou les
enseignants qui ont une expertise pédagonumérique; 3- les pratiques de communication, qui
doivent, notamment, tenir compte de I’apport positif d’une communication efficace, claire et
réguliere avec les équipes de directions, 1’équipe-école, les éleves et aussi leurs parents; 4- la
collaboration, la formation et le soutien, pour entretenir une culture de collaboration au sein
I’équipe-école, pour instaurer une offre de formation pertinente destinée aux enseignants de
telle sorte qu’ils puissent développer leur compétence numérique, et pour les soutenir de
facon différenciée en fonction des besoins spécifiques de chacun; 5- I’exercice du leadership,
en incarnant un leadership pédagonumérique pour démontrer la plus-value pédagogique de
I’utilisation du numérique, mais aussi pour partager le leadership avec d’autres leaders
membres de 1’équipe-école, ce qui a le potentiel de maximiser I’adhésion au projet numérique
d’un établissement d’enseignement, et finalement, 6- Dinstauration d’une culture
d’organisation apprenante, ou |’apprentissage commun et continu, le questionnement,
I’expérimentation, I’engagement pédagogique, les savoirs expérientiels et 1’amélioration
continue deviennent des aspects a mettre en valeur d’un point de vue organisationnel.

En somme, dans le cadre des rencontres de la communauté de pratiques professionnelles, les
participants ont pu mettre en action des pratiques réflexives visant une meilleure
compréhension de leur fonction. Ils ont majoritairement identifié la collaboration comme
¢tant un élément central a ’implantation du numérique, et en ce sens, le partage d’expériences
entre colleégues s’avere essentiel. Selon leur point de vue, la collaboration est entendue non
seulement comme un moteur d’innovation, mais aussi comme un espace favorisant I’entraide,
ce que laisse entendre les propos d’une direction d’établissement d’enseignement : « la tache
de direction d’école est complexe et si on peut étre amené a travailler ensemble et partager



nos pratiques, c’est plus sécurisant, c’est plus formateur et ¢a nous permet de nous inspirer sur
ce que font nos collégues ailleurs » (P21). Le virage pédagonumérique gagnerait ainsi a étre
co-construit entre tous les acteurs du milieu scolaire. Ceci renforce I’intérét d’effectuer une
co-construction de sens quant aux stratégies de gestion gagnantes en contexte de transition
numérique, ce que rend possible une communauté de pratiques professionnelles.

D’autre part, les participants aux entrevues semi-dirigées ont eu 1’occasion de s’exprimer sur
les projets numériques qu’ils ont mis en place dans le cadre du projet-pilote « prévention ».
En découlent plusieurs pratiques et stratégies de gestion employées pour influencer,
accompagner et démontrer son engagement. La premicre thématique concerne les stratégies
d’influence. Elle met en exergue I’importance de poser ’accent sur la fagon suivant laquelle
I’innovation peut potentiellement répondre aux besoins du terrain, en misant, a titre
d’exemple, sur les gains pouvant étre retirés du pédagonumérique, ce qui exercerait une
influence positive aupres des différents acteurs du milieu scolaire. De plus, la modélisation de
I’utilisation d’outils technologiques s’avére un gage de réussite. Les participants a la
recherche soulignent que le fait d’utiliser soi-méme la technologie influence les membres
d’une équipe-€cole a ce qu’ils se les approprient, eux aussi, en retour.

La deuxiéme thématique qui ressort des propos des participants a la recherche concerne le fait
de démontrer son engagement aupres de I’équipe-école. Restez a I’affiit des initiatives
pédagonumériques qui sont mises en ceuvre au sein d’un €tablissement d’enseignement, mais
aussi des projets numériques d’autres milieux, sont des pratiques d’engagement qui se sont
révélées efficaces selon le point de vue des participants. Pour ce faire, participer a des
communautés des pratiques professionnelles, qui regroupent des acteurs provenant d’autres
¢tablissements d’enseignement, et collaborer avec divers experts du domaine éducatif, sont
des avenus qui permettent de faire preuve d’engagement.

La troisiéme et derniére thématique regroupe des stratégies ciblant le soutien apporté aux
membres d’une équipe-école. A cet égard, I’accompagnement différencié est suggéré, et la
mise a profit des différentes personnes-ressources qui peuvent faire de 1’accompagnement,
tels les enseignants responsables, les conseillers pédagogiques et les techniciens, sont des
pratiques gagnantes identifiées par les directions d’établissement et les gestionnaires
scolaires.

Au final, les résultats de cette recherche permettent d’enrichir la base de connaissances
disponible sur les roles, les pratiques professionnelles et les stratégies de gestion mobilisées
par les directions d’établissement d’enseignement et les gestionnaires scolaires en contexte de
transition numérique d’un systeéme €ducatif, soit plus particuliérement quant au pilotage de
projets pédagonumérique au sein d’un établissement d’enseignement. Comme annoncé
précédemment, une formation autoportante, destinée a cette catégorie d’acteurs, a aussi €té
développée en marge de la recherche.

La formation autoportante Gestion et leadership pédagonumérique

De facon plus précise, la formation autoportante Gestion et leadership pédagonumérique
(https://gestionleadershippedagonumerique.ugam.ca) voit le jour sous I’initiative de la
professeure-chercheure titulaire France Gravelle et du ministére de I’Education du Québec.
Elle fait suite a une étude (Gravelle et al., 2020) qui a identifié¢ les besoins de formation des
directions d’établissement d’enseignement en contexte d’implantation du numérique. Les
conclusions de cette derniere suggérent qu’une formation en lien avec la gestion du
numérique favoriserait le développement du leadership pédagonumérique chez les directions
d’¢établissement d’enseignement, et ce, tout en les aidant a s’acquitter de leurs taches dans le
cadre de la transition numérique. De plus, les participants a la recherche soulignent que la




mise en place d’un plan d’action numérique par établissement d’enseignement est nécessaire a
la bonne mise en ceuvre de 1’implantation numérique, ce qui n’est pas sans s’accompagner
d’un besoin de soutien pour mener a bien I’élaboration d’un tel plan. Ainsi, la formation
autoportante Gestion et leadership pédagonumérique vise plus globalement a consolider, chez
les directions d’établissement d’enseignement, les compétences nécessaires a la mise en
ceuvre des mesures inscrites au sein du PAN, et a favoriser le développement de leur
leadership pédagonumérique.

La formation a été¢ développée dans le cadre d’un travail collaboratif entre une équipe de
chercheures et chercheurs, la Faculté des sciences de 1’éducation de 1’Université du Québec a
Montréal (UQAM), le Carrefour pédagogique et technopédagogique de cette méme université
et son Service a ’audiovisuel, ainsi que son Vice-rectorat aux systeémes d’information. D une
durée de 30 & 40 heures, elle est accessible en ligne via la plateforme Moodle. A travers sept
modules, les participants sont invités a aiguiser leurs connaissances et a développer leur
compétence numeérique et de gestion en réalisant des activités d’apprentissage mobilisant des
webinaires, des diaporamas, de la littérature variée et des plateformes virtuelles. Certains
modules comportent également des activités facultatives ayant pour objectif d’inviter les
participants a approfondir les thémes a 1’étude. Des outils sont également mis a leur
disposition, tels des tableaux a télécharger ou bien un canevas pour I’élaboration du plan
d’action numérique. Les activités d’apprentissage proposées dans le cadre de chacun des
modules se concluent par des exercices d’autoréflexion et de consolidation des acquis.

En s’appuyant sur différentes postures de leadership, puis en exposant les contours des
pratiques et stratégies de gestion gagnantes en contexte d’implantation du numérique, la
formation autoportante a voulu outiller les directions d’établissement d’enseignement, afin
qu’ils puissent notamment comprendre comment il est possible de mobiliser les acteurs d’une
équipe-école vers le déploiement d’un projet d’établissement numérique. Il s’agit d’un
¢lément crucial, car le rdle et les taches des directions d’établissement d’enseignement se
cristallisent autour de la notion méme « d’agir ensemble », soit a travers un acte professionnel
orient¢ vers le développement d’un sens collectif, appuyé par 1’exercice d’un leadership
rassembleur et partagé, porté par une vision commune ou les missions éducatives deviennent
source d’engagement vers la réalisation, ensemble, d’un projet d’établissement visant la
réussite €ducative des ¢éleves (MELS, 2008). De plus, le dispositif de formation innovant
mobilise des environnements numériques, ce qui permet aux directions d’établissement
d’enseignement de connaitre certaines plateformes et de se familiariser avec des outils qui
pourront éventuellement étre réinvestis dans le cadre de leur pratique professionnelle.

Conclusion

La transition numérique d’un systéme €ducatif exige le développement de nouvelles stratégies
pédagonumérique chez les enseignants, mais aussi chez les leaders. En posant I’accent sur ces
derniers, cette communication s’est donné une triple mission : exposer d’abord certaines des
actions qui ont ét€¢ mises en ceuvre par le MEQ en marge de la transformation numérique de
son systeme éducatif, pour ensuite présenter des stratégies et des pratiques de gestion visant a
soutenir I’implantation de projets numériques, notamment 1’enseignement en comodalité,
déployées par les directions d’établissement et les gestionnaires scolaires participant a I’étude
de Gravelle et al. (2021), et finalement, discuter de la formation autoportante Gestion et
leadership pédagonumérique, qui a ¢été congue dans le but de soutenir ces acteurs a s’acquitter
des rdles émergents inhérents a I’implantation du numérique. Si la pandémie de la COVID-19
a accéléré le virage numérique en éducation, cette situation a aussi permis le développement
d’une expertise pédagonumérique chez les acteurs du domaine, 1a ou la collaboration entre ces
derniers apparait comme étant un moteur d’innovation.
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Le déploiement des ressources et dispositifs de 1'apprentissage a distance du
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Résumé :

Dans une époque marquée par la pandémie Covid-19 et par des évolutions géopolitiques
d’ampleur qui ont affecté I’enseignement supérieur, il est nécessaire d’analyser le
développement des ressources pédagogiques numériques afin d’éclairer les pratiques des
enseignants, ainsi que les enjeux sous-jacents. Cette recherche s’intéresse ainsi au
développement des ressources, outils et dispositifs de 1’apprentissage du francais a distance
dans les universités ouzbeques, a travers la thése en cours que je meéne a I’Université Sorbonne
Paris Nord sous la direction de Aude Seurrat, professeure d’Information-Communication. Dans
ma recherche, je m’attache particuliérement a la question des discours d’accompagnement des
ressources, outils et dispositifs d’apprentissage, afin de mettre au jour les processus de
valorisation effectués par les acteurs privés et publics producteurs de ces ressources. Il s’agit
ici de faire une analyse critique de différents discours idéalisés sur le numérique, dans le cadre
géopolitique particulier de I’Ouzbékistan, afin de mieux comprendre les conceptions politiques
et économiques qui président au développement des ressources pédagogiques numériques.

Summary :

At a time when the question of digital resources in universities has become very important in a
post-pandemic world challenged by massive geopolitical evolutions, the development of these
distance learning resources must be examined to shed light on teacher’s practices and
underlying implications. Inside this in-progress thesis on the distance French language learning
in Uzbek universities, that [ write under the direction of Pr. Aude Seurrat, this transdisciplinary
approach tends to analyse the geo-political and economical issues related to the fieldwork, the
configurations and positions of the players and learning resources productors, the mobilized
technologies, the concrete forms that takes these resources and the analysis of the teachers
practices. This scientific proposition aims to focus on the accompagnying discourses and the
valorization of the resources by the private or public actors. This calls for a critical analysis of
the idealized discourses, in a particular geopolitical context, in order to understand the political
and economic conceptions that preside over the development of the online pedagogical
resources.

Mots-clés :

Ressources pédagogiques ; industrialisation ; apprentissage ; Francais Langue Etrangere ;
universités ; numérique ; Ouzbékistan.
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Ressources, outils et dispositifs d’apprentissage en Ouzbékistan : un travail de these en
cours

Dans cette communication, il est question d’explorer ensemble certains aspects du
développement des ressources, outils et dispositifs d’apprentissage a distance du frangais dans
'enseignement supérieur en Ouzbékistan. Dans ce travail de theses, je vise en effet a identifier
les ressources, outils et dispositifs mis en place, a déterminer le lien entre leur mise en ceuvre,
leur configuration formelle, leurs wusages et les enjeux €conomiques, politiques,
organisationnels, éducatifs, dans le contexte spécifique ouzbek.

Jinterroge le développement d’un des pans de I’enseignement supérieur de ce pays, dans le
cadre de I’industrialisation de la formation (Moeglin, 2016), ce qui m’amene a questionner les
valeurs et idéologies qui président a la mise en place de ces ressources de formation a distance
par les acteurs privés et publics impliqués. Il est alors nécessaire également d’exposer les limites
a cet apprentissage a distance, les échecs de transferts de technologies et obstacles dans les
usages (Croze, 2020) qui peuvent étre mises au jour.

L'Ouzbékistan, un terrain privilégié
Un pays sous influences

Invitée pour un séjour professionnel dans une université ouzbeéque au début de la pandémie
Covid-19 en février 2020, j’ai pu échanger avec des collégues ouzbéques au sujet des pratiques
pédagogiques ouzbekes mises en place. Ce sont ces échanges qui m’ont permis d’approcher les
problématiques posées par le déploiement de 1’apprentissage a distance dans ce pays. Le
développement de ’enseignement a distance du francais en particulier cristallise des enjeux
linguistiques, géopolitiques, économiques, éducationnels.

Carrefour commercial de la route de la Soie, 1'Ouzbékistan est en effet au croisement des
spheres d'influence turques, russes, chinoises, et du Moyen-Orient (A.Allworth, 1990), 1'une
des particularités de la société ouzbeke s'incarnant notamment dans la diversité des pratiques
linguistiques (Pétric, 2002). 1l s'agit d'une jeune république en croissance (Direction générale
du Trésor, 2020) qui modernise son économie pour se rallier a la mondialisation en marche
(Fauve, Hohmann, 2015) sous influences géopolitiques (Thorez, 2019). Le pays souhaite
développer une politique de formation ambitieuse pour sa population et massifie ’'usage du
numérique (Hootsuite, 2020).

Les autorités ouzbeques cherchent a transformer leur économie agraire historique en une
économie tertiaire focalisée sur le tourisme international et donc former leur population de
maniere adaptée (Thorez, 2019). Quelle industrialisation et internationalisation de 1'éducation
les autorités ouzbekes mettent-elle en ceuvre pour former leurs enseignants (Bydanova,
Rozmetov, 2014), avec force dynamisme et moyens pour certaines de leurs universités ? Le
risque étant, pour les représentants de cet « Etat ouzbek insaisissable », de se déconnecter des
réalités et aspirations de leurs citoyens (Schmoller, 2019) en tentant une transformation radicale
de leur économie.

Le contexte géopolitique actuel d’invasion de 1’Ukraine par la Russie pose aussi question sur
I’avenir de I’Ouzbékistan et de son réle a I’international. La république ouzbeéque d’Islam
Karimov, précédent président ouzbek ayant mené le pays entre 1989 et 2016, ne souhaitait plus
étre un “colonial Backwater” de la Russie. Ceci, tout en mettant en place certains accords
militaires et économiques avec la Russie. Des rapprochements politiques, économiques et
militaires qui ont été entretenus par ’actuel président Shavkat Mirziyoyev. Ce soutien de la
Russie aux républiques d’Asie Centrale s’est notamment illustré en janvier 2022, a travers
I’appel du Président kazakhstanais Kassym-Jomart Tokaiev aux troupes de 1’Organisation du
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Traité de Sécurité Collective (OTSC) suite aux révoltes citoyennes lors des hausses des gaz de
pétrole dans le pays.

Pourtant, dés le début du conflit ukrainien, I’Ouzbékistan a marqué son soutien -discret, mais
notable- a I’Ukraine, par des actes symboliques forts, notamment I’envoi d’aide humanitaire a
Kiev (Philip, Le Monde, 2022). L’on peut alors se poser la question de la nouvelle force
commerciale que les sanctions a la Russie pourraient donner a 1’Ouzbékistan, en maticre
d’énergie, voir méme d’agriculture. Déja en libéralisation de ses ressources énergétiques (Gaz,
Uranium...), le pays pourrait se retrouver vite dans une situation commerciale trés favorable
vis a vis de I’Europe. Si toutefois, I’Ouzbékistan, en refusant de voter la suspension de la Russie
du Conseil des droits de I’homme de I’ONU (Ferrando, Le Monde, 2022), ne choisit pas une
autre voie.

Perspectives de I’apprentissage du frangais

Dans ce pays, la diffusion et I'enseignement de la langue francaise sont en évolution, sous
I'impulsion du gouvernement ouzbek qui initie des partenariats publics et privés franco-ouzbeks
et incite les jeunes professionnels et cadres a apprendre le francais. L'actualité de la coopération
francaise connait un renouvellement via des partenariats dans 1’enseignement supérieur, ou
encore l'organisation la déclaration d'intention de création d'un centre culturel franco-ouzbek a
Tachkent en 2022.

Mais dans ce contexte géopolitique tendu, le développement des ressources pédagogiques du
francais en Ouzbékistan pourrait se voir affecter, a travers les évolutions des rapports
diplomatiques et économiques entre la France et les pays d’Asie Centrale.

L'Ouzbékistan est ainsi dépendant de ces évolutions géopolitiques et des enjeux de conquétes
économiques qui investissent aussi le monde de la formation, notamment par la transformation
opérée par les plateformes numériques (Evans, Hagiu, Schmalensee, 2006). Or peu de travaux
s’intéressent a cette question des ressources €ducatives en Asie Centrale, et lorsqu’ils le font,
c’est en plébiscitant ’arrivée de nouveaux dispositifs numériques dans le monde de
I'enseignement supérieur, sans interroger les enjeux économiques et géopolitiques liés
(Seisekeyeva, 2021).

Cette focalisation sur l'apprentissage du francais en Ouzbékistan offre la possibilité de faire un
pas de coté en s'intéressant a un pays et une population qui présentent des problématiques
linguistiques et géopolitiques tres riches, mais qui ne sont pas inclus dans la sphere de la
francophonie, qui mobilise la plus grande partie de la littérature pédagogique (Pierozak, 2018).
Cette étude permettra peut-étre d’éclairer les perspectives de la langue frangaise dans cette
région du monde, les vecteurs de coopération (Makhmasabirova, 2019) et le «soft power»
francais en Ouzbékistan (Natale, 2015).

Industrialisation de la formation et médiation du savoir dans les universités ouzbéques

Cette recherche s’inscrit ainsi dans la lignée de travaux menés en Sciences de 1'Information et
de la Communication sur I’industrialisation de la formation et ses transformations numériques
dans les universités. Cette industrialisation a été renforcée par la Covid-19 qui influence
I’ingénierie pédagogique universitaire (Peraya, Peltier, 2020) et qui a intensifié des processus
de mutation de I’éducation en Ouzbékistan. La mise en compétition des universités (Musselin,
2017) au niveau mondial et la palmérisation médiatique (Bouchard, 2012) accentuent les
difficultés des établissements en les soumettant a des évolutions majeures et des injonctions
paradoxales (Seurrat, 2018).
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Les universités ouzbéques n’échappent pas a ces évolutions, et a travers cette industrialisation,
de nouveaux acteurs entrent dans le processus de création des ressources et dispositifs
pédagogiques dans le paysage éducatif de ce pays.

Ces nouveaux acteurs produisent des dispositifs et des plateformes qui instrumentalisent les
industries en place, notamment culturelles et éducatives (Bouquillion, Miege, Mceglin, 2013),
et soulévent des questions liées a la sophistication de I’intermédiation (Bullich, Schmitt, 2019).
Ceci rend ainsi nécessaire I’analyse des formes matérielles de médiation des savoirs et la
convocation des réflexions sur ’acte d’énonciation €ditoriale dans les écrits d'écran (Souchier,
Jeanneret, 2005), dans le cadre de 1’¢élaboration de la parole du pouvoir.

L’on peut se poser ainsi la question de la médiation symbolique que proposent ces nouveaux
outils de I’apprentissage en ligne qui apparaissent dans les universités ouzbeques et comment
cela affecte les ressources déja mises en place. La fabrication d’un outil de formation
matérialise une conception de la situation d’apprentissage et un idéal pédagogique sous-jacent
(Davallon, 2007), puisque 1’offre technologique correspond a une demande éducative latente et
préformée dans la société. A travers I’étude du développement des outils et plateformes
d’apprentissage du francais sur un terrain universitaire, ce sont donc les conceptions
médiagéniques et I’idéologisation en cours a travers la médiation des savoirs en ligne que 1’on
interroge (Seurrat, 2018).

Articulation des méthodologies

Cette recherche articule 1’analyse sémiotique des formes matérielles de médiation des savoirs,
a une enquéte socio-économique aupres des producteurs de ressources et des enquétes aupres
des enseignants ouzbeks.

L’analyse des stratégies de valorisation des producteurs de ressources que j’effectue s’appuie
sur les travaux effectués a 'ANR RENOIR IUT qui démontrent de la complémentarité de
I’approche socio-économique et sémiotique (Seurrat, Guillon 2019) dans 1’étude des
transformations numériques des ressources universitaires. J’étudie les modeéles économiques et
les stratégies de valorisation des acteurs économiques et institutionnels et leurs activités
(Bullich, Schmitt, 2020), en lien avec 1'analyse sémio-discursive d'un corpus de ressources et
dispositifs représentatifs de la diversité des acteurs.

Ceci afin de déterminer comment les modeles socio-économiques impliquent des choix formels
et inversement, comment les configurations formelles éclairent les enjeux socio-économiques,
sociopolitiques et pédagogiques relatifs a la mise en ceuvre des ressources et dispositifs.

Pour approfondir cette étude, je convoque la sémiotique des écrits d'écrans ainsi que I'analyse
de 1'énonciation éditoriale pour étudier les architectes et les modalités de la textualisation des
pratiques (Souchier, Candel, Gomez-Mejia & Jeanne-Perrier, 2019) des dispositifs identifiés.

Un focus sur les discours d’accompagnement

Dans cette communication, je m’attache particuliecrement a la question des discours
d’accompagnement des outils et dispositifs d’apprentissage du francais dans les universités
ouzbeques. Ceci afin de mettre a jour les processus de valorisation effectués par les acteurs
privés et publics producteurs de ces ressources. Il s’agit ici de faire une analyse critique des
discours idéalisés sur le numérique, dans le cadre géopolitique particulier de 1’Ouzbékistan,
afin de mieux comprendre les conceptions politiques et économiques qui président au
développement des ressources pédagogiques numériques.
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Quelle(s) politique(s) se joue(nt), dans I’introduction de la distance et du numérique dans les
dispositifs de I’apprentissage dans ce pays ? Quels sont les enjeux de cette injonction a la mise
en distance, par rapport a des pratiques pédagogiques ouzbeques ancrées dans le présentiel ?
A travers des exemples de discours officiels et d’extraits de textes d’accompagnement de
différents acteurs publics et privés, je propose dans cette communication, une étude de cette
valorisation de la mise a distance et des dispositifs numériques de I’apprentissage a distance du
francgais en Ouzbékistan, ainsi qu’une premiere approche des injonctions paradoxales faites au
sein des universités ouzbeques.
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Abstract:

When the COVID-19 pandemic hit in early 2020, higher education institutions around the
world faced an enormous amount of complexity and uncertainty, regardless of their mode of
delivering teaching, learning and assessment activities to their students. Despite already having
robust policies and processes in place for delivering such activities online, distance learning
institutions around the world were far from being exempt from this disruption. Ensuring the
continuity of academic quality and decision-making during a crisis affects all institutions and
needs to be managed carefully in order to maintain the expected quality of academic standards
and student experience, whilst protecting the health and wellbeing of students and staff.

In this paper, we reflect on a model for ensuring academic continuity during crisis situations in
universities, developed by Regehr and McCahan (2020), to evaluate the effectiveness of The
Open University’s approach to managing academic continuity during the COVID-19 pandemic
and consider longer-term implications for the institution. We also propose a simplified and
modified version of the Regehr and McCahan model, taking into account the cyclical and
ongoing nature of our considerations and the impact that prolonged uncertainty can have on
applying such a model in practice.

Keywords:

Continuity; emergency; planning; crisis; quality; decision-making

Introduction

It is no secret that the disruption from the COVID-19 pandemic required higher education
institutions (HEIs) around the world to adapt and change at great speed. Regehr et al (2016)
suggest that institutional planning, in response to any crisis, should include three components:
(1) procedures for addressing the immediate situation, generally referred to as ‘emergency
planning’; (2) procedures for ensuring ongoing business and administrative operations,
generally referred to as ‘business continuity management’; and (3) procedures for
ensuring the academic integrity of all academic programmes, which the authors refer to as
‘academic continuity’.

However, prior to the COVID-19 pandemic, academic continuity was a relatively rare term in
higher education, despite the origins of what we would now consider to be academic continuity
planning dating back to and the establishment of the National Center for Distance Education
(CNED) in 1939, which was set up to provide correspondence courses and allow students to
continue studying during World War 2 (SchWeber, 2013). Regehr et al (2016) also highlight
that, in the event of a crisis or disaster affecting campus-based institutions, discussions around
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academic continuity have historically focussed on physical safety and the replacement of in-
person activities with technology-enhanced education and online teaching.

But what does this mean for institutions where the use of technology-enhanced learning and
supported distance learning is already the norm? One might assume, as many colleagues in the
sector did, that a supported distance learning institution like The Open University was already
perfectly positioned to adapt to the challenges of moving to a fully online model of teaching
and assessment. As it turned out, this assumption was too simplistic for an institution with over
200,000 students studying on taught undergraduate and postgraduate courses at any one time.

The Open University context

The Open University has accumulated over 50 years’ experience in delivering widely
recognised excellence in supported distance learning since it was established in 1969. It is a
unique university based in, and funded across, all four nations of the UK (England, Wales,
Scotland and Northern Ireland), each with their own devolved governments, education policies
and nuanced responses to the pandemic.

Although teaching and learning at a distance is not exclusively about assessment, like many
institutions, March to July is the crucial time for assessment operations and awarding processes
at The Open University. So, when the government announced the first UK-wide lockdown on
23 March 2020, academic and professional services colleagues across the institution had to
find a solution fast. Just three weeks later, almost 3,500 Open University students (across 76
different undergraduate and postgraduate modules) were expecting to complete their final
module assessment before the middle of April, many at an exam venue somewhere in the UK.

By September that year, a further 111,000 students (across 242 different modules) were due to
receive their module results. For a significant proportion of these students, this final
assessment would also mean the completion of their qualification. Crucially, they had to do
this while also juggling their work, home schooling children, and other caring responsibilities.
Some students were even fighting a COVID infection themselves or dealing with consequences
of a loved one having fallen ill. With all this going on, supporting students to pass their module
assessments continued to be a non-negotiable priority for the University. Alongside this,
supporting staff to enable them to support students, as well as manage their own wellbeing,
was also non-negotiable.

Frameworks for modelling academic continuity

In 2020, Regehr and McCahan updated a previous model of academic continuity developed at
the University of Toronto (Regehr et al, 2016) in response to the COVID-19 pandemic (Figure
1). This updated model addresses the specific challenges associated with the scale of the
pandemic in terms of its global reach and unpredictably prolonged nature.

Figure 1. Maintaining academic continuity during COVID-19 (Regehr and McCahan, 2020)
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+Policy on academic continuity
=Designing courses for resiliency
=Testing the resiliency of systems

*Gathering information
*Engaging the academic community
=Identifying technological and human resources

*Expanding the expertise at the table
*Creating a point of contact
sEstablishing communications routines

=Supporting high quality online delivery
+New models of assessment of learning
*Expanding teaching resources

=Evaluating options
*Re-working admin and information systems to
accomodate changes

The five stages and accompanying descriptors identified by Regehr and McCahan (2020)
provide a valuable framework for considering all elements of academic continuity. Mapping
our own experience of managing and maintaining academic continuity during COVID-19 to
Regehr and McCahan’s model has helped us reflect on the approach taken by The Open
University and plan for the future. This reflection has also resulted in a slight adaptation to the
Regehr and McCahan model, recognising the cyclical nature of ongoing academic continuity
planning, and the iterative response to prolonged uncertainty in the recovery and adaptation

stages (see Figure 2).

Figure 2. Revised model for managing and maintaining academic continuity during a crisis

(adapted from Regehr and McCahan, 2020)
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Approaching crisis

Academic qualifications are highly regulated and ensuring their quality is essential, including
from a reputational and financial perspective. However, this can mean that policy development
and decision-making in higher education often follows a slow process. Regulations can differ
from one discipline to another and, within the four nations context at The Open University,
from one national quality standards framework to the next. Minor amendments may take a few
months, with more substantial change proposals taking years to be approved and implemented
successfully through academic governance.

The Open University has had a formal Business Continuity Management Policy in place since
2009. This Policy ‘establishes the basic framework and structure for the management of
effective planning, emergency response and the continuity and recovery of the University’s
business critical activities in relation to a major incident or business interruption event, across
all four UK Nations’. In addition, the University prides itself on having robust principles and
processes in place for the management of academic quality and standards for the production
and delivery of curriculum and the student learning experience, which have been in place since
its inception in 1969. However, to date, there has not been a formally documented approach to
maintaining ‘academic continuity’ during a crisis, which we suggest falls somewhere between
these well-established polices and principles (see Figure 3).

Figure 3. Consideration of academic continuity at The Open University
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* Project management REISPECHve regulatory

culture * Dedicated and fast » Culture of approval

communication strategy
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To address the urgent challenges created by the pandemic in March 2020, The Open
University’s historically cautious and considered approach was not sufficient to maintain the
balance between enabling students to complete their studies and assuring robust and
appropriately adjusted quality standards. Instead, enabling the achievement of academic results
at speed and scale during the crisis required a new approach, which posed a challenge for The
Open University that, like many higher education institutions around the world, it had never
had to face before.

Most academic decisions that were needed to meet these pandemic challenges required
considerable work. To give an example: one such decision was prompted by both the Office
for Students (OfS), the regulator for higher education in England, and the Quality Assurance
Agency (QAA), which proposed high-level, acceptable ways to deal with the crisis across all
four nations of the UK. Both recommended that institutions should consider the cancellation of
assessment where sufficient evidence was available to determine fair and appropriate results
for students (QAA, 2020; Office for Students, 2020). Most modules at The Open University
had sufficient continuous assessment, for example, tutor-marked assignments (TMAs)
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submitted throughout the course. This made it possible to cancel the final assignment for
around half of all modules, with the remaining modules offering some form of remote
assessment. Where the final assessment was cancelled, extensive and complex analysis led to
revised algorithms to reach fair and standardised student results, along with detailed and
targeted communication to students and staff — and for professional and accredited
programmes, also to employers and accreditation bodies and regulators.

Immediate crisis

Despite the lack of a formal academic continuity procedure prior to March 2020, the University
quickly put in place actions to support the continuity of essential business at the onset of the
COVID-19 pandemic and assure itself of maintained academic quality and standards. This
included setting up an ‘Academic Implications Group’ (AIG) to work through these academic
issues, chaired by the Deputy Vice-Chancellor. Due to the uncertainty of the situation, some
gaps were identified in addressing specific academic issues that would usually be considered
through extended formal academic governance. Instead, the needs of all students had to be met
within the space of a few weeks, whilst also considering staff capacity and wellbeing when
proposing changes. A huge number of decisions were needed, including:

* How to move in-person exams online in the least disruptive way, while maintaining
academic integrity?

* How should marking, result calculation and awarding practices take account of the
impact of the pandemic on students?

* How should students tell us about special circumstances impacting their study and what
evidence should they provide?

The number of questions the group needed to consider grew exponentially. This is becauseof
the wide variety of assessment strategies across all modules and with every proposal needing to
be carefully checked against existing policy and processes and the latest regulatory advice.

Despite the exceptional and challenging circumstances, there was generally a positive and
collaborative atmosphere at each (virtual) meeting of the Academic Implications Group. On
reflection, the group’s success can be attributed to demonstrating many of the qualities of high
impact teams (Anon, 2013, based on Hackman, 1998).

Shared team goals

The group agreed a series of key principles to enable them to work flexibly and adapt as
processes were developed and decisions made. These included:

i. A core purpose of student success.

ii.  An institutional approach to ensure consistency and fairness.

iii. A principle of ‘no detriment’ to students.

iv. Maintaining academic standards.

v. A programmatic approach to governance approval through Chair’s Action.

vi. Using current policy and process wherever possible to keep communication and
delivery simple.

vii. Consideration of operational delivery in terms of capacity and capability.

Team size and composition

The formation, structure and ways of working in the group were also key to the University’s
academic response to the pandemic. An important factor was ensuring that key subject-matter
experts were available to represent the different aspects and areas impacted by the decisions
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needing to be made, rather than focusing on formulaic representation from every unit, as would
be the usual approach. This included representatives of the student and tutor communities and
experts in assessment and student support. Members prioritised attendance and actively
participated in meetings, allowing rich discussion and fast-paced outcomes. It effectively
operated on two levels of membership — those essential to the group’s function (such as the
Chair, Secretary, and representation from an operational and academic perspective) and those
who provided valued contributions to specific discussions or issues.

Role clarity

It was crucially important for members to understand their responsibility as part of the group,
generating a shared understanding of purpose and aims as well as accountability for action.
However, it was acknowledged that the articulation of responsibilities for members joining the
group later could have been improved.

Leadership

The Chair’s collaborative approach and leadership style empowered all members to contribute
to the discussions, resulting in a less hierarchical approach than would usually be the case,
whilst also fostering a culture of trust and transparency. The Chair also demonstrated the
effective use of emotional intelligence to allow discussions to evolve and decisions to be
reached without unnecessarily restrictive and directive conversation management. In contrast,
there was a noticeable difference when the group was chaired by a delegate, with meetings
often feeling more formal and taking a more structured approach that did not foster such in-
depth and rich discussion.

Technology

The group utilised MS Teams, a technology that was not in regular use by the University prior
to the pandemic and required the commitment of members to quickly adapt. This approach also
enabled the creation of a central, cloud-based repository for all meeting documentation and
adoption of the messaging functionality to continue collaboration and consultation outside of
meetings and progress discussion and urgent actions, which was not commonly the case in
business-as-usual activity.

Task composition

A logically structured agenda, with simple notes and papers, meant that the group operated on
an informal but effective level. Advanced notice of paper deadlines, circulation and meeting
schedules meant that members knew what to expect and when. Papers were kept concise (often
no more than two or three pages), with basic background information and options clearly
presented along with any decision requested. Papers were commonly joint authored by
operational and academic colleagues, increasing the group’s confidence that multiple aspects
had been considered ahead of discussion. A decision log was maintained and later developed
into a module-focussed search tool that the wider University could use to identify and
understand decisions relating to specific curriculum. This also provided a trusted source of
information for retrospective scrutiny and approval through governance, where necessary.

Communication

Communication was arguably the most challenging aspect that required considerable
improvement over the duration of the group’s operation and, with the benefit of hindsight, the
function which could have been substantially improved. As we have already identified, the
clear articulation and tracking of decisions, along with the timely circulation of notes and
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regular summary updates to the wider University, was essential. However, in practice, the
unpredictable pace and scale at which decisions needed to be made, documented and actioned,
often resulted in delays when it came to issuing these communications more widely. An
additional requirement was also the formal communication of the group’s approach and
decision-making to University governance bodies, including the Senate, which would have
been the formal governance routes for academic decision-making in a pre-pandemic world.

Recovery and adaptation

As the University started to transition from a state of emergency into a period of ‘recovery’ in
early 2021, the Academic Implications Group began to raise topics less directly relevant to the
pandemic, as it had become a helpful and effective space to discuss and consider more general
academic issues. However, the group had achieved its original purpose of providing a crisis-
focussed response during the height of the pandemic and was therefore disbanded in March
2021. All decisions made by the group were reviewed to ensure that none were left open-ended
and that the relevant area of the business would take responsibility for transitioning activity
back to business-as-usual. Where further approval and oversight was needed, the broader remit
of the University Recovery Group was consulted to ensure that the situation across all four UK
nations was considered.

Another key adaptation identified through the operation of the group is the integration of the
student voice into university decision-making. Historically, involving students in these
discussions at an early stage might have been perceived as an afterthought. However, from the
outset, the Academic Implications Group treated students as a core stakeholder and close
attention was paid to the valuable insight provided by the representatives of the Student’s
Association. As a result, the importance of designing student involvement from the start and
working in partnership to plan and deliver future academic continuity is now being considered
more broadly across the institution (Jones, McGuigan and Rossade, forthcoming).

Prolonged uncertainty

Due to continued uncertainty around new variants of the COVID-19 virus, a small group of
key stakeholders was reconvened in January 2022 to assess the emerging situation, again,
ensuring that staff and student wellbeing was at the forefront of any considerations. This
group’s objective was to prepare for any potential decision-making or additional support
requirements to ensure that students continued to be supported to achieve their module and/or
qualification aims, whilst protecting the academic integrity and quality assurance of the
university. Student deferral and withdrawal data, along with the impact on assessment
submission and marking, was used to support these discussions. Following further scrutiny, it
was felt that sufficient flexibility for staff and students is already built into the OU’s standard
policies and processes, and no further changes were implemented. Shortly after this, the UK
government announced its plans to end all legal restrictions in England, with restrictions in
Scotland, Wales and Ireland continued for slightly longer.

Overall, our reflection is that this prolonged uncertainty increases the risk of either adapting
too much or for too long or entering recovery too early and then needing to re-engage with
adaptation as the situation evolves. Our proposed model reflects this through the addition of a
smaller feedback loop within the overall circular model, between the stages of ‘Immediate
crisis’ and ‘Evaluation and planning’ (Figure 2).

Evaluation and planning

Many operational lessons learned were learned from the COVID-19 pandemic at The Open
University, including the consideration of working arrangements for staff, the continuation of
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online/remote exams, and online versus face-to-face tuition in some disciplines. In addition, the
experience has also prompted the University to develop its business continuity practices
further, particularly in relation to maintaining the integrity of academic matters and quality
assurance. For example, to ensure that academic continuity is fully considered in the event of a
future emergency, agreement about whether an academic response group needs to be instigated
has been factored into the University’s Crisis Management Plan at an early stage. In addition,
a crisis response template for academic implications has been drafted to support this decision-
making process, including questions for the academic response group to consider, such as:

* Does the disruption disproportionately affect students with protected characteristics?

» Are students and tutors able to travel to face-to-face tuition events and/or access online
tutorials?

* Does the disruption impact more on staff and students in certain disciplines (e.g. front-
line healthcare workers and teachers in the case of COVID-19)?

» Are there any expectations and/or requirements from accreditation or regulatory bodies
that need to be considered?

* Could the disruption have any impact on the student’s final award and classification?

* How will decisions made by this group be communicated to students and the wider
University?

The answers to these questions (and others) will obviously be dependent on the specific
circumstances associated with each crisis. However, providing a more defined framework will
ensure that academic decision-making, including the approval of any temporary changes
required to academic policies, are managed, resourced, and communicated effectively.

Conclusion

In this paper, we have reflected on how The Open University maintained academic continuity
during the COVID-19 pandemic and beyond, focussing specifically on the creation of a
dedicated Academic Implications Group to respond to the crisis. This group enabled The Open
University to navigate the immediate needs of students and staff, the business requirements
related to assessment and the relevant academic regulatory standards across the four nations in
the UK. Speed of action was essential to ensure that nearly 115,000 part time students were
able to complete their modules while living through the first few months of a global health
crisis, and beyond.

We have used two different lenses to structure our reflection of the University’s response.
Firstly, the five-stage model for maintaining academic continuity revised by Regehr and
McCahan in 2020 has enabled us to reflect on the negotiations and operational actions since the
start of the pandemic. In the process, we have proposed some minor modifications to the
original model, including a more circular flow of stages and the introduction of an additional
feedback loop to better express the impact of ‘prolonged uncertainty’ on how the ‘immediate
crisis’ is perceived and addressed through ‘recovery and adaptation’. The second lens we
adopted focussed on the qualities of high impact teams, which has helped to identify, evaluate
and emphasise the benefits of the approach taken by the Academic Implications Group. The
importance of shared team goals, team size and composition, role clarity, leadership, task
composition and communication have all been identified as key contributing factors to the
success of such a group and will help provide a framework to plan for, and respond to, any
future crises.

However, the University’s immediate response to the crisis is only part of the story. Our
evaluation has also highlighted two developments that are likely to remain with the University
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well into the future. Most importantly, perhaps, is that the University has a better
understanding of the importance of establishing academic continuity as a specific part of any
University crisis response alongside the requirements for business continuity and the ongoing
maintenance of academic standards. This will ensure that the University can maintain its high-
quality standards of teaching and learning and contributions to further research in higher
education, whilst drawing on previous experience and well-developed plans from the outset.

Secondly, the pragmatism that was needed by the Academic Implications Group during the
crisis is arguably now shaping how other decisions are being considered by the University,
including academic governance and the delivery of tuition and assessment. This pragmatism
will not only have long-term benefits for the University’s ability to carry out its business in a
principled and agile manner but has also influenced the way students are involved in
University decision-making which is now often more akin to a partnership rather than
straightforward stakeholder consultation.

If our reflections of these developments are accurate, there is clear evidence that the COVID-
19 pandemic has had a positive impact on The Open University’s understanding of, and
response to, managing academic continuity during a crisis. Despite the devastating impact of
the pandemic on staff and students since March 2020, taking on board these lessons learned
will ensure that The Open University can remain committed to delivering its mission of being
open to people, places, methods and ideas, regardless of any crisis it might face in the future.
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Summary

Here the timeline of the various examination assessment changes deployed by the OUUK
during the period 2020-22 is shown. The main difference in this period being the introduction
of online exams instead of the previously deployed face-to-face exams. We show a positive
impact on student performance including increases in module pass rate and also module
completion rate. We also report improvement in pass and completion rates for students with
protected characteristics namely those with low prior educational qualifications, those with
mental health issues, those from relatively poor backgrounds, Asian and Black students. We
also show that there is a reduction in awarding gap between; black/white students, between
those with mental health conditions and students with no reported mental health conditions
and between students from the least affluent compared to the most affluent areas. A
discussion of how the temporary changes could be made more permanent is surfaced, this
being as a result of student demand but also as a result of demonstrable impact.

Keywords

remote exam; assessment; online exam; assessment policy; awarding gaps

Introduction

The onset of the Covid-19 pandemic during March/April 2020 required all higher education
institutions (HEIs) to address the format of their examinations. Most countries, including the
UK, imposed a lockdown of their population ensuring that all HEIs were required to move
away from the traditional face-to-face examination that most had deployed previously
(Gamage et al, 2020). A significantly greater reliance on offering examination via various
online routes became the norm (JISC, (2022), Rossade et al (2022)). How HEIs were able to
adapt to this change varied considerably. Some HElIs already possessed systems and processes
that could be utilised or adapted (Khalaf et al, 2020) others developed internal systems or
processes themselves and others utilised external systems to offer online exam capability
(Chirumamilla and Sindre, 2021).

Over the last two years HEIs have made significant progress in assessing how well online
exams have worked and identifying the issues that having online exams present. Particularly
in 2020 most institutions offered a “no-detriment” policy ensuring that students could not be
seen to be disadvantaged in having their mode of examination changed to an online one
(Gamage et al, 2022). HEIs analysed student’s performance and results and where possible
compared to that of previous cohorts of students to ensure that the marks that students
received were comparable. Such information was fed back to organisations such as the
Quality Assurance Agency (QAA) in England to ensure that students were not disadvantaged.
Some particular advantages of online exams are that they have been shown to be more
equitable and have served to reduce attainment gaps (JISC, 2022).

Since 2021 HEIs have been identifying how, they, as institutions, and more importantly their
students, perceive the exam landscape moving into the future. It is clear that the experiment of
having exams delivered in an online format have allowed institutions to question the most
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appropriate format for the future (St-Onge et al, 2022). There remains a number of issues that
institutions as a whole are grappling with including how best to ensuring that plagiarism and
the use of “essay-mills” is prevented (Isalem et al, 2020), concerns over the deployment of
digital invigilation/proctoring tools (Khalaf et al, 2020, Kharbat et al, 2021), how to ensure
that students without the necessary access to the best technology are not disadvantaged and
how to make sure that students have a similar exam experience regardless of the environment
in which they are working (Tuah and Naing, 2021).

In particular, current studies report on tutors’ considerations when implementing online
exams and recommendations on how to improve their approach. For example, St-Onge et al.
(2022) explored tutors’ perceptions on the implementation of online exams in a Canadian
HEI. They identified that the interviewees when questioning the most appropriate online
exam format were concerned about the potential consequences on students, potential cheating,
the importance of pedagogical alignment, and available affordances for the transaction. Tuah
and Naing (2021) in their secondary research study drew recommendations on how educators
can better prepare for online exams, for example, by considering student diversity and
readiness, as well as cheating practices when employing online assessment.

In this paper, the assessment changes made by the OUUK will be outlined. This will cover the
initial pandemic-induced decision to either cancel face-to-face examinations or to move them
online and the subsequent changes in the way in which online examinations were
subsequently presented. Results demonstrating positive effects on awarding gaps will be
shown for the period for which full information is known. Additionally qualitative and
quantitative information from student surveys ascertaining their preference for online versus
face-to-face examinations will be presented.

Timeline of examination assessment changes at the Open University (UK)

At the end of March 2020, the UK Government announced the first of its pandemic
lockdowns. This meant that any face-to-face gatherings was not permitted by law. The OU
has a number of periods in the year when end of module examinations are taken by students.
These include March, April, June and September. The initial changes made by the OUUK
were either to cancel examinations completely or alternatively to allow examinations to
proceed but utilising the examinations papers that had already been prepared for use in a
closed-book invigilated examination hall setting (see Table 1).

Table 1: Timeline of the changes to examinations offered by the OUUK during the period
March 2020 to June 2022

Time period Examination changes
Duration Open or closed book? Invigilated? Comment
Pre March 2020 All exams 3 hour duration closed book mvigilated conditions
March to August 2020 Variable duration 24 hour to 7 day open book non-invigilated

September - December 2020 Variable duration 3 hour to 7 days open book non-invigilated

March- December 2021 | Greater use of short (3 hour) exam periods open book non-invigilated greater use of authentic assessment

March to June 2022 More use of short (3 hour) exam periods open book non-mvigilated

Due to information technology constraints within the OUUK’s Moodle environment the
initial online examinations between March and August 2020 had initially to be offered for a
minimum period of 24 hours, although some module teams utilised 3 day or 7 days
examinations. Students were informed that the examinations had been written as to require
only 3 hours to complete however many students spent much longer undertaking their exams
than this. This, combined with the fact that the examinations had been intended to be “closed-
book” and without access to module materials or internet resources but had been delivered in
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an open-book setting meant the student’s results as a group were much better than previously
seen. This required several module teams to “standardise” results to maintain parity between
student cohorts and to follow advice from the UK Office for Students (the UK student
regulatory body). Subsequently, from September 2020 onwards (see table 1 row 3) an
increased ability to offer shorter 3 hour timed examinations became available and
consequentially many module teams began to use this model. This was for a number of
reasons including being more equitable to the student body as a whole (as not all students had
the ability to spend up to 24 hours undertaking an exam) and also module teams at this point
in 2020 had not been able to prepare examination papers that were designed for open-book
conditions. The shorter period available to students for their examinations meant that the
results students obtained were more similar to those observed in previous presentations of that
module. This limited-time model persisted in 2021 (see table 1 row 4) with additional changes
including a move towards greater use of authentic type assessment whereby module teams
asked students to deploy their knowledge and understanding to address real-world questions
of an applied nature (Sokhanvar et al, 2021).

Given the long lead-in time required both to author examination papers and to book suitable
face-to-face venues, coupled with the uncertainty around the pandemic a decision was taken
in April 2021 to extend the period of online exams until the end of December 2022 and then
in late 2021 a decision to further extend online exams until the end of December 2023 was
taken.

Impact of online examinations on student performance

Each of the circa 450 module teams at the OUUK make an autonomous decision about the
mode of their final assessment. Prior to the impact of the pandemic, around 35% of modules
utilised a face-to-face exam, however two years after the pandemic the percentage of modules
with an online exam had dropped to 28%. This is suggestive of modules teams asking
themselves the purpose of why they had a particular assessment type in place (Garcia-Morales
et al 2021). An analysis of the module results from modules with an online exam in 2021 that
had previously had a face-to-face exam showed that there was an increase both in module
completion rate and also in pass rate of 3.7 and 2.0 percentage points respectively. The
increase in pass rate was expected as the exams were still open book, albeit under tighter time
conditions (see Table 1, row 4) and so students could access a range of module resources to
allow them to answer the questions posed. The particularly interesting result was the increase
in module completion rate. It is surmised that the prospect of having an online exam rather
than a face-to-face exam is more appealing to students and hence even if they are struggling
on a module, they will persist at it for longer, leading to a greater number eventually
completing it.

The move from face-to-face exams to online exams was a major shift for the OUUK, as it was
for the rest of the HEI sector. The OUUK were particularly interested in investigating how the
move affected particular groups of students within the overall population. There are a number
of protected characteristic student groups the OUUK particularly seek to support. These
include: those with low prior educational qualifications (PEQ), those with mental health
issues, those from relatively poor backgrounds classified in quintile 1 of the index of multiple
deprivation factors (IMDQI1), Asian students and Black students. The University analysed
both the module completion and pass rate for each of these five groups and compared the
student performance in 2021 with that of students in 2019 when the University last had face-
to-face exams. The results are shown below in Figure 1.
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Figure 1 An analysis of the changes in pass rate, pass conversion rate and completion rate for
modules with face-to-face exams in 2019 and online exams in 2021 for various demographic
groups.
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For modules that operated on-line exams in 2021, all demographics showed an increase in
pass, completion and pass conversion rates compared to 2019. Black students saw the largest
increase across all three metrics with pass rates increasing 9.1 percentage points between
2019 to 2021.

Impact of online examinations on student performance particularly in relation to awarding
gaps

The analyses above were encouraging in revealing absolute increases in module performance
indicators for students with protected characteristics. However, the OUUK was interested in
assessing whether these increases were comparable to white students undertaking the same
modules. We compared the awarding gap between students with protected characteristics
compared to white students from when students had taken face-to-face exams in 2019 to when
students had taken online exams in 2021. The results are shown in figure 2.

Figure 2: Pass rate awarding gaps for black compared to white students, for students with
mental health issues compared to students with no reported issues and for students from
IMDQI1 (least affluent) compared to students from IMDQS5 (most affluent). The blue lines
indicate modules with online exams whilst the grey lines indicate those modules without
online exams

Black/white pass rate awarding gap MH/No disability pass rate awarding gap IMDQ1/Q5 pass rate awarding gap
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15.8% 14.8%
14.8% ——15.2% —
12.6%

&
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It can be seen from Figure 2 that pass rate awarding gaps for modules operating online exams
showed decrease for all student groups. The pass rate awarding gap for black students and
white students showed the largest decrease (-4.3percentage points) however this gap did not
meet or become smaller than the pass rate awarding gap for modules not operating remote
exams.

Student perceptions of online examinations versus face-to-face exams

Given the changes that the OUUK had made to the mode of exams we sought to ascertain
student perceptions of the different type of exams and their preference for online versus face-
to-face exams via an online survey. A significant majority of students, 79%, stated that in
future they would rather undertake an online exam rather than a face-to-face one. We
additionally asked which students’ personal circumstances influence their preferences on
exam types and also why are students attracted to or dissuaded from online exams as a
replacement to their face-to-face exams. Students reported a number of personal
circumstances that they indicated would support a preference for online exams. The top two
circumstances cited were employment constraints followed by mental health type issues.
Other suggestions included not having to travel to an exam venue as being a popular reason
for having online exams. Additionally female students tended to report a greater preference
for online exams partly down to childcare issues. Students who responded as not wanting
online exams cited concerns around having an inappropriate home environment/not being
able to create a quiet area in which to undertake a home exam and concerns over a lack of a
suitably robust invigilation system. This would suggest that there are a number of issues that
the OUUK would need to plan for when considering a move towards a permanent
introduction of online exams.

Future delivery of exams at the OUUK

The OUUK have now had three years of online exams from 2020-22 and are committed to a
fourth year in 2023. Work had already progressed with the UniWise company in developing a
system to permit students to submit continuous assessment elements of module work through
the WiseFlow system that UniWise has. Given that this system also permits an end-to-end
process from authoring examination scripts to allowing students to undertake their exams
online through to marking of exam papers it seemed reasonable that investigate what the
appetite was within the OUUK to make online exams the default position into the future. An
extensive consultation process involving students, academic and professional staff was
suggestive of there being support for a move towards online exams being the default position
of the OUUK. However, a number of issues or concerns were expressed that the University
needs to address as it moves forwards. The main issues that surfaced included: Professional,
Statutory and Regulatory Bodies’ (PSRB) requirements; academic misconduct/integrity and
the increased risk of misconduct occurring more widely; digital invigilation and student
authentication. When students were surveyed they indicated a widespread support of digital
invigilation tools being deployed but some concerns were expressed about the intrusive nature
of such tools.

Additional themes of concern were raised which included: digital inclusion and whether all
students would have the same ability to have the required equipment; the difficulties in
producing authentic assessment (and the potential resource requirements of developing this);
reputational risk and credibility if some of the above areas of concern were not sufficiently
addressed; student environment and the inability of students to create the most appropriate
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environment in which to take an exam at home. All of these concerns are similar to those
raised by staff at other distance teaching universities within Europe and elsewhere (Rossade et
al, 2022). The OUUK has recently approved at governance level the move towards online
exams being the default position for examinations from 2025 onwards. It has not completely
ruled out some academic areas being permitted to have face-to-face exams for reasons
including an inability to use anti-plagiarism software for some academic subjects and specific
PSRB requirements requiring such exams.

Conclusion

It is clear that the pandemic that started in 2020 has permitted Universities to think and act in
ways that prior to 2020 would have seemed unthinkable. It has allowed academics to re-think
and re-imagine the ways in which assessment is conducted. As Rossade et al (2022)
emphasised “Testing students in exam halls at a given time and a specific place under the
watchful eye of invigilators seems no longer the only game in town — alternatives have
become imaginable”. At the OUUK in 2020 permission had been given to cancel the final
exams and although some modules availed themselves of this there was some dissatisfaction
expressed by students that they had been unable to demonstrate their overall understanding in
their response to an end of module synoptic exam. As Boud (1995) stated nearly two decades
ago assessment remains “the most significant prompt for learning” and that is as true now as it
was then. The OUUK in common with other HEI had to act quickly in the early days of the
pandemic, hence why decisions such as cancelling exams were permitted. Even where exams
did go ahead this was not without issue. Many organisations saw that student marks increased
significantly, this was not surprising as for the majority of organisations the exams had been
authored to take place in invigilated closed-book environments and not the open-book, non-
invigilated situations many students found themselves in during 2020 (Rossade et al 2022).
However, in common with other HEI’s the OUUK were able to adapt as time moved on and
as presented in Table 1 were able to offer assessments that were more fit for purpose as we
moved in 2021.

The various different changes to the assessment has allowed significant scholarship to take
place and this has been revealing. For instance, although increases in pass rate that were
observed might be expected in modules that had an online exam rather than the face-to-face
exam they had previously an increase in module completion rate is perhaps less unexpected.
Clearly the presence of an on-line exam is more appealing to some students and this was
supported when students were surveyed for their views and 79% said that they would prefer
an online exam over a face-to-face one. Issues remain with online exams, not least around
issues with academic integrity and plagiarism (Sietses, 2020) but if these can be addressed it
seems that the move towards online exams will gather pace.

Some additional benefits of online exams appear to show enhanced benefits towards groups
of students with protected characteristics. The effect is more widespread than just for the
OUUK as JISC (2022) recently reported. The intriguing question here is what causes the
reduction in awarding gaps? The effect appears to be real having been seen across many
different modules from many different subject areas. Much work has been performed in
attempting to address awarding gaps and often without much demonstrable success. The
changes in assessment seen as a result of the pandemic were never designed to reduce
awarding gaps but that is exactly what they have done. Scholarship in this area is occurring at
the OUUK to try and understand the drivers for this change. This approach is based on a
recent report from Universities UK and the National Union of Students (2019) who produced
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a five-point plan that Universities should follow and two of the points were named as
“obtaining and analysing date and understanding what works”.

The success of online exams both at the OUUK and more widely has resulted in a widespread
debate at the OUUK as to what the future direction of exam delivery should be. It is clear that
issues remain with online exam assessment but given the perceived benefits reported here
allied to the wish of students to move in that direction the OUUL are actively exploring
moving in the direction of having a default position of online exams for the majority of
modules where that is the most appropriate pedagogic rationale.
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This paper outlines the strategies used within an online foundation study
skills course designed to build learning communities across borders in a UK-
China Transnational Education (TNE) programme. It presents the fundamen-
tal aspects of “community” which include: bonding, inclusion, validation,
student-centred learning, engagement and a sense of belonging. These are
demonstrated through a case study of an ongoing partnership between Not-
tingham Trent University (NTU) and the Communication University of
China (CUC). This collaboration has embedded “community” principles in
three key areas: dynamic use of social media, specifically WeChat; an active
social programme; and extensive online community-building through class-
work activities. These are explained and evaluated using feedback from stu-
dent interviews and survey responses. The transferrable findings help iden-
tify the core principles needed to build successful learning communities.

Key Words: China, university partnerships, collaborative learning, WeChat

1. Introduction

The focus of this article is a partnership between Nottingham Trent University (NTU) in the UK
and the Beijing-based Communication University of China (CUC). This consists of three vali-
dated MA programmes in the fields of Broadcast Journalism; Museum and Heritage Develop-
ment; and Media and Globalization. Undergraduate courses are also available within the part-
nership, but these are excluded from this paper. The postgraduate programmes are designed to
last two years, the first spent in China and the second in the UK. An additional foundation study
skills course runs in parallel with year one. Historically, the programme has been taught in-
person, with visiting UK lecturers based in Beijing delivering the first year. The partnership had
built a successful sense of community among staff and students through socializing and collabo-
rating on all aspects of the programme. This fostered trust, friendships, cultural knowledge,
team working skills and a sense of belonging to both NTU and CUC. The restrictions imposed
in the wake of SARS-CoV-2 forced the programme to go online at short notice. Initially, there
was concern that the sense of international community built up through living, working and
socialising together on the campus in Beijing would be lost. Furthermore, it was feared that not
delivering a face-to-face programme in China would have at least two detrimental conse-
quences. Firstly, by negatively impacting students’ connection with NTU in the UK and, sec-
ondly, hindering their mastery of everyday, informal English, which an in-person social pro-
gramme aimed to support. This paper details three strategies adopted to ameliorate these risks
and thus outlines those online initiatives introduced to build learning and social communities.
Key to this was the social media app WeChat, which facilitated the first strategy, namely effi-
cient communications, which is imperative when building and maintaining learning communi-
ties. Secondly, a social programme was implemented in order to develop trust and belonging as
well as enable spoken English practice. Finally, multiple in-class groupwork activities were
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designed to foster peer learning. The impact of this three-pronged approach is based on ex-
tended qualitative interviews with 6 students together with 32 survey responses.

2. Learning communities

A higher education learning community according to Otto et al., (2015) should be non-
threatening and foster interaction between students and teachers. Their review of key texts in the
field concludes that, to achieve this, it becomes necessary to provide activities which offer
“hospitality, inclusion and validation” with the goal of encouraging communities that have a
genuinely positive effect on the student experience and student performance (Smith et al., 2004)
(Zhao and Kuh, 2004, as cited in Otto et al., 2015). Within these broad areas exist more granular
aspects to explore in terms of the notions of “learning communities™.

2.1. Bonding

An important characteristic of learning communities is building relationships and for members
to feel comfortable. This relates to a key term already mentioned above, namely “hospitality”.
In addition, Ngai (2019) believes that bonding amongst groups of peers is important for learning
and emotional support. To build a successful international learning community, it is important
to build trust and friendship amongst the group. Crucially, this needs to involve both teachers
and students (Chen, 2016; Huckle, 2017). This can partially be achieved in a formal class, but
socializing through extra-curricula activities deepens this bonding process because group mem-
bers can get to know each other on a more personal level. Otto et al., (2015) state that bonding
and getting to know each other on a social plain are critical for learning communities to work.
Furthermore, building those communal relationships can enhance the more formal learning en-
vironment. According to ACR (2009), activities that go on outside formal learning situations
can complement educational programmes (as cited in Singh, 2019). As a result, personally con-
necting and building trust are success factors for learning communities.

2.2. Inclusion

Learning communities should be inclusive in order to engage students. Smith et al., (2004) em-
phasize the need for inclusivity in learning communities, which can be achieved through peda-
gogy of collaborative and experiential learning and non-threatening environments. The class
community activities described later in this paper include group writing and a group project
leading to an individually-assessed presentation. Both types of task are inclusive because they
include both individual and collaborative writing, and students decide how they want to work to
suit their needs. Both types of task are experiential because they mimic real-world activities
learners are required to do on their MAs. Again, in terms of a safe environment, bonding
through trust (Hanks, 2012; Chen, 2016; and Huckle, 2017) is a key facilitator for this within a
community. Therefore, inclusivity is important for learning communities and includes collabo-
ration, experiential learning and a safe space for students to interact.

2.3. Validation

This factor of not feeling threatened, comes, for the large part, from members of a community.
Students often value the responses of their classmates and this is an ideal ingredient to make a
community work. Smith et al.’s (2004) requirement of validation within communities can be
realised through peer feedback. Tsui & Ng’s study (2000) into peer feedback on writing demon-
strated that 90% of students value both what the teacher and other students think about their
work (as cited in Ma, 2020). Furthermore, Morra and Romano (2008) highlight that students are
more likely to value peer feedback when they have been trained and the class situation is col-
laborative, interactive and deemed safe. The notion of safety is a recurring theme within the
literature on learning communities and, again, relates to Smith et al.’s (2004) mention of hospi-
tality and trust (Hanks, 2012; Chen, 2016; Huckle, 2017). In addition, communities can help
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non-active learners (Ngai, 2019) because the validation of the community is important. Hence,
responses from fellow classmates are what can motivate and reassure a learning community.

2.4. Student-centred learning

Theoretically, learning communities facilitate more student-centred learning. This is because the
focus shifts from the teacher to students as directors of their own learning (Nunan, 1991; Ellis,
1985). Giving learners a stake in their own learning and the direction of their course is intended
to foster learner autonomy (Budihal, 2020; Burch et al., 2019). Being independent and able to
manage learning is very important at university level, but even more so when studying at a uni-
versity in a different country in another language. Therefore, learning communities are more
reflective of a student-centred approach, which encourages independence.

2.5. Engagement

If students are more actively involved in their learning as opposed to being directed by a
teacher, it follows that they should be more engaged. Singh (2019) relates this to a partnership
model in which students and staff co-create aspects of programmes. Smith et al., (2004) state
that active learning is important to build the learning community. In terms of online teaching,
maintaining interest amongst the class has become really critical. This is confirmed by studies
of professionals involved in English for Academic Purposes (hereafter EAP). For instance,
Bruce and Stakounis (2021) surveyed 240 EAP professionals at 63 UK universities and 8 pri-
vate EAP providers on their views to teaching online during the SARS-CoV-2 pandemic. Key
challenges faced were maintaining student engagement and digestibility of information being
presented. Hence, in the online classroom, student-focused learning becomes even more impor-
tant in order to maintain interest within the community.

A further element to learning communities is the importance given to the voices of members of
a group. This can encourage learner autonomy because individual knowledge and experience is
actively sought. It can also maintain the interest of learners because a range of voices and opin-
ions gives variety. Moreover, a range of opinions are expressed in shorter time periods, as op-
posed to listening to one voice (the teacher) for longer, which can help keep engagement. In
addition, with a diversity of speakers, information is naturally chunked into manageable units
for digestibility, which is important when participating virtually (Barile, n.d.; Sowell, 2017)
because of the level of concentration required. Therefore, learning communities champion dif-
ferent voices, include a variety of different viewpoints, and favour spoken turns which are
shorter — all of which ultimately helps maintain interest.

2.6. Sense of belonging

Learning communities can assist students in having a sense of belonging. According to Otto et
al., (2015), this may determine whether students choose to stay in college or leave. In addition,
feeling part of a group or groups can not only give students confidence, but also help them tran-
sition through the higher education system of which they are a part (Singh, 2019). This has been
particularly important for those NTU—-CUC students taught online and who have had no in-
person experience of UK lecturers. The communities described in this paper have connected
students with staff and students at NTU, albeit virtually. Hence, communities can help students
feel connected with the partner institution across borders which enriches the student experience
and can aid retention.

2.7. NTU-CUC communities

Learning communities existed within the NTU—-CUC partnership pre-pandemic on numerous
levels. Manifestations of this include a joint university steering committee, teacher and student
clusters, a whole cohort group, subject-specific communities, social groups, EAP course groups,
project groups and smaller student social groups. Many of these were initiated on the social
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media app WeChat, as discussed below. In addition, weekly social events; living closely to-
gether on the CUC campus; and in-person class activities enabled learning communities to build
very rapidly. All this was threatened when, in 2020, the global lockdown forced the NTU-CUC
programme online and prevented teachers from travelling to China. This presaged a weakening
or, perhaps, a dissolution of the learning communities. Without immediate countermeasures the
social programme that had assisted in building the communities would have certainly disap-
peared. That this did not occur is thanks to three key initiatives which were introduced to main-
tain and build virtual communities on the programme. These were a consolidated use of the
social media app WeChat; the introduction of an online social programme; and the use of class
activities designed to encourage community.

2.8. WeChat

Before the programme went online, all modules were taught in China andWeChat was used as a
way of communicating away from the classroom. Take dining together, for instance, students
eating out, occasionally accompanied by members of staff, constituted a key bonding exercise,
contributed to group cohesion, and bridged the divide between work and leisure. WeChat made
it easy to arrange these events, split bills and settle financial obligations. This is one simple
demonstration of why it is the most popular social media app in China. It facilitates in-app func-
tionality allied with services akin to those provided by WhatsApp, such as allowing individual
or group voice chatting, video calls, picture messaging, location finders, and translation, as well
as payments (McCall, 2021). During the SARS-CoV-2 lockdown, this app became essential to
the sustenance of a partnership that was forced to operate in multiple physical locations and
work within a 7-8 hour time difference between the UK and China.

2.9. Social media

Social media has been advocated as being a good tool to foster community within educational
settings. Rothkrantz (2015) highlights that it allows students to inform and help each other
rather than rely on the teacher, thereby increasing autonomy. Furthermore, Ansari and Khan
(2020) claim it leads to better engagement and, therefore, academic performance. This has been
echoed earlier in this paper by Zhao and Kuh (2004) in relation to the benefits of learning com-
munities (cited in Otto et al., 2015). Furthermore, because the functionally of many apps allows
the creation of groups for specific purposes, it can make users feel included and validated by
their peers. Hence, social media and learning communities offer similar opportunities and one is
a useful platform for the other. Critically, for an online programme, social media can help inter-
national students build connections with their Chinese peers and a university community from a
distance (Leigh, 2015). Added to which, social media is very convenient as it allows easy crea-
tion of groups. Hence, social media can be useful for the key elements needed to build a com-
munity outlined earlier in this paper: student-centred learning, engagement, convenience, com-
munication, building relationships, inclusion, a sense of belonging and being validated.

2.10. Student-centred learning and engagement

In the spirit of a learner-centred partnership, students chose their preferred communication plat-
form for daily communication on the course and set up the groups. They indicated a desire to
communicate via WeChat rather than email and Microsoft Teams. Tellingly, in one interview a
participant mentioned that students “check WeChat messages all the time, unless we are sleep-
ing”. Another commented: “Many Chinese people don’t have the habit to check emails”. Con-
sequently, WeChat was and continues to be used because students chose it and because they use
it as a social tool in China. As a result, using a social media tool chosen by students not only
demonstrates a learner-focus, but ultimately leads to better engagement.
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2.11. Bonding, belonging, inclusion and learning

Furthermore, some NTU—-CUC learners believe that WeChat has enabled them to develop rela-
tionships with classmates, their teachers and other students within NTU. When interviewed, one
student remarked “we can use friends’ circle to know each other”. All this explains why
WeChat has been the main channel through which teachers and students have communicated on
a daily basis, not only about the programme, but also about personal matters, problems, and
extracurricular interests, such as pets. This has helped them to build friendships, a feeling of
inclusion, and a sense of belonging to a community.

Moreover, some students interviewed saw it as a good pedagogical tool which “can improve the
efficiency of group learning” because of “memes, images and transferring files”. This is born
out by the fact that, rather than use MS Teams Chat to share images and files needed in class
sessions, students used WeChat. In some cases, students could not readily connect to Teams
Chat during synchronous teaching sessions because access to Teams spaces was slow. In situa-
tions like these, those students with better internet access could share files required on WeChat
with their teammates. This is one of many examples of how WeChat encouraged active learn-
ing, teamwork and community within the NTU-CUC programme.

In addition, given that students had emphasized how much they liked to communicate using
WeChat, it was decided to make active use of it as a means of maintaining engagement. Thus,
the app was incorporated into the class learning activities. Examples include students sharing
short audio or video clips in speaking classes; teachers sharing models of pronunciation; sharing
short pieces of written work for collaborative writing; and translating key words.

2.12. Convenience and back-up communication

As the previous section has made clear, in addition to being a good tool for quick group and
individual responses across different time zones and building relationships, WeChat has proven
to be an essential back-up mechanism during Internet outages that have hindered use of Micro-
soft Teams for class sessions. If students were lost during online virtual classes and in breakout
rooms, they could be directed back to the class sessions. Similarly, if they were permanently
locked out of MS Teams, they were still able to communicate with members of the group. In
consequence, WeChat provided an additional communication tool during class sessions because
connectivity was guaranteed from China.

2.13. Summary

Hence, a social media application like WeChat has become an essential tool on the NTU-CUC
programme for rapid and reliable communication across physical locations between teachers
and students. This has enhanced student-centred learning, engagement, building relationships,
inclusion, validation and learning within multiple learning communities driven by students. That
said, it does not dispense with the use of official email accounts. This was still used for individ-
ual and group messaging, especially when it came to formal correspondence, such as conveying
assignment grades and feedback. This ensured that members of staff that had never taught in
China could still communicate with students and were not placed under any obligation to use
Chinese social media.

3. Social programme

Pre-pandemic, in-person social activities were a regular feature of the NTU-CUC programme
because they helped to develop communities, relationships, knowledge of UK academic culture
and mastery of everyday English. When the programme went online during lockdown, a virtual
social programme was implemented for students. It continues to exist and evolve.
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3.1. Bonding, inclusion and validation

Extra-curricular activities within international foundation programmes have been promoted as
being useful for building the sense of community needed in successful Transnational Education
(TNE) partnerships. Developing trust and friendship within international educational pro-
grammes is seen as vital when building cross cultural collaborations (Chen, 2016). This is pos-
sibly more difficult to achieve within a class setting because of time constraints, the level of
formality and because lessons tend to be focused on a defined set of learning objectives. Build-
ing relationships requires time and a more relaxed environment for students and teachers to get
to know each other in, as has been repeatedly emphasised, non-threatening spaces (Smith et al.,
2004; Chen, 2016; Huckle, 2017). Furthermore, as mentioned previously, bonding is an essen-
tial ingredient of a community (Smith et al., 2004; Otto et al., 2015). Hence, creating social
opportunities for students and teachers to get to know each other is necessary in order to deepen
the bonds within communities and ensure students feel included and validated amongst their
peers.

3.2. Language development

Furthermore, in terms of language development, socializing away from a classroom enables the
acquisition of informal and everyday language. On a practical level, this is essential for the staff
and students within a TNE community to interact. It also helps students to learn the target lan-
guage and connect with the destination university and culture (Duff, 2017). The aforementioned
work of Bruce and Stakounis (2021) is relevant here. They carried out a survey for the British
Association of Lecturers in English for Academic Purposes (BALEAP). As a result, 240 EAP
professionals were asked about their experiences teaching online during the pandemic. Their
report highlights teacher concerns that students are more reluctant to speak online and do not
progress in their spoken English as readily as they would if attending face to face classes. Our
own experiences confirm this. Thus, soon into the start of term, a need for more opportunities to
speak became evident.

3.3. Sense of belonging

As has already been made clear, socializing can help students to feel connected with the destina-
tion university. A sense of belonging to a university is important to enrich the student experi-
ence and to aid retention (Otto et al., 2015). It can also give students confidence and help them
transition through the UK higher education system (Singh, 2019). Research has shown that un-
derstanding UK academia and everyday culture can also be facilitated by alumni or students in
years above (Smith, 2021). Therefore, it was decided to create opportunities for students to so-
cialize with staff and students from NTU.

3.4. Sunday Socials

In order to build a social programme on the NTU-CUC online course for community and build-
ing and improving natural everyday English, a weekly Sunday Social hour was set up on an
ongoing basis. Attendance is optional, and the time and topics talked about are chosen by stu-
dents so as to facilitate learner autonomy and maximize engagement. The events are informal in
order to relax students and encourage them to talk, which has been alluded to previously as a
non-threatening environment (Smith et al., 2004; Chen, 2016; Huckle, 2017). It is also a context
which enables staff and students to get to know each other on a personal level and build com-
munities in which they can feel included and validated. In addition, CUC year 2 students in the
UK and alumni who have completed their studies have attended the socials and offered invalu-
able advice about studying in the UK. This is precisely the type of activity that helps students
transition through the UK higher education system (Singh, 2019). Furthermore, international
students at NTU from different countries have also joined the group for cross-cultural ex-
changes. As well as this, students have an hour every week entirely devoted to speaking Eng-
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lish, which as well as developing their language abilities has been intended to build their confi-
dence and strengthen the CUC-NTU learning community.

3.5. Global Lounge events

In addition, a programme of cross-cultural social events has been set up with NTU’s Global
Lounge, which is a team within the university devoted to creating global opportunities to con-
nect students from around the world. Every two weeks online games and cultural events are
hosted online for students. Competitions include, for example, Bingo, Gartic, and typeracer;
games that students can play online, which are fast, fun and that generate conversation at the
same time. The sessions are run by Global Lounge volunteers who are international students
within the university, which is itself an example of student-driven, active learning. Cultural
events within the programme centre on festivals from around the globe which include a presen-
tation from the volunteers followed by a discussion with the group. In addition, events have
been planned in 2022 for the year 2 CUC students who are in the UK to run their own Global
Lounge events face-face and online to showcase Chinese festivals. Consequently, the Global
Lounge collaboration has connected CUC students with the NTU UK community; exposed
them to international and UK culture; strengthened their sense of belonging to the university;
diversified and strengthened the bonds within their community; given them a sense of inclusion
and validation and provided them with more opportunities to practice their spoken English.

Of those participants interviewed about the Sunday Socials and Global Lounge events, all stu-
dents indicated that they felt that the social events had had a range of positive outcomes. These
included deepening of bonds within the programme communities; making them feel included
within NTU culture; fostering a sense of peer validation; giving them exposure to UK and inter-
national cultures; helping their spoken English and boosting their confidence. Of those sur-
veyed, 77% highlighted that the Sunday Socials and Global Lounge events had helped them to
understand UK and academic culture; 49% believed it helped develop their listening and speak-
ing skills; and 77% thought it gave them support outside the class environment and a sense of
belonging.

3.6. Summary

Thus, offering regular virtual and face-to-face social events has, according to the students them-
selves, made them feel included within and validated by different learning communities; devel-
oped relationships across countries; given an understanding of UK and academic culture; helped
everyday language acquisition and built their confidence.

4. Class activities

As well as using WeChat and an on and offline social programme to build learning communi-
ties, activities to foster a team approach to classwork have been incorporated within the syn-
chronous online class sessions.

4.1. Student-centred learning and engagement

Earlier it was remarked that unassessed collaborative presentations can engender learning com-
munities. This is similarly true of group writing. This has the potential to be student focused and
motivational. Ma (2020) cites Ede & Lunsford (1990), Storch (2005) (2012) and Swain, (1995)
when stating that collaborative writing can develop the linguistic and writing skills of learners.
Furthermore, it can boost engagement and motivation (Wang, 2015, as cited in Ma, 2020) be-
cause learners are working and interacting with peers towards a common goal. In their survey of
teachers’ experiences of teaching online during the pandemic, Bruce and Stakounis (2021)
found a number of teachers used group writing on shared documents because it allowed students
to collaborate, which teachers found helped engagement. Hence, group writing fulfils the phi-
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losophy of community that is collaborative, student-centred, and more likely to maintain en-
gagement online.

4.2. Collaborative writing

As mentioned previously, building relationships is a cornerstone of “learning community”. One
means of strengthening bonds within virtual classes is written collaboration. Group writing in
synchronous online sessions gives teams the space to learn about each other whilst working
together towards a common goal. Furthermore, peer review of group writing, when incorporated
into activities, exercises the process of inclusivity and validation from peers, which has been
promoted as being motivational within learning communities (Tsui & Ng, 2000, as cited in Ma,
2020). Hence, group writing and peer review can be motivational for students within learning
communities because it creates space for bonding, as well as a feeling of inclusion through a
learning experience.

4.3. Language, skills development and validation

Students can learn from each other when carrying out team writing and conducting peer review.
As stated at the outset, within any group or community there are a range of voices and therefore
broader knowledge than an environment that is teacher-centred. This means that working as a
team allows learners to tap into a pool of information and skills about English and other topics,
which can help their language development and expand their subject knowledge. In addition,
community writing can help non-active learners (Ngai, 2019) because validation from the com-
munity is important. Consequently, community writing can aid language and skills mastery, as
well as subject-specific knowledge.

Furthermore, Morra and Romano (2008) highlight factors whereby students are more likely to
value peer feedback. This includes when they have received necessary training and when the
class situation is collaborative, interactive and deemed safe. In addition, communities can help
non-active learners (Ngai, 2019) because the validation of the community is important. Hence,
responses from fellow classmates are what can motivate a learning community.

4.4. Peer review

Collaborative writing has been used on the programme to develop learning communities. Dur-
ing synchronous online classes, Microsoft Word was accessed using SharePoint. This facilitated
group writing because it allows students to work together on one document. Moreover, the
teacher can see each group’s work when they are in breakout rooms and monitor progress; stu-
dent groups can access other groups’ work and learn from it and feedback can be given in real-
time. The benefits of peer review in terms of validation have been described earlier in this paper
and once groups complete a piece of writing on the course, it is peer-reviewed by another group.
This includes correcting work for language practice using Microsoft’s Track Changes; rating
task achievement using the Word comments function and giving an emoji rating to give a gen-
eral impression of the work. Rating using emojis has been incorporated because it is the norm
within social media communities, is fun and can be motivational (Vanttinen-Newton, 2020).
Not only were students developing better accuracy and writing skills from receiving feedback
from classmates, they gained confidence from giving it. Furthermore, from a community per-
spective it shows students how supportive and informative their communities can be. Hence,
group writing and peer feedback have been used in class activities to build inclusion, validation,
bonding, group autonomy, as well as develop language and academic skills.

4.6. Project work

During the course, students were put into study groups for assessed individual project work in
order to maintain the sense of community and peer support. Thomas (2000) believes that, if
projects and tasks are to be both engaging and meaningful, they need to be investigative, allow
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students to work autonomously from the teacher and have a final product (Thomas, 2000). For
an individually assessed presentation, groups were given a subject area related to their MA, e.g.,
“social media”; tasked with researching a sub-area within that topic area, e.g., “social media and
fake news”; and instructed to develop an argument, e.g., “Fake news can be identified through
education”. The project work was mostly done asynchronously in mini communities. Working
in groups enabled students to share and discuss research; get feedback from each other; ask
questions; and rate each other’s presentations at various stages of development. This way of
working was designed to empower students and facilitate all the areas of community discussed
in this paper, namely bonding, student centred learning, engagement, validation, inclusivity and
sense of belonging to a group.

When interviewed, students stated that working together on tasks and projects made them feel
not only “stronger” but more validated because they could “learn from each other”. They also
felt that it helped them to “know each other” and bond, which ultimately made learning more
engaging or, their words, “interesting”. When surveyed about the community projects and group
writing tasks, between 70% and 88% of respondents indicated that the tasks were useful, inter-
esting and applicable to their MA, as well as developing their reading and writing skills. Fur-
thermore, approximately 50% believed the community work helped their listening and speaking
skills. Thus, incorporating groupwork into class sessions and project work has, according to
students, been beneficial in ways that support the core aspects of learning community woven
through this paper.

5. Conclusion

This paper has discussed how learning communities have been built within an online interna-
tional foundation UK-China TNE programme. It has outlined some of the core principles
needed to build successful communities. These are: bonding, inclusion, validation, student-
centred learning, engagement and a sense of belonging. This was achieved in at least three
ways. First, the use of the Chinese social media app, WeChat, as chosen and driven by students.
Second, a virtual social programme connecting teachers, students and alumni across borders.
Third, group activities within online classes. The strategies outlined in this paper have been a
rapid response to an acute challenge posed by the pandemic. This promises to be a chronic con-
dition given that travel restrictions to China persist. The remedies set out here all find their roots
in initiatives developed for in-person experiences and continue to evolve within a virtual con-
text. Thus, in a positive sense, SARS-CoV-2 has tested the resilience of the programme and
allowed for continual innovation. Our reflections and student feedback show that being part of a
successful online community can build relationships, engender confidence, improve engage-
ment, give a sense of inclusion and validation, improve engagement and give a feeling of being
connected to the destination university and country.
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Summary

This paper proposes an autobiography of the experience of lockdown. More specifically, I
will analyze the training practices and distance coaching that have been set up by the
professor researchers of a French department of educational sciences. The analysis of my
experience as a university teacher, as well as the observations and discussions with colleagues
in the department during the lockdown, will allow me to work on distance education during
the Covid-19 pandemic.

The experiences during Covid-19 will provide some insight into the evolution of the role of
new technologies in adults’ training. Following the presentation of the Covid-19 context in
Greece and France, I will focus on the transformations in the academic world. I will first treat
the implementation of distance learning within my team and the knowledge acquired in this
particular context. I will conclude with a reflection on these transformations at the global
level.

Résumé

Cet article propose une autobiographie de 1'expérience de l'enfermement. Plus précisément,
J'analyserai les pratiques de formation et d'accompagnement a distance qui ont été mises en
place par les enseignants chercheurs d'un département francais de sciences de 1'éducation.
L'analyse de mon expérience d'enseignante universitaire, ainsi que les observations et
discussions avec les collegues du département pendant le lockdown, me permettront de
travailler sur la formation a distance pendant la pandémie Covid-19.

Les expériences vécues lors du Covid-19 permettront de comprendre 1'évolution du rdle des
nouvelles technologies dans la formation des adultes. Apres la présentation du contexte du
Covid-19 en Grece et en France, je me concentrerai sur les transformations dans le monde
universitaire. Je traiterai d'abord de la mise en place de la formation a distance au sein de mon
équipe et des connaissances acquises dans ce contexte particulier. Je terminerai par une
réflexion sur ces transformations au niveau mondial.
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Higher education ; e-learning ; transformation ; teaching ; Covid-19
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Introduction

This article is a follow-up to an international seminar held on June 20, 2020, which, in one
day, gave the floor to 28 teacher-researchers working in the field of humanities and social
sciences in different universities around the world. The objectives were (1) to collect
narratives on how the Covid pandemic has imposed itself on daily life; (2) to examine the
learning processes generated by this experience; (3) to analyze what this event reveals at the
socio-economic and socio-political levels (Breton, 2020).

As far as my intervention is concerned, I relied on my experience and that of my colleagues to
work on "distance learning during the Covid-19 pandemic". The methodology followed
consisted on a biographical research (Breton, 2022) based on the notes taken in my research
journal (Savoie-Zajc, 2003) during this period. The journal aimed on noting "subjective
elements for the sake of objectivity" (Noiriel, 1990). The notes where then analyzed and
interpreted. Some of the results are presented in this article.

More specifically, the reflection on the experiences lived during Covid-19 allows me to
present, in part, the evolution of the place occupied by new technologies in training. After
presenting the context of Covid-19 in Greece and France, I will focus on the transformations
of the academic world. I will first focus on the implementation of distance learning within my
team, and the knowledge acquired in this particular context. I will conclude with a reflexive
look at these transformations at the global level'.

The shift in pedagogical practices in the Covid-19 context

The arrival of Covid-19 and the announcement of the lockdown quickly disrupted my life and
work habits. A review of my notes in my research journal and the events noted and modified
in my calendar made me aware of the multitude of changes induced in our daily lives,
personal and professional, by this new situation.

I was able to follow the arrival of the pandemic from two European countries thanks to the
communication with my family who lives in Greece. The lockdow being imposed on them a
week before France, a delay potentially due to the political stakes and the elections; the news
was not foreign to me. However, it was not an easy task. If on a personal level, the obligation
to stay at home was followed without much difficulty, the distance introduced in my
professional life had an important influence on the habits established since several years.

In fact, during lockdown, pedagogical continuity was imposed on higher education
institutions in order to ensure the implementation of training. This was a challenge for many
of the professionnals involved in this new pedagogical reality because few had experience in
distance learning. As a result, they had to learn about it in unprecedented circumstances
(Papadopoulou, 2020b). Some risks, arising from the integration of new technologies in
training, which are not new, may be aggravated in this context. For example, the technical
environments offered to teachers can sometimes encourage them to focus more on the
technical part of new technologies and to put aside the pedagogical approaches (Albero, 2010).
The trainers and designers of distance courses are thus more interested in the didactics of the
contents to be taught, in an applicationist logic (Papadopoulou, 2021) than in the support of
the learners' experiences, based on an inferential logic (Denoyel, 1991).

1 The writing oscillates between the first person narrative, sometimes transformed into “we”
to speak of my experience within a collective, and the “we” of modesty for the scientific
contributions.
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During this period, my functions within the Department of Education and Training Sciences
evolved gradually, by integrating the role of resource person on Open and Distance Learning
(ODL). At first, the requests of my colleagues focused on technical aspects: which platform to
use, which digital tool, or how to record a video or create online courses? Then, there was the
question of the relationship between pedagogy and tools: why use this or that tool, when to
favor asynchronous or synchronous exchange? In a third step, the preparation of the courses
was done in cooperation with the colleagues, and not for the colleagues, by looking at the
technical as well as the pedagogical issues: what engineering should we apply in our online
courses in order to reach our pedagogical objectives?

The different facets of distance

From this experience, I noticed that the disruptions caused by the distance are noticeable at
several levels and especially on the relationships with colleagues at work. First, a physical
distance separated me from the departmental team, the administrative staff, but also from the
students. This is the primary meaning of the word distance, from the Latin distantia, distans,
distant, which refers to the interval, the length. This first physical distance referred to the
immobilization of research work, training and projects in progress, in connection with the root
"sta" of the word, which means to stand, to remain in place, to remain motionless. It is the
place that can constrict within itself a void, a 'non-place™ and bring forth "that which does not
exist (Verquin Savarieau & Daguet, 2016, p. 51), the absence. The absence, among other
things, of human contacts can refer to a "disagreement"”, a "degree of separation between two
people [...] or two things", a "difference"” because distance is a space that separates. It thus
supposes an effort to connect two separate places through a transaction (an action across the
expanse) and supposes a "journey" (a crossing of the expanse) (p. 51). In order to do this, the
team gradually took its bearings and a distance communication was set up to allow the
resumption of the work and the training, online. The absence induced by the distance thus
generated the creation of a new creative space.

Remote communication with fellow teachers

Between colleagues, communication was first done through short messages (emails, sms,
Whatsapp and Teams applications...). However, it quickly evolved with the addition and
multiplication of phone calls for a more personal and in-depth exchange. This was done in
order to privilege the reflexive rather than the reactive (Boutinet, 2007). Almost daily
communication was thus established with several colleagues, even those who were physically
far away.

Another main point was the setting up of in-depth exchanges on pedagogical issues for the
organization of my courses. The state of syncope’ produced by the Covid-19 pandemic,
allowed me to reconsider my habits and ways of doing things in terms of teaching and
pedagogical engineering. It forced me to leave my routine and rethink my teaching methods.
This is also due to the need to adapt to new practices imposed by new technologies. Having
knowledge in this field, due to my curriculum and doctoral research, colleagues asked me a

2 Ortolang (2012). « Distance ». Nancy: CNRTL. Retrieved from :
https://www.cnrtl.fr/etymologie/distance

3 Term borrowed from medicine. It corresponds to the sudden and brief complete loss of
consciousness. According to Alhadeff-Jones (seminar of June 20, 2020), during the pandemic,
the syncope that occurred in the world of education, as a sudden stop of activities for an
almost direct resumption, may have provoked the opportunity to set a new pace.
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lot during this period. However, the technical questions were finally a pretext to start the
communication and then to deepen the pedagogical aspects.

Several of my colleagues have also realized that setting up distance learning courses takes
three times as much time as face-to-face training because moments of improvisation are no
longer allowed (at least not in the same way or with the same intensity). The course must be
well organized, sometimes step-by-step, and minute by minute. When a co-intervention was
proposed, the need to deepen the discussion on the pedagogical objects and the course flow
emerged. As an example, I spent more than three days online with a colleague organizing a
day-and-a-half-long course, which we co-animated. This substantial preparation time, even
though we had already animated this course together in previous years, allowed us to be clear
about the pedagogical choices we made in relation to the learners' objectives and needs. This
powerful experience would have been pushed aside by the urgency of daily life.

Remote communication with learners

As far as communication with learners is concerned, it went through the same stages. After a
time of pause and silence, the introduction of distance learning allowed free choice of
communication tools. The professors proposed to students to use a forum, a chat or even to
leave the Moodle platform to find a familiar space, easy to access and use, which met their
needs. This freedom allowed the creation of a technical set (Simonian, 2014), that is to say the
articulation of the appropriation of institutional tools and the use of outside-institutional tools,
in order to create a set of tools specific to each learner or to a group of learners, to achieve the
goal of the action pursued. Thus, a group of learners decided not to use the forum, an
asynchronous exchange tool proposed by the teacher on the distance-learning platform, but
rather to create a Facebook group in order to exchange in an outside-institutional space, not
monitored by the institution and familiar to them.

Other digital tools were offered to learners to facilitate remote interaction and the
consideration of their needs and experiences. For example, the Adobe Connect, Zoom and
Renavisio platforms facilitated synchronous exchanges with the learners, a support on
reflective their experiences or on the progress of their research papers. During these
exchanges, the Beekast and Wooclap tools allowed the creation of interactive presentations by
making the remote sessions more dynamic with quizzes, polls and games. When these tools
were used at the beginning of the session, an understanding of the learners' pre-requisites on
the subject to be treated was allowed, whereas when they were used at the end of the course, it
allowed to see the level of understanding of the transmitted content. Finally, the Team and
Slack tools allowed the creation of groups for asynchronous written communication with a
long-term goal in order to create a feeling of belonging to a work group and to avoid the
pitfall of solitude behind the computer and the lack of support.

Distance and temporality in training

The integration of distance into the professional world has not only changed the way we
communicate but also the rhythms and temporality of work. My observations noted in the
journal, related to learners' reactions, showed that developing a "rhythm - analytic" capacity
(Alhadeff-Jones M., 2018, p. 30) is the real training issue. This capacity would allow, in long
term, to organize and regulate the changes experienced over time, rather than "seeking to
achieve or maintain a state or level that would remain stable or constant” (p. 30). Indeed,

The distancing of training is reflected, among other things, in
the transfer of tasks from the institution and the teacher to the
learners. This is the case for the temporal organization of the
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learning process, which is no longer, at least in some systems,
linked to the respect of a timetable decided by the organizer, but
to the full responsibility of each learner (Rodet, 2011, p. 165).

This new responsibility disrupted the learners' social and biological rhythmic habits. Many of
them were unable to make progress on their research paper for some time. This blockage
showed the importance of teachers providing support for rhythmic training, because training
at one's own pace means, among other things, considering informal learning. Respecting the
learner's biological and cosmic time means consciously including informal moments in the
training process, what Pineau (2017) calls night training. To do this, distance learning
assignments have been proposed respecting the rhythms of each learner, such as the choice of
the number of articles to be read in a given time; the choice of assignments to be done with
the indication "optional" or asynchronous; or the distribution of the program a few days in
advance for a better organization from the learners of their rhythmicity and temporality in
distance learning (Papadopoulou, 2020b).

However, this blockage observed and expressed by some learners was also due to the abrupt
end of the experiences, as a large number of courses were cancelled. As a result, reflection on
these experiences stopped, because even the courses that continued at a distance did not leave
enough time for the trainees, as the activities to be carried out required more time than before.
The acceleration of the present under the effect of the so-called "digital transition" (Laurent,
2018, p. 143) consists of the new crisis of the 21st century. Thus, the experience of time is
that of a present within which we are locked. This is the result of "compressed temporalities"
(Jézégou, 2018) in our "society of acceleration" (Rosa, 2014) such as instantaneity and
immediacy. As the present locks us into a linear time, reflexivity about our past actions is set
aside and a difficulty in projecting ourselves into the future appears. This temporal
compression impedes the processes of shaping oneself (Breton, 2019, p. 33).

Finally, a technical point noted was the need to pace remote events with symbolic rituals
(Rodet, 2011). For example, some teachers formalized the start and end of synchronous online
exchanges with specific times that marked the opening and closing. This avoided the risk of
an eternal duration of online time-spaces because the end is not symbolized by physical
gestures as in face-to-face training (e.g., leaving the room). Synchronous remote exchanges
require a framework, a contract, a ritual set up at the beginning of the meeting by the group.

The global transformation of the academic world

The arrival of Covid-19 has forced higher education teaching teams around the world to begin
a resumption of their courses and research activities through the massive and forced
impregnation of distance learning practices. Indeed, more than 60% of the world's student
population has been affected by the closure of educational institutions. Several other countries
have implemented localized closures affecting millions more learners” .

Among the effects produced in and by the Covid-19 context, the shift in pedagogical practices,
caused by the rapid integration of new technologies in the university world and leading to an
imminent transformation of the world of adult education, has been one of the most remarkable.
Indeed, for several years now, new technologies are available and even recommended in the
university world, but teachers have been reluctant to use them for various reasons such as lack
of time and training. Since changing habits is not easy, this appropriation process is usually
built on a long period.

4 According to data published by UNESCO: https://fr.unesco.org/covid19/educationresponse
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This obligation to integrate distance learning into our teaching, involving the use of new
technologies, would benefit from being accompanied. Indeed, an incentive to innovation in
training can ultimately lead to the acceleration of the rhythms of an already hypermodern
society. In order to avoid a culture of urgency that puts our simultaneity of multiple times in
tension (Jézégou, 2018), deceleration can be proposed as a remedy involving letting go, so
that times and moments of availability occur in the course of existence (Breton, 2019, p. 33).
This was an important lesson from my experience of the pandemic: decelerate in order to
reclaim available time for emancipation and self-formation through reflective activity (p. 34).
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Abstract :

This article explores the experience of contributors to a MOOC designed mainly for university
students.

Following the Covid pandemic, university lecturers have been forced to adapt their traditional
courses and lecture style in order to continue teaching. This has involved a sudden shift to video
conferencing platforms and the transformation of the format of learning objects. Teaching staff
have rapidly had to become familiar with new technologies and teaching strategies. However
most had never been involved in creating asynchronous online courses.

A departmental research group designed a MOOC which will award university credits to users
completing it. An initial survey to assess willingness to be involved revealed considerable
interest among teaching staff, with over 30 people (including almost 50% of the department
lecturers) proposing content. Throughout the design and production process, the drop-out rate
remains low. Teaching staff remain keen to contribute to the MOOC.

We hypothesize that the recent disruption caused by the pandemic has meant that teaching staff
are more open to new methods of teaching, and this will affect their approach to the design
process in the future.

Through the use of surveys to evaluate contributors’ attitudes, experience and knowledge, we
focus on the connections between traditional F2F teaching, online teaching and asynchronous
teaching via MOOC, as well as highlighting lessons for both contributors and organisers.

Mots-clés :

Contributors ; adaptation ; content creation ; surveys.
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Introduction

This article describes the experience of contributors to a MOOC designed mainly for students
at an Italian university between their first and second cycle studies, to be offered mostly with
prospective new students in mind, free of charge for any user. It was the first time such an
activity has been developed as a collaborative initiative within the Department.

A small research group within the Department put forward a proposal to create the MOOC
designed to act as a ‘showcase’ of topics and themes related to the Department mission.
Completion of the MOOC will earn ‘credit points’ for students subsequently enrolling on a
Masters degree within the Department. An initial survey to assess willingness to produce
content among departmental teaching staff revealed a surprisingly high declared rate of interest,
with over 30 members of staff (including almost 50% of the department lecturers) willing to
create content. As subsequent phases in the design and creation process were passed, the

contributor drop-out rate remains low or non-existent. Teaching staff remain keen to contribute
to the MOOC.

The Covid pandemic has meant that university lecturers worldwide have been forced to adapt
their traditional courses and lecture style (e.g. Luporini, 2021; Rapanta, Botturi, Goodyear,
Guardia, & Koole, 2020) in order to continue teaching. This has involved a sudden shift en
masse to video conferencing platforms and the transformation of the format of learning objects,
as well as radical changes in course assessment and in classroom management. The impact has
been particularly strong in a country like Italy where the main pedagogical model is still the
frontal lecture (Ciliberti & Anderson, 1999). Suddenly faced with huge differences between
online teaching and their other modes of operation (Rapanta et al., 2020, p. 925), teaching staff
at many universities had to familiarise themselves rapidly with new technologies and teaching
strategies. However most had never been involved in the creation of asynchronous online
courses and lacked formal instruction in teaching online (Redmond, 2015, p.107; Cutri & Mena
2020, p. 361). In other words, they were not 'ready’ to develop and provide asynchronous online
teaching (Downing & Dyment, 2013; Cutri & Mena, 2020), often due to a lack of experience
in pedagogical content knowledge (Shulman 1987), i.e. in incorporating technology, content
and teaching practices. The uncertainty of the situation could mean that some lecturers might
feel forced to adapt their teaching style, thus arousing fears of professional vulnerability (Cutri
& Mena 2020, p. 363; Kelchtermans 1996).

Given the comparative lack of research reporting on academics’ perceptions of their own
readiness to teach online and their beliefs in the effectiveness of the online learning
environment (Downing & Dyment, 2013, p. 97, though see McQuiggan 2007), our aim is to
investigate the readiness of contributors in our specific context as embodied by the networks of
connections between their traditional F2F teaching, online teaching and teaching via MOOC.
For this purpose, contributors were asked to complete surveys both pre and post MOOC
construction in order to evaluate their attitudes, experience and knowledge with relation to the
MOOC. Follow-up interviews are also planned. Quantitative analysis followed by qualitative
analysis and interpretation of the responses is expected to provide useful feedback for both
contributors and organisers.

The MOOC project

The Department of Modern Languages, Literatures and Cultures of the University of Bologna
(LILEC) offers 17 languages, literatures and cultures for study and is one of only 5 departments
in Italy offering such a wide linguistic spectrum. This ambitious programme has won important
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recognition from the Italian Ministry of University and Research with the inclusion of the
LILEC among the departments of excellence as a way of stimulating further cross-disciplinary
research by LILEC members while concentrating these efforts around a common thematic
focus. The focus in question is Linguistic and Cultural Diversity, and Inclusion and Diversity
in the area of Citizenship, which is also in line with broader international and European cultural
objectives that promote diversity and intercultural dialogue and have been described in a series
of important international declarations'. Given the specific research competences of the
department, these macro-objectives are being investigated through the analysis of texts and
discourses both in a diachronic and a synchronic perspective, while the didactic applications of
this will seek to take full advantage of technologically innovative learning systems such as
MOOC:s.

The title of the MOOC described in this study — Diversity and inclusion. Languages,
literatures, cultures and social cohesion — reflects the macro-objectives of the LILEC project,
and more specifically “the phenomenon of linguistic, literary and cultural diversity as a
condition that is intrinsic to civilisation on the one hand, and our aim to create an inclusive
debate on that diversity on the other” (Ascari & Turci, 2021:1). Its structure represents the full
range of research potential present in LILEC, drawn from the domains of literature, linguistics
and translation. LILEC members volunteered to contribute original work connected with the
five main themes? organised over five ‘weeks’. Each member completed a single unit, thus
making up a total of 30 units, 6 units per ‘week’. The resulting contributions take different
forms: some consist of videos with keywords and some have only written material. The result
is a MOOC that is multi-faceted and multi-disciplinary, consisting of a total of 105 minutes of
video recordings, and approx. 25,000 words of text, with each unit requiring on average about
40 minutes for completion by the user. The format is of the ‘X-MOOC’ type, with contents
defined and produced by the course creators (department members) (Baggaley, 2013), available
openly, asyncronously and on demand. Users are required to read, watch or listen to some
content, and then invited to answer multiple-choice questions in order to qualify for completion
of the MOOC. Such a design does not contemplate instructor moderation, or interaction with
and between users or any feedback, apart from multiple choice questions with automatic
correction.

Our hypothesis and research questions

The recent disruption caused by the pandemic, leading to greater flexibility in teaching and
research practices, has possibly led to teaching staff being more ready to experiment with new
methods of teaching, and this may affect their approach to the design process (Lowes, 2010;
Gynther, 2016). It is also possible that the constraints of the pandemic have brought to light a
latent need among teaching staff to attempt a further dissemination of ideas through online
courses. Indeed, one of the triggers for this study was that the department had previously
investigated the experiences of all teaching staff during the pandemic by means of a
questionnaire regarding their online synchronous teaching, as well as inviting comments
regarding student interaction, and encouraging both positive and negative feedback. Responses
had been collected right at the start of the move online and again one year later, after a full year
of teaching remotely. Over 75% of the teaching staff responded on both occasions. Results
showed that, while comments and opinions tended to be overwhelmingly negative in the first
questionnaire as the effects of the pandemic were just beginning to be felt, respondents were —

! See for example the European Agenda for Culture in a Globalizing World; the White Paper on Intercultural
Dialogue; the UNESCO Declaration on Cultural Diversity; Societal Challenge 6 "Inclusive, Innovative and
Reflective Societies" of Horizon 2020.

2 The five themes were: Words, Languages, Times, Meanings, Practice.
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perhaps not unexpectedly — much more positive and relaxed about teaching online in the second
questionnaire. Our aim was to investigate this phenomenon more in detail in relation to
department members’ participation in constructing the MOOC. To do so, we were guided by
the following research questions (adapted from Redmond, 2015):

] What changes in pedagogical practice did academics report after designing their
contribution to be accessible online?

"1 What influenced changes as the instructor moved from face-to-face to asynchronous
online teaching mode?

"I How do the perceptions of instructors change over time when moving from face-to-face
to asynchronous online teaching?

'] What will be the impact on their future teaching after this online experience?

Our study makes use of online surveys of contributors’ attitudes, beliefs and perceptions as
research instruments, administered prior to, during, and after the MOOC construction. The
results are analysed using an inductive approach in which responses will be coded thematically
(e.g. Creswell, 2012).

Methodology and background information

This section gives a brief description of the MOOC management team, the contributors
themselves, and the surveys administered.

A team of 7 researchers, including the authors of this paper, developed a proposal to set up a
department-wide MOOC and put together a draft layout. Production was constrained by limited
timing: it was necessary to construct a MOOC which would be completed and in operation by
the beginning of the following academic year, both for reasons of budget (the MOOC was to
be financed as part of the diversity and inclusion project), and also in time to attract future
students, thus within a 12-month production span. Budget constraints were not an issue as
regards the technical side of MOOC construction (scripting; storyboarding; video recording;
video editing, assessment and reviews; MOOC infrastructure setup, uploading and
management) since support and the technological infrastructure was provided internally by the
university’s IT department.

The pool of possible contributors included all department members: tenured staff and short-
term contract holders, language assistants, doctoral students, and technical staff. These were
first identified through a department-wide email inviting expressions of interest. 34 members
of staff (27 tenured staff, 3 short-term contract holders, 2 language assistants and 2 doctoral
students) declared their willingness to take part. Information about how the theme of diversity
and inclusion would be elaborated as well as general guidelines about contribution layout were
given at an initial meeting for interested parties, but practical details with information about
exactly how to create the individual contribution were unavailable at that time.

Potential contributors were each invited to provide a brief abstract (200 words) outlining their
contribution relating to one of themes of the MOOC. After receiving these abstracts, the
research team issued the first online survey (MOOC I) in order to gather initial information
about contributors’ attitudes, experience and knowledge in relation to the MOOC.

MOOC Survey 1

Questions asked in Survey | were aimed at identifying gaps in knowledge with regard to prior
teaching experience and in relation to creating content for the MOOC. Contributors were asked
how familiar they were with MOOCs, as well as their previous experience with MOOCs as
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contributor or user; contributors were asked whether they were tenured, tenure-track or
temporary faculty members, in order to identify possible issues of professional vulnerability
emerging from their responses. Details of the relation between their proposed contribution and
the courses they teach were asked, with a view to evaluating readiness through the degree of
flexibility revealed. While all but one of the questions invited closed responses or required
selecting a position on a Likert scale, responses to the final question were coded thematically
by the research team post-survey. This question was aimed at evaluating their readiness to
combine technology with content and teaching by inviting contributors to specify the new skills
they would require in order to create their contribution, as well as the support they would require
from the MOOC team.

After completing Survey I, contributors were given information about contribution format and
length as well as brief technical and conceptual details, and given a deadline within which to
complete their contribution. Two possible formats were described: video with accompanying
text, or text only. Texts and video storyboards were collected and revised by the MOOC team.
Text revision was limited to word count, clarity of exposition, and checking for incorporation
of the key themes of the MOOC (diversity and inclusion). Videos were recorded by the IT team.

MOOC Survey 11

Once their contributions had been received, contributors were sent a second survey to evaluate
the process of preparation so far, focussing in particular on their awareness of differences
between MOOC and face-to-face (F2F) material in content preparation and creation
(McQuiggan, 2007). Some questions were framed indirectly, and similar questions were asked
in different ways in order to permit triangulation of responses and prevent misinterpretation of
questions and bias where possible. Questions were also designed to explore whether or how
contributors would make use of the same techniques for future teaching, thus providing
corroboration or rejection of initial findings. Finally they were asked about any new skills they
had needed to acquire.

Findings and discussion

Individual responses requiring written answers were coded conceptually by seeking similar
thematic groupings. This was initially done by all 3 researchers individually, after which
responses were attributed to the appropriate research questions through collaborative discussion
and analysis.

Response rate to Survey I (32/34 = 94%) was high, while fewer responses were received for
Survey 11 (25/34=74%), possibly due to overlapping institutional commitments towards the end
of the semester. Of these respondents, the great majority were tenured teaching staft (78% in
Survey I and 76% in Survey II).

What changes in pedagogical practice did academics report after designing their contribution
to be accessible online?

The main change reported was the need to render the material much more concisely in order to
clarify dense concepts and key points without sacrificing the details, with an additional effort
to avoid ambiguity, which in the F2F classroom could instead be remedied through dialogue.
Indeed, a number of respondents lamented the lack of interaction and loss of immediate student
feedback as a particular disadvantage. Combining video with text was also a new experience
for many of them.

What influenced changes as the instructor moved from face-to-face to asynchronous online
teaching mode?
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The need for conciseness was mentioned by many respondents as being the main issue behind
the changes made. Some saw conciseness as a necessary skill to be acquired in order to create
a successful contribution, others remarked that conciseness was not necessarily a value in
teaching. The latter comments implied that conciseness was diametrically opposed to ‘proper’
teaching (implicitly referring to F2F), and thus it was undoubtedly a negative aspect or
disadvantage of the MOOC format. Other changes were due to the inclusion of elements
unfamiliar to many as teaching tools, such as multimodal features and video recording, since
"[c]hanging media means changing the communication patterns and good teachers are most
often poor video actors" (Rapanta et al., 2020 p. 934).

How do the perceptions of instructors change over time when moving from face-to-face to
asynchronous online teaching?

The issue of ‘simplification’ as a problem emerged once respondents had completed their
MOOC contributions, though it was not always clear what respondents meant by this (fewer
words? More simple syntax? Images replacing words?). The need for conciseness was not
always seen as added value, in comparison with a F2F lecture, with some respondents seeing it
as synonymous with approximation. The inclusion of visuals was barely mentioned as an added
value, and the many references to (lack of) technical instructions rather than other aspects
suggested that most were unaware of the cognitive aspects of this teaching mode.

What will be the impact on their future teaching after this online experience?

A number of respondents stated they would incorporate more multimodal resources in their
teaching practices, as well as involving students in building MOOC-style units as part of the
learning process, or using recorded material to present themes or provide additional material to
supplement the lecture. Positive factors mentioned were a better use of material through
building on existing MOOC material rather than creating ex novo. Another positive aspect of
this experience was collaboration and discussion with colleagues, which contrasted with the
traditional single lecturer-based format and would impact on future teaching. Exercises in
conciseness and clarity of exposition were mentioned as useful even for F2F teaching, as well
as an enhanced focus on their communicative strategies. Such positive input was given by 78%
(18 out of the 23 providing a response to this question) of respondents in Survey II who said
they would recommend the experience to colleagues, although this was offset by the fact that
almost half of our respondents (even those who had given positive feedback) claimed that the
experience would have little or no impact at all on their future teaching.

Conclusions

This study was designed to keep track of the experience of first-time contributors to a
departmental MOOC on a macrotopic of interest to the entire department, designed to provide
a showcase for teaching activities mainly for potential future students. Our aim was to evaluate
the ‘readiness’ (Downing & Dyment, 2013; Cutri & Mena, 2020) of contributors for this type
of teaching format and to assess their ability to be inspired towards new forms of
communication and teaching.

Surveys pre and post contribution provided insights into the perceptions and attitudes of these
contributors as regards F2F and online teaching. While contributing to this MOOC could have
been an example of “intellectual courage” (Redmond, 2015, p. 128) in department members’
willingness to try new ways of thinking and acting, since “teaching on line is a departure from
the traditional cultural norms of academia” (Cutri & Mena, 2020 : 367), the responses gathered
actually suggested that many participants were not ‘ready’ for this transition. While some of
the reasons for this could be traced back to lack of training and specific technical instructions,

56



as regards successfully combining video and text, the conflicting views of the benefits or
drawbacks of conciseness suggested to us that there was some inconsistence within
contributors’ view of the teaching process, perhaps depending on some rather rigid prior
requisites. Downing and Dyment (2013, p. 102) note that many of the teacher educator
participants in their study “felt the pedagogical skills required in the online environment were
different and thus not overly transferable from the face-to-face to the online environment”. In
our case, many teacher contributors gave the impression of considering such skills to be rather
reductive when compared to a lecture in the F2F environment, one of them openly stating that
conciseness was tantamount to simplification and thus not to be recommended for the lecturer.
A clearer understanding of what individual contributors meant by simplification is required.

A degree of inflexibility towards new teaching practices was noted, with some contributors
appearing reluctant to move away from the idea of teacher as actor/protagonist typical of the
traditional F2F classroom. This was perhaps due to the predominant frontal lecture teaching
style of many of our respondents, whereby the ideological aspect and the heritage and legacy
of the traditional way of teaching prevailed. It suggests that the main obstacle to new forms of
communication is the lecturers themselves. This could be a generational division but also
intellectual. Those who start out with a negative view of the new forms tend not to change their
minds. It was noteworthy that a quantitative analysis showed that the majority — mainly tenured
staff — claimed that the experience would have little or no impact on future teaching. A more
detailed qualitative analysis of the data could only be done with more information about
individual justifications for this claim.

As of now, contributors have only seen their own proposals in their final rendering but not the
MOOC as a whole. Thus they have no grounds for comparison between their contributions and
the others. The final phase of our study concerns the completed product once it is available
online and when contributors are able to visualise all the units. Questions asked in Survey III
will thus be aimed at evaluating the whole experience, noting awareness of differences and
similarities, and reporting changes they would make in their own F2F teaching once they have
experienced the MOOC as a whole, as well as probing further into the outcomes of Surveys I
and II. Since the MOOC is still under construction, Survey III has not yet been administered.
In addition, once the MOOC is fully operational, follow-up interviews with contributors to
delve further into the experience are also planned, as well as a questionnaire to test user
satisfaction. The results of these will be analysed in the light of findings from contributor
Surveys I, 11 and II1.

However, even at this intermediate point in our study, what has clearly emerged was a need for
cognitive support for contributors in order to enable them to communicate efficiently in this
new format, including speech techniques, information about possible or ideal audio-video
formats as well as the advantages and disadvantages of each, and the best use of technological
instruments. Responses so far, indeed, show that technical instructions alone are not sufficient
in order to create a successful MOOC contribution. There needs to be prior discussion of how
the cognitive process of teaching and learning itself is affected in and by the different format.
This was certainly a useful lesson for the MOOC team.

Lowes (2010, p. 36) noted that the migration/transfer of F2F experience to and from
contribution to a MOOC could be beneficial for higher education teachers, giving them an
opportunity to experiment with new ideas and formats and rethink their teaching practices. We
may add that in order for this to be a positive experience, it needs to be done through carefully
addressing not only technical but also cognitive issues before the process begins, otherwise
contributors’ prior teaching ideologies may prevail.
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These issues are all the more relevant in today’s world, where the COVID-19 pandemic may
be understood as “a catalyst that highlighted the need for educational change towards more
flexible models and practices that best respond to the complexity and unpredictability of today’s
fast and interconnected but and [sic] still fragile society” (Rapanta et al., 2020, p. 941). Given
the additional stimulus that online learning in higher education is becoming increasingly
normalised (Lederman, 2018) and predicted to become mainstream by 2025 (Palvia et al.,
2018), it is of tantamount importance to be able to provide practical and cognitive support to
contributors to help them overcome possible barriers represented by traditional views of
teaching.
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Summary:

Dictation is considered as an efficient exercise for testing FFL learners’ language proficiency.
However, the traditional “class-based” approach to dictation entails many constraints due to
the inherent complexity in the way this exercise is designed, materialized and conducted. To
remedy this, this study adopts a design-based research approach and tries to design, develop
and apply an intelligent French dictation platform, tested by fifty undergraduate FFL learners
after class. Through an examination of learners’ feedback, this study identifies advantages
such as time-space flexibility, instant correction and possibility to repeat exercises; but also
disadvantages, such as inconvenience of typing text, impossibility to promptly ask teacher
questions and absence of collective learning and supervision. Crucially, this study makes an
encouraging step in classifying frequent errors committed by Chinese learners. The result is
the starting point of the development of a more advanced dictation platform in the future,
which will provide an automatized error classification.

Résumé :

La dictée est considérée comme un exercice efficace pour tester les compétences linguistiques
des apprenants de FLE. Cependant, la dictée telle qu’elle est traditionnellement pratiquée en
classe implique de nombreuses contraintes en raison de la complexité inhérente a la fagcon
dont I’exercice est congu, matérialisé et mené. Pour y remédier, cette étude adopte 1’approche
basée sur le design et tente de concevoir, développer et appliquer une plateforme intelligente
pour la dictée en francais, testée ensuite en autodidacte par cinquante étudiants apprenant le
francais. En examinant leurs retours, cette étude identifie des avantages tels que la flexibilité
temporelle et spatiale, la correction immédiate et la possibilité de répéter les exercices ; mais
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¢galement des défauts tels que la praticabilit¢ peu satisfaisante de taper du texte,
I’impossibilité de poser une question a I’enseignant de vive voix et 1’absence d’apprentissage
collectif et de supervision. Crucialement, cette étude marque un pas encourageant dans la
classification des erreurs récurrentes chez les apprenants chinois. Ce résultat est le point de
départ pour le développement d’une plateforme de dictée plus avancée dans le futur, qui
proposera une classification automatisée des erreurs.

Keywords:

French dictation; design approach; learner autonomy; immediate feedback; error analysis;
computer-assisted language learning

Mots-clés :

dictée en frangais ; approche basée sur le design; autonomie des apprenants ; correction
immédiate ; analyse d’erreur ; apprentissage des langues assisté par ordinateur

Introduction

In the context of intelligent learning, using information technologies to build an intelligent
and data-based foreign language teaching paradigm is a decisive trend in foreign language
education (Miller & Wu, 2022). Meanwhile, the human resource need of high-quality
multilingual students has never stopped to increase, especially in China, which attaches great
importance to the training of such students. This being said, information technology is mainly
integrated with English language education in China and a gap in research is quite noticeable
of technology-enhanced teaching of other languages such as French, official language in
numerous countries and international organizations, whose importance leads not only to its
popularity in Chinese universities, and by the same token, also to the necessity of filling this
gap.

A computer-assisted learning tool is a good candidate to open new perspectives for French
language teaching, because given the great challenge posed to Chinese learners by its
phonological features intertwining with verb conjugation, gender/number agreement and
orthography, a learner corpus exploitable by computer will considerably help teachers to
capture generalizations.

This study focuses on computer-assisted French dictation, which is a prized exercise in FFL
(French as a Foreign Language) learning due to its holistic reflection of learners’ language
proficiency by simultaneously assessing learners’ listening comprehension and written
production (Oual & Abadi, 2022). These linguistic skills are precisely linked to the above said
French learning difficulties. However, the traditional way of conducting paper-based
dictations presents many shortcomings, such as the time-consuming correction and the
burdensome, if not irrealizable, systematic analysis of learners’ errors by teacher on one hand
and learners’ self-correction being not conducive to teachers’ grasp of the learning progress on
the other. These problems weaken the efficiency both in learners’ practice and teachers’
feedback, which partially explains learners’ low performance in dictation.
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Aiming to alleviate the above problems, this study departs from a design-based approach
(Sandoval & Bell, 2004) to design, develop and apply an intelligent dictation platform for
FFL learners in China. Through pilot experiments, it seeks to answer the following questions:

1) What do learners perceive as advantages and disadvantages of practicing dictation on this
platform? Especially when compared to the paper-based dictation conducted in classroom?

2) What do learners suggest to develop a more advanced dictation platform?

3) What are the frequent errors committed by Chinese learners in French dictation? And what
might have been the cause?

Theoretical Framework

The theoretical framework of this study is based on Error Analysis (Corder, 1967, 1981). An
error is a systematic deviation made by learners who have not yet absorbed the rules of the
target language. Errors are reflective of learners’ current stage of development or underlying
competence and they cannot be self-detected or corrected by learners. Rather than simply
being ill-formed occurrences to be prevented, errors are signs that learners are actively
engaged in hypothesis testing which would ultimately lead to acquisition of the target
language rules (Larsen-Freeman & Long, 2014). Under this definition, error analysis can be
conceived and carried out to find out to what extent learners have mastered a language and to
investigate their common difficulties.

In the literature, the following procedures have been proposed for conducting error analysis
(Corder, 1975): identifying errors in a sample from learners’ production, describing and
explaining errors, then evaluating errors to optimize teaching strategy in a principled fashion.
Dictation requires the learner to replicate, under listening stimuli, the source text as faithfully
as possible. This is quite different from essay writing, where there are often multiple
possibilities to reconstruct a learner error. Therefore, it’s easier to leverage information
technologies to automatically identify errors in learners’ dictations. Compared to the
paper-based dictation which involves laborious manual error correction, the platform
developed in this study allows teachers to directly focus on describing, explaining and
evaluating errors. Based on the data collected through the platform, this study will be able to
present frequent errors committed by Chinese learners in French dictation, and try to explain
the possible causes in a formalized way.

Research Methodology

The present study follows a design-based approach (Sandoval & Bell, 2004), which means in
order to solve real-life educational problems, researchers continuously improve the design
based on users’ feedback from practice in a real and natural context, until all flaws are
eliminated and a maximally reliable and effective design is achieved. The study is composed
of two phases: 1) Needs analysis, design and development; 2) Pilot experiments. A brief
description is given below:

1) Needs analysis, design and development

Through classroom observation and communication with FFL learners and teachers at Beijing
Foreign Studies University (hereafter BFSU), the study perceives inconveniences of
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practicing dictation in the traditional teaching environment. After designing a prototype which
takes users’ needs into consideration, we collaborate, for the full development!, with Beijing
Waiyan Online Digital Technology Co., Ltd who had developed the BFSU E-Class platform
into which the dictation platform could be further implemented.

2) Pilot experiments

When the development was finished, pilot experiments were conducted with fifty FFL
learners and two French teachers, all coming from BFSU. Learners perform dictations on the
platform following teachers’ weekly assignment or at their own pace.

We gathered users’ feedback all along the experiments to assure an iterative optimization. One
year after the first utilization, we distributed questionnaires to investigate learners’
perspectives and suggestions towards the platform.

For now, the first 50 learners are still using the platform and more FFL learners at BFSU have
been given access to it.

Platform description

Before designing the prototype, we analyzed several existing dictation platforms, such as
Hujiang?, Aboboo?®, Shanbay* and TV5 Monde Dictée’. More specifically, Hujiang supports
dictations for multiple languages, including English, Japanese, French, German, etc; Aboboo
and Shanbay are designed solely for English dictation; and TV5 Monde Dictée provides
French dictations of various themes. These platforms all provide immediate and automatic
correction for learners’ electronic input but lack, crucially, the functions conceived to enable
error exploitation by human teachers.

In sum, the platform design in this study takes into consideration needs from both learners and
teachers, expecting to improve the efficiency in exercise practicing for the former and error
analyzing for the latter. The platform can be used on laptop or tablet PC. Internet access is
required for both the learner and the teacher ends. The main functions of the platform are
described as follows.

Learner end

On learner end, the main functions include (i) choosing exercises (ii) playing audio and
entering text online (iii) checking the feedback upon submission and (iv) receiving scores and
remarks from teachers. After logging in, learners can see a dictation syllabus composed of 126
exercises from a widely used reference Progresser en dictée (niveau élémentaire) (Li, 2009).
Another syllabus contains exercises provided by teachers from Faculty of French and
Francophone Studies of BFSU (10 exercises at present), which correspond to the learning
progress of their classes (cf. Figure 1).

Figure 1. Interface for choosing syllabus

To the best of our knowledge, no platform as designed in this study existed in China before.
http://ting.hujiang.com/fr/

http://www.aboboo.com/g/#/home

https://www.shanbay.com/m/intro/?app=listen

https://dictee.tvSmonde.com/
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By clicking an exercise, one gets access to the answering interface. To simulate the dictation
condition in real-time class, the whole audio only plays once (the text being read four times)
and the playing progress isn’t adjustable. However, learners can click on the play button for a
pause. Learners need to finish the exercise within a time limit fixed by teacher (e.g. 30
minutes), but they can redo the exercise until the upper limit is reached (e.g. 10 times). Since
we didn’t find any French handwriting OCR tool meeting our expectations, the platform can’t
analyze learners’ manuscript. Instead, they need to enter text by keyboard or Apple Pencil
connected to an iPad. Thanks to iPadOS, French alphabet written with Apple Pencil can be
instantly recognized and converted into electronic text. To facilitate the input, an image of a
physical French keyboard is provided as visual reference, along with virtual buttons for
quickly entering letters with diacritics (a, ¢, 1, etc.).

Upon submission, the platform automatically checks learners’ input against the source text
and immediately displays the result. This process relies on a language-independent and
open-sourced text comparison algorithm® and web technologies such as HTML, CSS and
Javascript. To make the comparison more intuitively understandable, erroneous input (in red)
and source text (in green) are displayed side-by-side, as shown in figure 2. At this step,
learners can freely replay the audio.

Figure 2. Platform’s immediate feedback

Vincent cherche une idée de cadeau pour le depart de ¢asa collegue de bureau. Il ne la connait pas bien, alors il demande a
sixses autreautres collegues. lis sontont beaucoup d'idées. lllis |ui proposeproposent d'acheter des fleurs.

In this way, learners don’t need to wait for teachers’ manual correction or to proceed to
self-correction, hence an improvement in terms of the feedback efficiency. After teachers’
review, the page will show the final score and remarks. Learners can review this page at any
time, while traditional dictation sheet can easily get lost through time.

Teacher end

The teacher end is destined to manage dictation syllabus, review learners’ exercises and
retrieve errors from the error database for systematic error analysis. After logging in, teachers
can see the dictation syllabi previously created and modify the exercises contained in them.
To create a new exercise, teachers need to provide materials and related information such as
audio file, source text, time limit, total score, point to deduct per error, maximum times

¢ https://github.com/kpdecker/jsdiff
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allowed for redoing the exercise, etc.

During the review, exercises can be filtered by defining exercise name and/or learner name. In
the reviewing interface, the discrepancy between the learner’s replication and the source text
is highlighted, which helps teachers to quickly locate the errors. The platform also calculates a
score based on the number of the errors and teachers can revise it if necessary. Remarks are
given at this step (cf. Figure 3).

Figure 3. Teachers’ reviewing interface

. REE, MM (ReF! FE) $B228. MANBARELRT, BATILABEARE509%1E.

> o 0:00/ 419 o) e——

Céline, elle est d’age de 35 ans. Elle d en . Elle sait parler anglais et espagnole. Elle veut travailler avec des
étrangers et elle peut par fois travailler le week-end. Elle cherche un travail de réceptionniste dans un hétel.

Céline, elle est d'ageagée de 35 ans. Elle d_enest _au chomage en ce moment. Elle sait parler anglais et espagnoleespagnol.
Elle veut travailler avec des étrangers et elle peut parparfois fois travailler le week-end. Elle cherche un travail de réceptionniste
dans un hétel.
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Most importantly, the error database is updated upon each submission, and the system stores
the “incorrect form-correct form” pair into the database, such as “¢a-sa, six-ses, autre-autres”
in figure 2. Teachers can filter the data by syllabus, exercise and/or learner name. The data can
be exported in an Excel file, which allows teachers to conduct detailed error analysis. For
example, teachers can sort the Excel file by the column named “correct text”. This operation
will show, for every single word in a chosen source text, all its erroneous forms. In figure 4,
given the word ‘“chomage”, the database has collected “(void), chomage, chaumage,
choumage” and so on.

Figure 4. Error sorting in Excel
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Student name  |Syllabus name Exercise name Erroneous mput Correct text
S1 W ERSSS | UREF! iE) 22805 chomage
S2 WrEg s | AL HEY 228RWTS | chaumage chomage
S3 B3] (PRI 3RiE) 2218r S chaumage chémage
S4 R EE T 5455 (i BaB) 28RS chaumage chomage
85 R RET 5] Cppif! $E) 22iES | chaumage chomage
S6 IR R 5 45 5] QAR 35D 2280 chaumage chomage
S7 I 545:.7] (IR i) 2218 S chemage chomage
S8 R B ] {AT ! PLIEY 2218 E | chemage chomage
S9 PR R R 5 45 5] {RlF! BB Y 22T chemage chomage
S10 A R I S 45 5] (IR iRiE) 22180 chomage chémage
S11 TR BT S 855 (fpig! $LiEY 22MTS |chomage chomage
S12 PR RIS 5 5 (Rl il 22i9TS |chomage chémage
813 AR B 415 (PREF ! BuE) 220 S chomage chémage
514 R 5455 CPRIF ! HEE) 221 S chomage chomage
515 R EET S50 (fpiy! $hiE) 221805 | choumage chomage
S16 PR T S 4 (HRET ! B 2R chromage chomage
S17 aEiER S | (R EIE) 22HS |mage chémage

Pilot experiments

We started pilot experiments in May 2021, date by which the platform was available, to
investigate learners’ using experiences, opinions and suggestions, as well as summarize and
explain learners’ frequent errors through the automatically collected data.

Fifty Chinese FFL learners and their two teachers, all from BFSU, have participated in this
study. Group 1 is composed of 27 undergraduate students (22 females and 5 males) and group
2 of 23 undergraduate students (22 females and 1 male). Learners’ average age was 20. These
learners were not majoring in foreign languages (International business, Law, Computer
science, etc.) and studied French from scratch as a second foreign language. They had been
learning English for 10 to 13 years. Their French level corresponded approximately to CEFR
Al or A27. Group 1 started to learn French one year earlier than Group 2 and they began to
use the platform 7 months earlier than Group 2. The two French teachers are Chinese and one
of them teaches the two groups.

The students learn French according to the conventional syllabus (six hours per week in class)
and practice dictation on the platform after class following teachers’ weekly assignment or at
their own pace. We provided detailed usage instructions for all the participants. During the
experiments, dictation exercises of the two groups were gradually shifted from “class based”
to “online based”. Until May 24" 2022, the 50 learners have submitted 610 dictations on the
platform (mean=12, std=14). The highest number of submissions by a same learner is 87 and
the lowest is 0.

During the experiments, we gathered feedback through regular communication with users and
iteratively optimized the platform. The main updates include: 1) fixing bugs reported by users;
2) adding a French keyboard image at the text-entering interface; 3) integrating the dictation
platform into the BFSU E-Class APP to better support tablet PC users. Especially the iPad
users can thus enter text by Apple Pencil, which brings a handwriting-like feeling.

” This simply corresponded to the level of the textbook that they used.
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One year after the first utilization, questionnaires were distributed to collect learners’
feedback and 31 valid copies were retrieved (18 from Group 1 and 13 from Group 2). The
questionnaire contained 12 open-ended questions and the responses amount to 6479 Chinese
characters in total. We conducted thematic analysis on the survey data through inductive
coding with the software NVivo (Bazeley & Jackson, 2013). The steps included preparing and
organizing data, reading through data, data coding, theme mining, result presentation and data
interpretation (Creswell, 2013). The qualitative analysis result is presented below.

Qualitative analysis of learners’ feedback

First of all, we were interested in learners’ motivation of practicing dictation. The survey
showed that all the respondents recognize the importance of dictation skills in French learning
and the main reasons are: 1) dictation helps to improve the listening comprehension ability,
which is of vital importance in communication®; 2) dictation is a comprehensive exercise
which combines well the listening comprehension and the written production, hence it helps
to sharpen learners’ attentiveness to phonological phenomena such as liaison, and by the same
token, to spelling in French language. In terms of practice frequency, most respondents
reported 1 or 2 times per week. With regards to the preferred topics of dictation materials, the
most popular three ones are: 1) daily life and communication (15 learners, 48%); 2) culture
(e.g. lyrics, trip, local customs) (9 learners, 29%); 3) content related to the topics covered in
class (6 learners, 19%).

Secondly, we investigated how learners enter text on the platform and whether they can adapt
themselves to this change. For those who frequently use the platform on a laptop, 16 learners
(52%) directly type text while listening to the audio and 15 learners (48%) first write on a
sheet, then start to type their text when the audio stops playing. For users of tablet PC, 8
learners (26%) write with Apple Pencil, 8 learners (26%) first write on paper before typing the
text and 8 learners (26%) type text simultaneously with the audio being played. The above
distribution suggested that learners prefer handwriting than typing whenever it’s possible.
Concerning the mastering of French keyboard, only two learners (6%) reported that they type
French as quickly as typing English, thus they are able to type text while listening to the audio.
Other learners reported downgraded proficiency when typing in French and half of the
respondents stated that they were willing to practice more to reach full mastery. Thirteen
learners (42%) explicitly expressed their preference for handwriting, because writing is more
fluent and quicker than typing hence makes them feel more at ease. On the other hand, four
learners (13%) pointed out that it’s easier to modify the electronic text than handwriting.
Almost all the respondents agreed that they were adapted to entering text by keyboard or
Apple Pencil except for two learners of Group 2, who found it inconvenient.

Thirdly, we analyzed learners’ opinions about the advantages and disadvantages of the
platform and whether it helped them to improve dictation skills. The three most prominent
advantages are: 1) immediate correction upon submission; 2) possibility to redo the exercise;

8 One could be wondering in what way dictation differs from listening comprehension exercise in
improving listening accuracy. According to the respondents, dictation requires their attention to be
maximally concentrated since it demands a faithful replication. This acuity is absent when they do
listening comprehension exercises, whose goal is to get general ideas or limited details from time to
time.
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3) flexibility compared to “class-based” approach in terms of time and space. Learners also
indicated that they can hear the audio more clearly and they feel less nervous when practicing
online. It’s also reported that the platform saves precious teaching time in class and gives
access to more dictation materials. In contrast, the four most prominent disadvantages include:
1) challenge posed by typing rather than writing; 2) absence of collective learning and feel of
being challenged in a real-time evaluation situation; 3) slackness due to the lack of
supervision; 4) impossibility to ask questions as in class. All the respondents agreed that the
platform contributed to improve their dictation skills and the main reasons are as follows: 1)
the platform allows for more practice after class, which guarantees a steady input and output
ratio in language learning; 2) more practice improves their familiarity with French
pronunciation, grammar and vocabulary; 3) the immediate feedback helps to quickly identify
their flaws.

Finally, we solicited learners’ suggestions for developing a more advanced dictation platform.
The first advice, suggested by 7 learners (23%), consisted in removing constraints on audio
playing, namely permitting rewinding and play-speed adjusting. The suggestion was accepted
and realized as it favored the dictation efficiency. Secondly, learners would have preferred
materials of diverse forms (e.g. dialogue, interview, news) and specific grammar components
(e.g. past participle, noun-adjective agreement) integrated in these materials. Three learners
(10%) also mentioned that video-based materials would be more interesting than common
audio materials. Finally, learners hope to see their errors automatically classified and a
distribution graph of frequent error types. This idea, echoed by the two teacher participants, is
what we are currently working on, by modifying an automatic grammatical error annotation
toolkit (Bryant et al., 2017) along with a rudimentary error categorization model which is
presented below.

Frequent dictation errors and preliminary analyses

Our investigation of the challenges faced by Chinese learners in French dictation is grounded
on the platform’s error database.

Until now, the 610 dictations submitted correspond to 69 different exercises (words per
exercise: min=35, max=169, mean=127). For the error analysis, we chose as sample from 22
learners, each of which has submitted more than 10 dictations (sum=470, mean=21, std=17).
Constrained by manpower, we chose a subset of these 470 samples to proceed to a manual
error analyzing, but ensuring that the samples covered all the 69 exercises. For each exercise,
we analyzed a certain number of samples until no new error type emerged. Finally, the subset
choosing criteria was to maximally discover new error types and we ended up with 820
“incorrect form-correct form™ pairs®. To sort these pairs, the present study advances an error
categorization model based on phoneme and grapheme pairs, which is explained as follows.

A phoneme pair denotes a pair of two phonemes where one is misheard and mistaken (i.e. the
“correct sound form”) to be the other (the “incorrect sound form”). It can be minimal or
nonminimal. In a minimal phoneme pair, the two phonemes share articulatory-acoustic

® Considering that each learner participating in this study has completed a different range of

exercises, we will present the main error types without statistical distribution, since it won’t be
significant for the purpose of our ongoing research.
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resemblance to a considerable extent!®. Some minimal pairs exist both in French and Chinese
(e.g. close-mid vs open-mid front unrounded vowels: [e] vs [g]); while others only in French
but not in Chinese (e.g. voiced vs voiceless consonants). In a nonminimal phoneme pair, the
two phonemes normally do not share prominent phonetic features.

A grapheme pair stands for a pair of two graphemes (or bigram/trigram, even words in a more
loosened sense) where one is miswritten and mistaken to be the other. The two share identical
pronunciation by spelling rules. It can also be minimal or nonminimal. In a minimal grapheme
pair, the two graphemes contrast one against the other only by one orthographic or
lexico-syntactic feature!'; while in a nonminimal grapheme pair, the two graphemes contrast
with each other by more than one orthographic or lexico-syntactic feature.

Furthermore, both the phoneme and grapheme pairs can be or not be lexico-syntactically
(hereafter L-S) related. By “L-S related”, we mean that learners could have solicited either
lexical or syntactical model in their language knowledge to exclude the erroneous form.

Table 1. Phoneme pair errors

Minimal Nonminimal
L-S related 1. il joué (—jouait) au foot 12. pour leur (—les) remercier
2. prendre une touche (—douche) 13. je le (—1ui) promet de

3. le golt (—coiit) de la vie y est plus | 14, au bord de (—du) fleuve

éleve J—
15. devant la (—le) téléviseur

4. me laver et me baigner (—peigner)

o 16. je suis certainement
en dix minutes

{—certain) que
5. mon travail est (de) téléphoner aux
clients

6. vivent dans villes (—en ville)
7. elle (1")a remercié avec

8. pour (1M)inviter

L-S unrelated | 9. vivre en Provence (—province)
10. achter — acheter

11. spetacle — spectacle

10 This definition is given as such to ensure that the two phonemes in all minimal pairs can be formally opposed
but with a certain flexibility to take into account differences between L1 and L2 phonological systems. For
example, following a strict minimal pair definition, [e] contrasts with [€] for both being unrounded vowels, the
former is close-mid and the latter open-mid; on the other hand, [ce] minimally contrasts with all other rounded
vowels such as [0] or [o] simply by the fact that they are not [ce]. Chinese learners do often mishear these three

vowels because Mandarin Chinese does not have [ce].

" Again, a malleability is needed in the definition. While an orthographic feature can be defined as a
letter, lexical and syntactic features are more difficult to be formalized. An example of the former
would be “au port” vs “au porc” and the opposition between “cette ¢té” vs “cet été” (cf. sample 22 in
table 2) can substantiate the latter. A refined and more formalizable feature system will lead to an
optimized error categorization. This part of the research is ongoing.
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Table 2. Grapheme pair errors

Minimal Nonminimal

L-S related 17. je ne les (—1"ai) pas encore visité 34. vous n’avez pas apprendre

! ’ . ; —4a prendre) |"autobus
18, elle accueil (—accueille) les clients | 8 Prendre)

5 5. j'espé | ser: ‘elle
19. pas assez d’espace vert (—espaces 35, jrespere quel seta (—qu )
tout heureuse
verts)
20. peu de passant (—>passants) 36‘. .une armm.re pour mettre mes
a faire (—affaires)
21. faire de bon (—bons) choix . ) i
37. la distance apart courir (—a

22, cette (—cet) éte parcourir)

23, elle s’est séchée (—séché) les
cheveux

24. comment s’est passeé (—passee) ton
inscription

25. goiter les biscuits que sa mére a
prépar¢ (—prépares)

26. les prix sont attribu¢ (—attribués)

27. les plats ne colte (—-coltent) pas

cher
28. nous nous reverront (—reverrons)

29. je ne les voie (—vois) pas

L-S unrelated | 30. project — projet

31. dialect — dialecte, frai — frais,
environs — environ

32. pardoner — pardonner

33. restaurent — restaurant, chaumage

— chémage

Table 1 and 2 show the error classification matrix by deploying this model. From our
perspective, this rudimentary formalized -categorization system captures several
generalizations observed in FFL dictation among Chinese learners. Firstly, most of the errors
are L-S related. Given that learners have much time to examine their output after the audio is
played within the time limit, this suggests that the what underlyingly poses problem in a
poorly performed dictation is the non-mastery of vocabulary and grammar.

Consider the minimal L-S related phoneme and grapheme pairs: on one hand, the abundance
of open syllables in word formation (samples 1, 3-8) and in particular the monosyllabicity of
functional words (samples 5-8) considerably diminish the recognizability of the words in
question, and the mishearing is aggravated by the fact that many minimal phoneme pairs
contain inexistent phonemes in Chinese such as [ce], [@] or voiced consonants like [b], [d] and
[g] (sample 2); on the other hand, grammatical features such as verb endings (samples 17, 18,
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27-29), gender and number agreement (samples 19-26) are often silent or homonymic,
therefore the misspelling is often related to the inaccuracy in these features. In the case of
nonminimal L-S related phoneme and grapheme pairs (samples 12-16, 34-37), the errors are
somehow less expected since the divergence between the wrong and the correct forms is not
minimal.

All this being said, an ideal learner, who has perfectly memorized the vocabulary and
assimilated grammatical rules, could have overcome these hazards by adopting a “top down”
approach in listening comprehension in the sense of Field (2009). Many learners do
occasionally show some ability to vanquish the intimidating French phonology and its
seemingly opaque orthographic rules, but most of the times they succumb under the inherent
intensity of the dictation exercise.

Regarding L-S unrelated phoneme and grapheme pairs, errors are always minimally biased
from the correct from. Their cause can be attributed to phonological (i.e. opposition between
[¢] and [a] in sample 9, which is inexistent in many Chinese dialects; schwa in sample 10;
consonant dissimilation in sample 11) or orthographic idiosyncrasies (samples 30-33)!2. At the
same time, L-S unrelated nonminimal errors are statistically the most improbable (they have
zero occurrence in table 1 and 2), this is supposedly because learners’ vocabulary or grammar
knowledge could exclude an error too patent. Such errors are not impossible, but should be
less recurrent according to our prediction.

The descriptive power of our model is not limited to types of examples presented in table 1
and 2, because pairs can coexist to form clusters. One fascinating error of this order is “ils
sont un peu le (—en bonne) santé” which involves four minimal pairs: [€] vs [a], [p] vs [b], [¢]
vs [0] and [1] vs [n]'3. Finally, nonminimal phoneme pair cluster can represent word-order
errors, €.g. “tu n’as pas m’appelé — ne m’as-tu pas appelé”.

Discussion

The study showed that a platform specifically designed and developed for French dictation is
generally well accepted by our FFL learner and teacher participants. Although learners can not,
due to the lack of an efficient French handwriting OCR tool, submit their manuscript, they are
gradually getting adapted to entering text by keyboard or Apple Pencil. Learners benefit from
the platform mainly for the immediate feedback and time-space flexibility. All the respondents
report that the platform helps them to improve their dictation skills. The platform also frees
the teachers from tedious manual correction and they can conduct the error analysis in an
easier way than before.

The respondents pointed out that the collective learning atmosphere and teachers’ supervision
are missing when practicing alone online. Therefore we suggest, for the sake of a better
pedagogical outcome in general, that using this platform should not cast out traditional
“class-based” dictation approach and that teachers should spare some time to answer learners’

12 By idiosyncrasy we mean the (quasi-)impossibility for beginners to predict where to put a silent
letter or diacritics, or to choose between bigrams such as “en” and “an”. It is worth noting that when
they do make a prediction, they often do so with the English orthography in mind.

13 The learner in question acoustically parsed the phonemes as “ils-son-tun-peule-santé” (to compare
with “ils-son-ten-bonne-sant¢).
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questions about dictations or give comments on learners’ performance in the latest dictation
assignment completed online.

The main challenge at present is to further refine our error classification model by adding
fine-grained tags, for example SPELL, PRON, VERB-FORM, NOUN-NUM, PHONETICS
and so on. To achieve this goal, we are currently adapting an automatic grammatical error
annotation toolkit (Bryant et al., 2017), which is rule-based and relies solely on POS tagging,
dependency parsing, lemmatization and stemming information. Once this system is fully
developed, we will try to integrate it into the platform, hoping to provide more teacher-like
tutoring.

Conclusion

The application of the French dictation platform designed and developed in this study has
highlighted its usefulness in French learning, and equally identified the challenges that need
to be addressed in the future work. Learners’ preference should be taken into consideration for
preparing dictation materials and the error categorization model built upon
phoneme-grapheme pairs shall be further refined in future work. Designers and developers
shall continue to work on automatic dictation error categorization and to collect users’
feedback for further optimization of the platform.
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Summary

This study explored the specific context of emergency remote teaching (ERT) during the
COVID-19 pandemic, focusing on the topic of classroom language assessment. This study
was guided by two research questions: 1) What were language teachers’ practices and
perceptions of assessment? 2) What were the challenges and opportunities faced by language
teachers? The data were collected quantitively (online surveys) and qualitatively (semi-
structured individual interviews). The survey participants included 124 teachers in language
courses offered online. The interviews were conducted with eight teachers and three language
program coordinators. The findings suggested that teachers made modifications in different
aspects of assessment (e.g., medium, weight), explored new methods (e.g., open-book exams,
audio/video-recording), and utilized different feedback types (e.g., audio-recorded feedback)
in the online assessment. Teachers expressed the need for more hands-on training
opportunities specific to language assessment. Teachers were also faced with challenges in
time management for fulfilling their responsibilities but had the opportunities to engage in
critical reflection on assessment. Compared to face-to-face (F2F) assessment, teachers’
concerns about academic dishonesty were higher. To ensure academic honesty, teachers
reported the use of various measures (e.g., video proctoring). Implications for teacher
education and recommendations for language programs and teachers are provided.

Keywords

Emergency Remote Teaching, Classroom Language Assessment, Assessment Literacy,
English as a Second Language, Korean as a Foreign Language, Language Teacher Education

Introduction

Assessment plays a critical role in language teaching and learning by measuring the
effectiveness of teaching and monitoring student language development in the learning
process. Teachers have been found to spend about a quarter to a third of their time in
assessment-related activities (Stiggins, 2007). This is because good assessment is essential for
successful language teaching and learning, and bad assessment practices can have detrimental
effects on learners’ motivation and overall learning experiences (Crusan et al., 2016).
Recognizing the importance of language teachers’ assessment expertise, researchers and
teacher educators have started making efforts to provide more accessible training
opportunities for language teachers to enhance their language assessment expertise (e.g.,
Tsagari et al., 2018). Nevertheless, previous research studies on teachers’ language
assessment expertise have found that teachers still reported insufficient training in assessment
(Vogt & Tsagari, 2014; Xu & Brown, 2017) or inefficient training that did not meet their
expectations (Lam, 2015; Sultana, 2019). The lack of teachers’ language assessment expertise
— or language assessment literacy (LAL) — can lead to the inability to help learners and may
jeopardize learning (e.g., Coombe et al., 2012; Lee, 2017). The impact of teachers’
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assessment expertise on student learning highlights the importance of providing training in
assessment for pre- and in-service teachers.

While the field of language assessment/testing has started to pay increasing attention
to teachers’ assessment expertise, another challenge was faced by language educators and
teacher educators in 2020: the forced transition to online teaching and assessment due to the
COVID-19. This transition has been referred to as emergency remote teaching (ERT), which
is different from pre-planned online instruction. Unlike traditional online education, ERT
offers temporary instructions that are rapidly developed over a short period of time without
pre-planned resources or infrastructure (Hodges et al., 2020). The online environment
demands different approaches and strategies from the F2F environment (Sun, 2011), changing
the way teachers teach. However, assessment is still an essential part of teaching and learning
in the online environment. To fulfill assessment responsibilities during ERT, teachers would
have made decisions on what to change and modify from their F2F assessment tools and
practices. Thus, it is worth exploring what teachers changed or did not change and why they
made those decisions, to better understand the classroom assessment carried out in online
language courses during the pandemic.

As discussed above, providing sufficient and helpful training for teachers in how to
promote good assessment is important, and teachers in the online environment are no
exception. Training may be even more important for this context, as the online environment
may present unique challenges to teachers in carrying out assessment responsibilities.
Research studies have shown the challenges of a transition from F2F to online teaching and
assessment. For example, Bailey et al. (2015) discussed how transitioning from a physical
classroom environment to an online environment is challenging because “often the temptation
or commonly used approach is to mirror face-to-face strategies and practices” (p.112). Sun
(2011) also argued that teaching online does not mean re-creating a traditional classroom in a
virtual setting. Rather, it is “a completely new adventure”. To support teachers in this
“completely new adventure” and help them make informed decisions about assessment in the
online environment, it is necessary to provide relevant resources and training. This is another
aspect that can be investigated to gain useful insights for language teacher educators and
language program coordinators who are responsible for supporting teachers.

Therefore, this study attempts to explore teachers’ assessment practices and
perceptions in the context of online language teaching and learning, specifically in the context
of a semester-long ERT. This study was guided by two research questions:

RQ1. What were language teachers’ practices and perceptions of assessment in ERT?
RQ2. What were the challenges and opportunities faced by language teachers in ERT?

As for the target contexts of the study, the primary focus was on the English as a
Second Language (ESL) context in the US. Hundreds of US educational institutions offer
ESL courses for university-bound students in Intensive English Programs (IEPs) or language
support courses for matriculated international students. The COVID-19 pandemic impacted
the enrollments and administration of hundreds of ESL programs across the country. For
example, the total number of students in IEPs in the US decreased to 37,365 in 2020, almost
half of what it was (75,379) in 2019, as stated in the Institute of International Education’s
report (2021). According to the same report, 99% of IEPs reported that the pandemic
impacted their programs, leading them to increase virtual outreach and recruitment, combine
classroom levels, invest in the course/curriculum redevelopment, or invest in technological
equipment for online study. These program-level changes may have influenced ESL teachers’
assessment practices and perceptions of online assessment.
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While the primary focus of this research project was to investigate the English as a
Second Language (ESL) context, this study also investigated the Korean as a Foreign
Language (KFL) context. Assessment of languages other than English (LOTE) has been
underrepresented in major assessment/testing journals despite its unique characteristics and
challenges (Bowles et al., 2021). This lack of research on LOTE results in a loss of valuable
knowledge and insights in the field of language testing and assessment. In response to
growing research interests and needs in LOTE assessment, this study also investigated the
KFL context as a way of beginning to address the lack of research and encourage further
research in this area. Among the possible languages, Korean was chosen for two major
reasons. First, the enrollment in KFL programs in the US increased from 7,146 to 13,936 over
a decade, between Summer 2006 and Fall 2016 (Looney & Lusin, 2018). This impressive
growth warranted more research into the context to better help teachers and learners in KFL
programs at the institutions. Second, Korean does not share a similar alphabet system with
English, which might pose challenges to the L1 English learners of Korean. In the online
environment, beginner-level learners need to master the Korean alphabet in a self-guided
manner. In addition to mastering the alphabet system, online learners also need to develop
keyboarding skills to be able to type Korean on computers or devices. This might be a new
skill for the intermediate- or advanced-level learners of Korean if their previous F2F courses
relied heavily on handwriting activities. Such challenges may influence teachers’ assessment
practices and their perceptions of assessment in the online KFL courses. Thus, exploring the
KFL context may provide valuable information about how assessment practices were similar
to or different from those of the ESL context.

Methods

In this current study, using mixed-methods concurrent triangulation research design
(Creswell, 2003), the data were collected through the quantitative method of online surveys
and the qualitative methods of semi-structured individual interviews.

The survey targeted language teachers in ESL or KFL courses offered online in Fall
2020 in response to the COVID-19 pandemic. For this study, the term “teachers” refers to the
primary instructors of language courses, including professors, lecturers, and graduate teaching
assistants (GTAs). In the survey, there were six sections: 1) Information about Study and
Consent, 2) General Information about the Target Course, 3) Assessment Practice in Online
Language Teaching, 4) Perceptions towards Assessment in Face-to-Face and Online
Language Courses, 5) Reflection, Challenges, and Needs, and 6) Background Information.
The final data set included responses from 108 ESL teachers and 16 KFL teachers.

Interviews

For the qualitative part of this study, semi-structured individual interviews were
conducted. The teachers who participated in the interviews were all graduate teaching
assistants (GTAs). In addition, language program coordinators were also interviewed because
they had the responsibility for training and supervising GTAs. The interview participants
included four ESL GTAs, four KFL GTAs, two ESL language program coordinators, and one
KFL language program coordinator. As it was a semi-structured interview, I prepared the
guiding questions, but the interviewees were allowed to contribute to the conversation during
the interview (Mann, 2011).

Data Coding and Analysis

For the survey data, the responses were first organized in Microsoft Excel sheets and
descriptively analyzed using R (R Core Team, 2019). Then, the data for different sections
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were analyzed using different methods. For example, the section, 4) Perceptions towards
Assessment in Face-to-Face and Online Language Courses, included Likert-scale questions.
For the responses to this section, Cronbach’s alpha was calculated to check the internal
consistency. For the section 5) Reflection, Challenges, and Needs, close-ended questions were
descriptively analyzed, and open-ended questions were manually coded to identify emerging
themes.

As for the interview data, the recordings were transcribed and analyzed using content
analysis (Ho, 2012). The author began to code all different types of actions, events, and/or
processes through an open or substantive coding process (Dillon, 2012), and then repeated
reading while taking analysis notes and creating initial codes. The multiple interpretive
coding was done using NVivo for Mac (released in March 2020). Among the entire data set,
25% of data were coded for checking intercoder reliability. Using an exact agreement
percentage, the intercoder reliability reached 0.89, which was within the acceptable range.
Discrepancies were resolved through further discussion.

Findings
RQI. Teachers’ Practices and Perceptions of Assessment in ERT

In terms of the assessment strategies teachers used for online assessment, the focus of
the study was on what aspects of assessment were changed or modified when teachers and
learners moved to an online format for ERT. For both ESL and KFL teacher groups, the most
frequent change/modification was the digitalization of assessment using available online tools
and resources.

Both ESL and KFL teachers demonstrated significant differences between F2F and
online assessments in the use of typed feedback, audio feedback, and video feedback for
online assessment. However, there was a difference between ESL teachers and KFL teachers
in the frequency of handwritten feedback, as KFL teachers utilized digitally handwritten
feedback (i.e., handwritten feedback using a tablet device with a companion stylus pen instead
of writing on paper) in online assessment. The interview data also demonstrated issues related
to feedback practices, such as technical difficulties and an overwhelming workload, were also
reported in the previous studies. For example, in Mékipii et al. (2021), teachers commented
that giving written feedback was tedious in online assessment, leading to increased workload.
To avoid such a high workload, teachers in Mahapatra (2021)’s study reported they opted for
giving group feedback instead of individual feedback. All these results point to the necessity
of improving teachers’ strategies for providing clear feedback in online assessment while
preventing too much workload because teacher fatigue can affect the quality of feedback.

The findings also suggest that teachers were concerned about academic dishonesty
issues such as plagiarism and cheating in online assessment, as reported in several recent
research studies (e.g., Abduh, 2021; Chen et al., 2020). To address the issues of academic
dishonesty, both ESL and KFL teacher groups employed strategies or measures such as
alternative assessment methods, proctoring services, or plagiarism detectors. One notable
trend was that ESL teachers utilized the strategy of making a conversation about plagiarism
into a “teachable moment” to emphasize the importance of academic integrity while KFL
teachers did not. As mentioned above, this difference may be attributable to the contextual
differences between ESL course and KFL courses. That is, the objective of ESL courses was
to prepare international students for academic studies or support their academic English skills
at US universities. Thus, academic honesty is included as an essential element of the
curriculum for international students with different linguistic or cultural backgrounds. On the
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other hand, the objective of KFL courses was to help learners be able to communicate in
Korean for practical purposes to perform tasks in daily life.

As for similarities and differences in F2F and online formats of language classroom
assessment, the survey data showed that ESL and KFL teachers’ perceptions were similar in
agreement patterns for two different formats.

Both groups generally agreed that the assessment reflected teaching, assessment tasks
could be creative, and assessment was fair in both F2F and online courses. The teachers in
this study agreed that developing assessments, grading, and giving feedback were time-
consuming in both online and F2F formats. The interviews with GTAs also suggested that
teachers had to spend extra time on developing brand-new assessment materials or learning
how to use their respective LMS to create online tests. Also, providing feedback — usually
individualized — in the online courses was time-consuming. A similar trend was reported in
Abduh (2021)’s study on teachers’ experiences during ERT.

The ESL and KFL teachers demonstrated significantly higher concerns about the
possibility of cheating in online assessment than in F2F assessment. The issues around
cheating and academic dishonesty in ERT were also discussed as critical issues in the studies
such as Abduh (2021) and Meccawy et al. (2021). In both studies, teachers considered
cheating and plagiarism as major problems in online assessment.

Teachers generally agreed that they could easily provide useful and timely feedback in
both F2F and online assessments. Nevertheless, interview data suggested that providing
feedback in a timely manner was perceived as more challenging in online assessment than
F2F assessment, echoing recent studies on teachers’ feedback practices during ERT
(Mahapatra, 2021; Mikipdd et al., 2021). In addition, for both ESL and KFL teachers,
elicitation of the best performance from the learners was not considered readily available in
the online environment.

RQ2. Challenges and Opportunities Faced by Language Teachers in ERT

The findings show that the teachers (i.e., GTAs)’ biggest challenge was in managing
time and balancing study/research and teaching duties. However, there were contextual and
situational factors that impacted the GTAs’ use of time for assessment (e.g., if the GTA was
teaching a new course for the first time, if the GTA was involved in the development of new
assessment).

Based on the interview data analysis, the opportunities GTAs faced were categorized
into different stages of assessment: planning, implementation, and monitoring. In the planning
stage, the GTAs had the opportunities to critically reflect on the alignment between
assessment and instruction, learn how to digitalize previously developed in-person assessment
tools, and examine the factors to consider when choosing online tools. In the implementation
stage, the GTAs had the opportunities to reconsider academic dishonesty issues, explore the
new online tools for assessment, and develop strategies to facilitate learning in the online
environment. Finally, in the monitoring stage, the GTAs had opportunities to explore new
types of feedback, develop accommodation strategies for learners in the grading process, and
critically evaluate the quality of assessment in the online environment.

From the interviews with the language program coordinators, several common themes
emerged as lessons and new opportunities. The first and the most important theme related to
assessment was their recommendation that teachers should develop the strategies of using
assessments to facilitate learning in the online environment. Another emerging theme was a
mutual collaboration for teacher development to improve assessment expertise for a new
mode of teaching and assessment. The coordinators reported that they would plan for
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providing more useful and practical teacher training opportunities to better support their
teachers. Finally, all coordinators, in addition to the teachers in this study, demonstrated their
hopes that what was learned through ERT could be part of their ongoing professional
development for future teaching regardless of instructional modes.

Conclusion
Implications: Legacy and Lessons

Despite the small number of participants, this project adds more empirical findings to
the growing body of research on teachers’ and learners’ experiences of ERT during the
COVID-19 pandemic (e.g., Abduh, 2021; Lee & Yin, 2021; Meccawy et al., 2021) and
assessment practices during ERT (Mahapatra, 2021; Mékipéd et al., 2021).

The teachers in the current study generally reported making necessary adaptations for
effective remote instruction (Moser et al., 2021) and utilizing their currently available
resources and expertise to adapt feedback style or communication methods (Mahapatra, 2021;
Mikipii et al., 2021). It was found that academic dishonesty issues, such as cheating and
plagiarism, were considered critical issues and posed challenges to the teachers (Abduh, 2021;
Meccawy et al. 2021; Mahapatra, 2021), but teachers mostly employed relevant measures
successfully.

Based on the findings of the current study, the following lessons can be recommended
for language teachers to effectively assess learners and facilitate their learning in the online
environment. First, teachers need to be strategic in using different assignments and
assessment methods for different occasions. Out-of-class assignments can be designed to have
them engage in more individual practices. Unlike individual assignments, group-based
assessment activities can be assigned during synchronous meetings or can be organized
through careful arrangements that support communication among learners. Second, teachers
are also advised to maximize the potentials of the online environment for assessment
purposes. For example, teachers can maximize the benefits of using technology and online
tools for providing feedback. The findings of this study suggested that the online setting
allowed teachers to provide more individualized and accessible feedback. Online tools or
platforms, such as VoiceThread or Flipgrid, offered a private space where teachers provided
feedback to individual learners.

Limitations and Future Directions

First, this study had a small sample size, particularly for the KFL teacher group in the
teacher survey. This resulted in an imbalanced sample size of ESL and KFL teachers.
Nevertheless, the current investigation of the KFL context may point the way for more studies
in the assessment of LOTE. Future research can recruit a large sample and strive to achieve
the balance between the ESL context and another LOTE context.

Also, the data was not maximally triangulated. Although this research attempted to be
mixed-methods, other methods such as focus group interviews or collection of teachers’
reflective journals might have provided more in-depth understanding and useful insights for
teacher education. Ethnographic research could be a great option for better understanding how
contextual factors mediate assessment practices.

Despite the difficulties and challenges in the beginning, language teachers and
program coordinators in the current study seem to have adapted to the context and explored
methods that were more relevant and effective for online assessment. Lee and Yin (2021)
reported similar findings that EFL teachers in five different Asian countries (Bangladesh,
China, Japan, Korea, and Indonesia) managed to find ways to motivate and engage learners in
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online classes. One teacher came to acknowledge the benefit of the ERT experience, by
saying “COVID-19 makes people connected.” In addition, teachers in the study reflected on
their experiences as “eight-month-long training”, “new or reflective opportunity”, or “an
unknown future I was not prepared for,” to describe the positive influence on their
professional development. Lee and Yin (2021) condensed their perceptions into the word:
optimism (p.775). The optimism among Asian EFL teachers was also found among teachers

in this study.
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Summary

Code-switching (CS) has been widely investigated in the last decades sparking a debate
between enthusiasts and detractors. Recent studies have emphasised its positive aspects and
the multiple functions it can serve. Still, students’ point of view is underrepresented. At the
same time, the role of CS in the new, post-pandemic context is still to be explored: CS could
be a powerful resource to enhance teachers’ digital interactional classroom competence (E-
CIC), which is crucial in video-mediated instructional settings.

Our data-driven contribution addresses the above-mentioned shortcomings, by investigating
university EFL teachers’ and students’ perceptions of their use of CS while interacting in the
‘new normality’. To this end, we discuss results from questionnaires distributed in the first
semester of academic year 2021/2022 — a moment when remote and hybrid (both face-to-face
and online) teaching modes had stepped in as the new normal after the emergency. By
triangulating quantitative and qualitative data from the questionnaires and the Appraisal
analysis of teachers’ and students’ open comments, this paper aims to contribute to the body
of knowledge on CS as a meaningful aspect of E-CIC to improve interaction in the new
teaching environments.

Keywords

Code-switching; higher education; EFL; Emergency Remote Teaching; (E-)classroom
interactional competence

Introduction

Since Spring 2020 students and teachers worldwide have been experimenting with
Emergency Remote Teaching (ERT) during the Covid-19 pandemic, which made the whole
education system shift onto digital platforms almost overnight (Bozkurt et al., 2020). Students
and teachers adjusted to new and flexible learning environments involving synchronous,
asynchronous online and hybrid — both face-to-face and online — teaching (Moorhouse, 2020).
Although the education system eventually went almost entirely back to normal, it seems
timely to capitalise on the experience for future challenges. ERT blurred the traditional
borders between brick-and-mortar and online classes, revealing the need for an updated
teacher digital interactional classroom competence (E-CIC) to manage new, changing and
digitally enhanced environments (Giacosa, 2021; Moorhouse, Li & Walsh, 2021). Studies on
ERT identified interaction as an issue of concern (Luporini, 2020). On the one hand,
interaction plays a crucial role in creating learning opportunities in all subjects and especially
in foreign language classes (Wang & Luo, 2021). On the other hand, interacting through a
screen was considered challenging as it required teacher awareness, specific competence, and
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training (Moorhouse, Li & Walsh, 2021). Therefore, it is germane to focus on interaction in
learning environments during the pandemic to investigate challenges and opportunities and
identify good practices, which could prove useful for future teaching scenarios (Fusari, 2022).

This study focuses on code-switching (CS), a very common and inevitable phenomenon of
interaction in EFL and ESL classes, occurring when speakers switch between two or more
languages in a conversation (Macaro, 2009). It aims to investigate University EFL teachers’ -
and students’ attitudes toward CS and their experience of using L1/L2 while interacting in -
the ‘new normality’. To this end, we identified the following research questions:

RQI. Did ERT affect teachers’ and students’ attitudes towards CS?

RQ2. Do teachers’ and students’ attitudes towards CS differ?

RQ3. What are, in teachers’ and students’ opinion, the perceived functions of CS in both the
linguistics and the language classes during the pandemic?

To address these questions, we collected qualitative and quantitative data from online
questionnaires distributed in the academic year 2021/2022 — a moment when remote and
hybrid teaching modes had stepped in as the new normal after the emergency. Our
respondents are students and teachers within undergraduate ‘English language and linguistics’
courses taking place in Bologna (LILEC) and Turin. This study is significant as it provides
experience-based insights into CS in larger-size (English linguistics) and smaller-size
(practical English) classes at university level — an area where further research is needed. It
encompasses both teacher and learner experience to gain a more comprehensive view of a
very common linguistic phenomenon which could be turned into a powerful tool to enhance
second language acquisition.

Background of the study

While early studies focused on the functional distribution of L1/L2 use across activity types,
more recent research investigated the role played by CS in second language acquisition (Lin,
2013) sparking a debate between enthusiasts, on the one hand, and detractors, on the other.
Several studies of late have emphasised the positive aspects of CS and the multiple functions
it can serve. For instance, Jingxia (2010) identified several uses of CS in the context of EFL
teaching at university level in China — from introducing new vocabulary and grammar to
showing empathy towards the students — and stressed its advantages. While research on CS in
EFL classes has dispelled the doubts about the benefits of CS in primary and secondary
education (Wibowo, Rahmawati & Kamil, 2021), still further research is needed to assess the
impact of CS on more proficient students at the tertiary education level (Kumar, Nukapangu
& Hassan, 2021).

Our contribution aims to address the gaps in the literature by investigating university EFL
teachers’ and students’ attitudes toward CS and their perceptions in the ‘new normality’ of
university classes. Although it is challenging to achieve, deeper insight into learner attitudes
towards CS in the classroom is critical in order to determine institutional linguistic policies,
teacher behaviour and its impact on language learning. As Kkese (2020) noticed, CS may
serve several pedagogical functions, including ideational, textual and interpersonal functions
(see Halliday, 2007). In students’ perception, teachers’ CS facilitates subject access and helps
classroom management without hindering L2 acquisition (Kkese, 2020). In line with the
above-mentioned study, our investigation focuses on attitudes towards CS by recalling
Halliday’s linguistic theories. However, it concentrates on the interpersonal function and
studies teachers’ and students’ attitudes through the Appraisal framework — an extension of
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Hallidayan linguistics addressing evaluative language in discourse (Martin & White, 2005).
Attitude is one of the domains in this framework regarding our positive or negative feelings in
terms of “emotional reactions, judgements of behaviour and evaluation of things” (Martin &
White, 2005: 35). In what follows, we use the categories of Attitude in analysing our
respondents’ open answers concerning CS in the ERT context, so as to examine their contents
in a systematic and objective way. To the writers’ knowledge, this is an original perspective
from which to investigate CS in the new, post-pandemic context, a topic still to be explored.

Methodology

In the winter semester of 2021, English linguistics lecturers (n=5) and English language
teachers (n=6) were invited to participate in the study. Both groups teach undergraduate
courses divided into two parts: English linguistics ‘lectures’ (taught in English by native
Italian speakers) and English language classes (taught by native English speakers). The
former involve larger-size classes (80-100 attendees), whereas the latter are delivered in
smaller classes (20-25 attendees in Turin; up to 50-60 attendees in Bologna). The student
respondents (n= 297) attended BA courses and had at least an intermediate level as it was a
prerequisite for the English courses.

The teacher participants were asked to fill in an online teacher questionnaire (79% response
rate) and encourage their students to complete a student online questionnaire (50%
approximate response rate). Both versions of the questionnaire (student and teacher) were
drawn up to collect quantitative and qualitative data on (1) the respondents’ attitude
(positive/negative) towards English-Italian CS; (2) the perceived functions of CS. The teacher
questionnaire (19 questions) was divided into two separate paths to collect information on the
types of classes investigated. The student questionnaire (32 questions) referred to both
English linguistics and English language classes, so that every participant could provide their
view on both contexts.

Data was collected from March to May 2022 and referred to courses taught mainly in hybrid
mode (the teacher taught on campus while students were free to decide whether to attend in
person or from home). All the classes at the University of Bologna and the linguistics classes
at the University of Turin were taught with the help of videoconferencing tools, respectively
Microsoft Teams and Webex. By contrast, language classes at the University of Turin were
taught either online-only or in-person only.

Students’ and teachers’ qualitative data — i.e, answers to the open-ended questions on the
positive functions of CS — were collected into two small datasets, which were queried with
SketchEngine (access granted by the LILEC Department’s Experimental Lab), through the
Wordlist, N-grams and Concordance tools. The student dataset includes answers to the
questions “could you explain in your own words how CS helps you in English language
classes?” and “could you explain in your own words how CS helps you in lectures?”. It
consists of 3,151 words, divided into different subsets, as participants were left free to choose
the language they preferred between English and Italian. As for the teacher dataset, this is
much smaller — only 428 words — but it was still investigated with SketchEngine, to guarantee
consistency of analysis. It is divided into two subsets (language teachers and lecturers) and
includes open answers, all in English, to the questions “could you explain how code-
switching helps your students in language classes?” and “could you explain how code-
switching helps your students in lectures?”.
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Rundown of findings and discussion

In this section we start by providing some general information about the participants; we then
proceed to review select quantitative data that we deem particularly interesting. Finally, we
discuss patterns emerging from our respondents’ open answers.

The students who took part in the survey are, for the most part, native Italian (87%),
monolingual speakers (83,7%), with a level of proficiency in English corresponding to B2 or
higher (82.8%). Most students (70.9%) also declare they possess an English language
certificate, mainly within the BI1-C1 range (Bl: 19.7%; B2: 38%; Cl: 12.5%). Our
respondents are also roughly evenly spread across the three years of the BA courses, with
41.2% being enrolled in the first year, 31% in the second, and 27.9% in the third. The sample
also appears to be quite representative in terms of experienced teaching modalities, since the
participants attended different kinds of classes during the pandemic: synchronous online,
asynchronous online, hybrid and also traditional, face-to-face classes.

Within the group of teacher respondents (tot. 11), we find a slight majority of native Italian
speakers, i.e., 6 respondents (54.5%); 3 native English speakers (27.3%), and 2 respondents
with an L1 other than Italian or English (18.2%). In terms of the kind of classes they are in
charge of, 6 respondents (54.5%) teach language and 5 (45.5%), linguistics, within first,
second and third year BA courses. As with the student participants, these respondents again
declare they have experienced a wide range of ERT modalities: synchronous online,
asynchronous online, hybrid and face-to-face classes.

Having provided some general demographics, we now turn to questionnaire results
concerning the use and functions of CS in the EFL classroom. Let us first of all consider the
following table, with the closed questions addressing the respondents’ self-assessed attitude
towards CS and its use in the ERT context.

Table 1. Closed questions on attitudes towards CS.

Student questionnaire

(la) Has your perception of CS in Yes/no
English language classes/lectures
changed during the pandemic?

(2a) In your opinion, when your language | Yes/no
teachers/lecturers code-switch, does
it help you pay more attention and
feel more involved?

(3a) What do you think about language Checkboxes:
teachers’/lecturers’ CS? o language teachers/lecturers should never

code-switch
o CS can facilitate student understanding
o CS does not facilitate student

understanding
o CS can facilitate language learning

 CS does not facilitate language learning
g CS creates a positive atmosphere
o CS does not create a positive atmosphere
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Teacher questionnaire

(Lb) Has your perception of CS in English | Yes/no
language classes/lectures changed
during the pandemic?

(2b) In your opinion, does your CS help | Yes/no
your students pay more attention and
feel more involved?

(3b) What do you think about language Checkboxes:
teachers’/lecturers’ CS? o language teachers/lecturers should never

code-switch
o language teachers/lecturers should not

code-switch in classes for advanced/
proficient students
r CS can facilitate student understanding

0 CS does not facilitate student

understanding
 CS can facilitate language learning

o CS does not facilitate language learning
0 CS creates a positive atmosphere
o CS does not create a positive atmosphere

The first thing to notice is that data related to questions (la) and (1b) point to a negative
answer to our RQI1: only a few students declare they have perceived differences in their
teachers’ use of CS during the pandemic (4.5% in language classes; 3.2% in lectures). This
breakdown matches the one resulting from the teacher questionnaire, where 100%
respondents answered “no” to the same item.

However, if students and teachers are aligned in this respect, an interesting discrepancy
emerges from their answers to questions (2a) and (2b). Whereas data suggest that our teachers
substantially believe in the pedagogical value of CS (80% language teachers and 100%
lecturers say in their view CS does help students pay more attention and feel more involved),
the topic seems to be much more controversial on the students’ side, with a slight majority of
respondents actually saying that CS does not impact positively on attention and involvement
from their perspective (50.3% negative answers with reference to language classes; 57.9%
negative answers with reference to lectures). This diverging trend can be further examined by
looking at the selections made by the two groups of respondents in questions (3a) and (3b).
Once again, the teachers’ answers substantially indicate a positive attitude towards CS. This is
particularly evident in the case of native Italian linguistics lecturers, whose selections only
include positive statements (“CS can facilitate student understanding”: 60%; “it creates a
positive atmosphere”: 60%; “it facilitates language learning”: 20%). The language teachers’
selection also encompasses a few negative statements, which are, however, still outnumbered
by the positive ones (“CS can facilitate student understanding”: 83%; “it can facilitate
language learning”: 16.7%; “it creates a positive atmosphere”™: 16.7%; “language
teachers/lecturers should never code-switch”: 16.7%; “language teachers should not code-
switch in classes for advanced/proficient students: 16.7%; “CS does not facilitate language
learning™: 16.7%). At the same time, both language teachers and lecturers seem to place
special emphasis on the capacity of CS to promote understanding. The students, for their part,
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confirm this aspect: 60.6% and 57% ticked “CS can facilitate student understanding” with
reference to language classes and lectures, respectively. However — even if the emerging view
is, on the whole, mostly positive — the students selected a wider range of statements compared
with the teachers, including negative ones; the kind of classes considered (language or
linguistics) appears not to entail significant differences from this viewpoint. From this we
derive a positive answer to our RQ2. Our data point to different attitudes towards CS in the
two groups of respondents: while the teachers’ stance is overwhelmingly positive, answers
from the students express a more heterogeneous stance and show more of a tendency to
problematise CS as a resource in the EFL classroom, which partially contrasts with findings
from the literature so far (Kkese, 2020; Wibowo et al., 2021).

At this point, putting off further investigation of the more critical aspects to a follow-up study,
we focus on the positive functions of CS, considering answers to the open-ended questions
mentioned at the end of the ‘Methodology’ section. These were only available to participants
who had said “yes” to “does CS help you/your students pay more attention and feel more
involved?”. The following discussion aims to answer our RQ3, highlighting the main
functions played by CS in language classes and lectures, from the students’ and the teachers’
viewpoint, while also pointing to different attitudes in the three groups of respondents.

Let us begin with the students. As mentioned above, the question text in the student version
allowed respondents to choose the language they preferred. Exploiting this opportunity, 40
students decided to code-switch: out of a total of 181 answers, 60 (33.1%) were written in
Italian. It is also worth noting that most of the students who decided to answer in Italian (31
out of 40, 77.5%) declare a level of linguistic competence in English corresponding to B2 or
higher, suggesting that English-Italian CS within the questionnaire is not necessarily linked to
insecurity in using a foreign language.

The following table shows the 5 most frequent lemmas (grammatical words excluded)
emerging from the students’ answers. The table consists of 4 columns, corresponding to the
different subsets making up this dataset: answers, in English and Italian, about language
classes and lectures. For each lemma, the raw frequency is provided in brackets.

Table 2. Student dataset wordlists, top 5 items.

Language classes -
EN (tot. 1,289 words)

Language classes -
ITA (tot. 785 words)

Lectures - EN
(tot. 710 words)

Lectures - ITA
(tot. 367 words)

understand (48)

aiutare (23)

understand (28)

capire (12)

help (42) concetto (14) be (26) concetto (12)
be (37) potere (13) help (23) inglese (9)
me (37) inglese (13) me (19) italiano (8)

concept (23)

capire (12)

concept (11)

meglio (8)

As can be seen, there are elements that recur in all the answers, independently of the language
and the type of class considered: the verbs understand (Italian capire) and help (aiutare), plus
the noun concept (concetto). Understand/help (capire/aiutare) often co-occur within causative
constructions of the kind “CS helps me understand”, positively construing CS as an
instrument of cognition: this confirms the view already expressed by the students in question
3a above. Difficult or complex concepts (concetti) are what CS mainly helps to understand,
along with words and practical aspects such as exam instructions (mentioned less frequently,

86



therefore not reported in the table). The most frequent bigrams, provided in Table 3, reinforce
the view emerging so far.

Table 3. Student dataset, most frequent bigrams.

Language classes - Language classes - ITA | Lectures - EN Lectures - ITA
EN (tot. 1,289 words) | (tot. 785 words) (tot. 710 words) (tot. 367 words)
helps me (22) aiuta a to understand (13) in italiano

(helps to) (7) (in Italian) (5)
to understand (21) a capire helps me (9) -

(to understand) (7)

it helps (18) in italiano it helps (8) --
(in Ttalian) (7)

me to (15) capire meglio difficult concepts (6) | --
(better understand) (5)

the teacher (11) aiutare a -- --
(help to, infinitive) (5)

An Appraisal analysis of the concordance lines related to the patterns above shows that the
students mostly evaluate CS in terms of positive Appreciation: Valuation, i.e., they qualify it
as a worthwhile, helpful tool with reference to their cognitive processes. At the same time,
this entails a positive evaluation of the teachers using it in terms of the category of
Judgement: Social esteem/sanction, having to do with human behaviour perceived as
appropriate in a given situation (i.e., “The teacher rarely switches, but when she does it she
helps us to understand difficult words of linguistics”). Much less emphasis is placed on the
capacity of CS to enhance attention, interaction, or involvement: indeed, there are fewer
occurrences of words related to these aspects in the dataset. For instance, attention occurs 11
times in total (language classestlectures), as in “CS makes me feel more involved [...] and
keep my attention higher”; atmosphere occurs 5 times in total, as in “CS helps to create a
friendly atmosphere”, again enacting positive Appreciation: Valuation.

Let us now briefly turn to the teachers, with Table 4.

Table 4. Teacher dataset wordlists, top 5 items.

Language classes Lectures

(tot. 204 words) (tot. 224 words)
be (8) be (9)

student (6) Italian (7)
Italian (5) student (6)

do (4) English (5)
word (4) use (4)
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Obviously, we are here dealing with low frequency values, since this dataset is quite small;
still, some general observations can be made. For our language teachers, CS is a means to
teach words, more than concepts (the lemma concept is absent from this subset). Analysis of
the concordance lines in this case reveals a mixed stance, as respondents highlight both the
pros and cons of CS, describing it as a resource to be used ‘with care’, mainly if/when the
students show comprehension problems at word-level. Overall, what we find here is a mixture
of positive and negative Appreciation: Valuation (i.e., CS may be useful sometimes, but it’s
not always good for students). Lecturers, for their part, express a more decidedly positive
attitude towards CS, once again in terms of Appreciation: Valuation; however, they too seem
to put the accent on other functions rather than favouring understanding, from helping
“weaker students feel more secure” to making “students more involved”. The verb understand
itself occurs only 3 times in this subset, and never in association with words or concepts (as
with the language teachers’ subset, the lemma concept is totally absent); respondents speak of
CS as a resource to help students understand instructions or jokes/anecdotes. Interestingly, the
teachers’ open answers partially contrast with what they declared in question 3b above,
recalling the focus on CS as a means to promote understanding that had emerged from their
selections there. Overall, our respondents’ open answers confirm what we had suggested
based on the data discussed so far: our teachers and students are not aligned in terms of
attitudes to/perceived functions of CS, and there seems to be a discrepancy also between
language teachers and lecturers.

Conclusion

In closing, we would like to summarise the main claims we have put forward in this
contribution and suggest some directions for future research. Even though ERT has
significantly impacted the teaching and learning experience of teacher and student cohorts
worldwide, our study shows that the use of CS in remote classes has not considerably varied
in comparison with pre-pandemic on-campus classes in either teachers’ or students’ opinion.
Therefore, it can be assumed that instructors and learners were able to adjust to the new
setting and carry on with their activities without radically shaking up their teaching approach.
At the same time, after three academic years impacted by the pandemic, students and teachers
might have grown familiar with the new modalities and incorporated CS in their interactions
so spontaneously that they were not entirely aware of its new role.

As this data derives from self-assessed behaviours, further research involving audio and video
recordings could confirm this data or identify and quantify how the use of CS has changed in
ERT. This could be useful in order to have a deeper insight into a pedagogical tool that could
enhance teachers’ (and students’) E-CIC to handle remote classes. To this end, data regarding
our second and third research questions could prove useful. On the one hand, our study has
shown a discrepancy between teachers’ and students’ attitudes towards CS. Unlike teachers,
student respondents did not report a significant impact of CS on interaction, even though
77.5% of them code-switched to fill in our questionnaire. On the other hand, the investigation
of the attitudes using the Appraisal framework shows a more nuanced view of the role of CS
in remote teaching. Even though they think CS does not positively impact their attention and
involvement, they mostly qualify CS as a worthwhile, helpful tool for understanding and from
this viewpoint positively accept it. Regarding the teacher respondents, the Appraisal analysis
reveals a noticeable difference between the language teachers and lecturers. While the former
show a cautious approach towards CS, the latter consider it an inclusive tool especially for
weaker students. This discrepancy could be due to the different goals of the courses they teach
and/or the size of their classes, but our sample was too small to provide an adequate
explanation for it.
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In our future research, we aim to monitor the different uses of CS in smaller and larger classes
in future scenarios and better investigate resistance to CS already emerging from our data,
which has not been analysed due to space constraints. By encompassing an in-depth analysis
of the negative comments on CS, a further study could provide a more comprehensive view of
CS as an empowering E-CIC tool at the tertiary level.
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Résumé

A partir d’une étude menée aupres des enseignants et enseignants-chercheurs de 1’Université
de Strasbourg en France, nous analysons le ressenti des 418 répondants a une enquéte portant
sur leur expérience d’enseignement durant les deux périodes d’enseignement en ligne contraint
de 2020 et 2021. Nos résultats montrent, sans surprise, un ressenti négatif de la part des
personnes interrogées. 79 % des répondants consideérent que I’expérience d’enseignement
vécue depuis mars 2020 a été difficile ou tres difficile (79 %) et 51% ne sont pas satisfaits de
leur bilan. La comparaison des réponses entre les personnes ayant exprimé ce ressenti négatif
et celles s’estimant plutot satisfaites de I’expérience pointe des €carts importants sur les sujets
suivants : la difficulté a maitriser les outils et a résoudre les problémes techniques pour
enseigner et produire des ressources pédagogiques, la qualité de la relation pédagogique a
I’¢étudiant et la capacité a adapter ses pratiques pédagogiques a la distance, notamment liée au
manque de temps. Nous constatons cependant que ce n’est pas tant la compétence ou la pratique
numérique qui marque les écarts, que la perception de la relation a I’étudiant ainsi que des
pratiques et compétences pédagogiques.

Summary

Based on a survey of faculty teachers at the University of Strasbourg in France, we analyze the
perceptions of 418 respondents to a survey about their teaching experience during the two
periods of online teaching in 2020 and 2021. Our results show, not surprisingly, a negative
feeling. 79% of respondents consider the teaching experience since March 2020 to have been
difficult or very difficult (79%), and 51% give negative feedback. A comparison of the
responses between those who expressed a negative impression and those who considered
themselves rather satisfied with the experience points to the following main differences: the
difficulty in mastering the tools and solving the technical problems to teach and produce
teaching materials, the pedagogical relationship with the student, and the ability to adapt one's
teaching practices to the distance, particularly related to the lack of time. We note, however,
that it is not so much digital competence or practice that marks the differences than perception
of the relationship with the student and of pedagogical practices and skills.

Mots-clés

Enseignement a distance, Hybridation, Enseignement supérieur, Usage du numérique,
Pédagogie universitaire, Pandémie
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Introduction

Les deux années écoulées ont profondément bouleversé les pratiques d’enseignement et
d’apprentissage universitaires (Caron, 2021). Enseignants et ¢tudiants ont dii s’adapter a une
situation d’usage du numérique en formation contraint en raison de I’obligation de distanciation
sociale liée a la crise sanitaire (Grandbastien et al., 2020). Ces bouleversements posent des
questions de fond sur les manieres d’enseigner et d’apprendre, sur les transformations durables
que la crise aura pu initier ou sur les permanences en termes de pratiques et de postures
qu’auront privilégiées les acteurs (Morel et al., 2021). Notre questionnement porte sur la
perception qu’ont les enseignants du supérieur frangais de leur activité d’enseignement en lien
avec 1’usage des outils numériques, dans le contexte de formation a distance contrainte. Nous
¢tudions la maniere dont I’usage massif et contraint du numérique pendant les deux dernieres
années a pu modifier la perception que les enseignants ont de leur activité professionnelle, de
leurs pratiques et compétences pédagogiques, en particulier celles liées au numérique.

A partir d’une étude menée aupres des enseignants et enseignants-chercheurs de 1’Université
de Strasbourg en France, nous analysons le ressenti des 418 répondants a une enquéte portant
sur leur expérience d’enseignement durant les deux périodes d’enseignement en ligne contraint
de 2020 et 2021.

Nous proposons dans un premier temps une synthese des travaux portant sur la transformation
des pratiques pédagogiques pendant la pandémie. Ces ¢léments issus de la recherche
scientifique éclairent I’analyse des résultats de notre ¢tude que nous proposons ensuite et
alimentent notre discussion finale sur les perceptions des enseignants de leur expérience
d’enseignement a distance contraint et des transformations vécues et envisagées.

De P’accés aux outils numériques pour enseigner et apprendre au bouleversement
pédagogique

En France, les résultats d’études sur les pratiques pédagogiques et le vécu enseignant des deux
années de continuité pédagogique commencent a étre publiés. Ils nous apportent une meilleure
connaissance et compréhension de la période. Cette littérature est encore souvent issue d’études
de cas, mais quelques écrits témoignent d’une mise en perspective intéressante des enjeux pour
I’enseignement supérieur des bouleversements et transformations en cours, et nous offrent des
¢léments sur « comment les établissements d’enseignement supérieur et les acteurs qui y
évoluent se saisissent de ces enjeux » (Lison, 2021).

Deux axes thématiques traités dans les publications scientifiques nous intéressent plus
particuliérement, qui doivent nous permettre de mieux conduire notre propre étude : I’acces aux
usages du numérique et les compétences dans ce domaine ; le bouleversement des pratiques
pédagogiques et les enjeux de I’ingénierie pédagogique.

La fracture numérique

La mise a distance brutale des enseignements en mars 2020, sans anticipation possible, a posé
comme premiere difficulté I’acces aux équipements et outils numériques pour enseigner et
apprendre (Association des vice-présidents numériques et Simone et les Robots, 2022). Ce
phénomene a ravivé les débats sur la fracture numérique globale qui ne semblait plus étre un
sujet prioritaire. Cette fracture numérique, ou plutot ces « inégalités d’accés aux réseaux, aux
équipements, les différences de pratiques ou encore de savoir-faire numériques entre des
utilisateurs » (Boullier, 2016), était pourtant encore bien réelle en 2019. Concernant la fracture
dite de premier degré, c'est-a-dire 1’acces aux équipements et aux outils, notons qu’en 2019 si
83 % des ménages possédent un ordinateur et 96 % un téléphone portable des inégalités
persistent selon le niveau de vie. En 2019, parmi « les 10 % des ménages les plus modestes, 68
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% disposent d’un ordinateur et 75 % d’un acces a Internet, contre respectivement 95 % et 96 %
des 10 % des ménages les plus aisés» (INSEE, 2021).

La fracture numérique de second degré (Hargittai, 2002) concerne plus précisément le manque
de compétences numériques permettant une utilisation efficace des équipements informatiques,
des logiciels et des informations. En 2019 toujours, 16% de la population francaise souffrait
d’illectronisme et 47% manquaient d’au moins une compétence numérique : 1’usage de logiciels
pour 44 % des personnes, devant la recherche d’information pour 24 %, la résolution de
problémes pour 22 % et la communication pour 21 % (INSEE, 2019).

C’est dans un tel contexte global d’acces non généralisé et inégal aux outils numériques que
s’est opéré le basculement vers le tout distanciel de la formation des éléves et des étudiants. Les
données disponibles (Association des vice-présidents numériques et Simone et les Robots,
2022) sur la précarité numérique des étudiants évaluent a seulement 1,5% d’étudiants qui ne
disposaient pas d’ordinateur en 2020 et a 2% d’étudiants en difficulté de connexion en 2020
(pour respectivement 0,7% et 0,3% des effectifs en 2021). Nous ne disposons pas de données
générales exploitables pour notre sujet sur I’équipement des enseignants du supérieur frangais.
Nous savons cependant que les universités ont engagé des fonds importants, parfois aidés
notamment a I’occasion des appels a projet comme le PIA Hybridation), pour équiper leurs
¢tudiants, les enseignants mais aussi les locaux en matériel et logiciels (Association des vice-
présidents numériques et Simone et les Robots, 2022).

Le bouleversement des pratiques d’enseignement

Si I’acces aux équipements et aux outils ainsi que la maitrise des compétences numériques ont
¢té un premier sujet de difficulté pour la mise a distance de la formation a partir de mars 2020,
qu’en est-il des pratiques d’enseignement ?

De nombreux auteurs se rejoignent pour affirmer que 1’enseignement a distance au temps de la
continuité pédagogique a relevé de ’'urgence et de pratiques « individuelles de type artisanal »
(Villiot-Leclercq, 2020), du «bricolage» (Caron, 2021). Ce bricolage se définit non pas « par
son produit, mais par le mode de production : faire avec les moyens du bord, réutiliser, au besoin
en les détournant de leur destination premiere » (Perrenoud, 1983). Pendant les deux années
passées de pandémie, la formation a en effet plus souvent été¢ délocalisée en ligne, au mieux
transposée, c’est a dire modifiée a la marge pour I’adapter au nouveau contexte, et centrée
essentiellement « sur des aspects trés pragmatiques et opérationnels » (Villiot-Leclercq, 2020).

La question de la qualité¢ de la formation en ligne et de 1’ingénierie pédagogique est donc un
enjeu encore plus prégnant aujourd’hui (Peraya et Peltier, 2020a, 2020b; Villiot-Leclercq,
2020). La systématisation des usages du numérique pour enseigner lors des deux dernieres
années s’est le plus souvent avérée « déconnectée de 1’innovation pédagogique» (Miras et
Burrows, 2021), ou méme simplement de la transformation pédagogique. Assez rapidement,
les experts et les chercheurs ont alerté sur la nécessité de penser la formation en ligne avec des
approches pédagogiques adaptées, et souvent déja éprouvées. Les services d’appui a la
pédagogie ont déployé¢ une forte énergie pour former et accompagner les acteurs, dans un
premier temps pour I'usage des outils numériques pour enseigner et apprendre, puis pour
concevoir et mettre en ceuvre une ingénierie pédagogique pour I’enseignement a distance
(Vidal, 2020).

Tenter de comprendre les transformations et permanences dans les perceptions du numérique
en pédagogie universitaire aujourd’hui, apres deux ans d’enseignement a distance contraint, ne
peut par ailleurs s’affranchir des «questions de motivation et d’adhésion des individus au
numérique ¢éducatif» (Martin et al., 2021), antérieures a la période actuelle trés particuliere.
Notre analyse des perceptions des acteurs doit également interroger les «idéologies
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didactiques» (Miras et Burrows, 2021) vis a vis de la pédagogie dans I’enseignement supérieur,
de I’enseignement a distance et de I’innovation, ainsi que prendre en compte «I’impact du
sentiment de compétence et des pratiques info-communicationnelles préexistantes dans un
contexte de transformation accélérée de 1’activité enseignante» (Martin et al., 2021).

Problématique et hypothese

Les publications scientifiques sur la question de la formation a distance sont riches. Elles ne
peuvent nous éclairer suffisamment sur le phénomene de la transposition en ligne forcée de la
formation a partir de 2020. Les écrits sur cette période sont quant a eux encore peu nombreux.
Aujourd’hui, ou en sommes-nous ? Comment se positionnent les acteurs de la formation
supérieure face aux outils numériques pour enseigner, a I’enseignement a distance, hybride ou
comodal ? Quelles perceptions ont-ils de leur rdle et de leurs compétences ? Comment se
projettent-ils dans 1’avenir de la formation ?

Notre hypothése est que les enseignants du supérieur ont €té en grande difficulté pour enseigner
pendant les périodes de confinement total ou partiel mais en ont tiré¢ des bénéfices en termes de
pratiques pédagogiques et s’inscrivent dans une dynamique de transformation leur permettant
de capitaliser sur leur expérience.

Une enquéte sur le ressenti de I’enseignement a distance contraint
Méthodologie d’enquéte

Pour vérifier notre hypothese, nous avons mené une enquéte aupres des enseignants et
enseignants-chercheurs de ’université de Strasbourg, en France, au mois de juillet 2021. Cette
enquéte interrogeait le ressenti des personnels enseignants apres seize mois d’usage intensif du
numérique dans les enseignements, et portait sur trois axes, déclinés en trente-six questions : le
bilan de la période d’enseignement a distance contraint depuis mars 2020, la maniére dont les
acteurs envisageaient I’avenir de la formation universitaire et leur mission d’enseignement,
leurs besoins pour enseigner dans I’avenir. Nous avons fixé deux échelles, correspondant aux
deux périodes de mise a distance obligatoire de la formation dans les universités francaises. 1l
s’agit de I’échelle 1 pour la période de mars a ao(it 2020, et de I’échelle 2 pour celle courant de
septembre 2020 a juillet 2021.

L’enquéte administrée en ligne a été adressée aux 2 8§14 enseignants et enseignants-chercheurs
(titulaires et contractuels) de I’Université de Strasbourg. 418 d’entre eux ont répondu avec des
réponses exploitables.

Nous analysons plus particulierement la singularit¢ des enseignants de 1’enseignement
supérieur qui ont déclaré¢ avoir vécu difficilement ou tres difficilement la période de
confinement et le basculement vers des enseignements dématérialisés. Ils sont 79% dans ce cas.

Caractéristiques individuelles

Lorsque I’on prend en compte les caractéristiques individuelles, les répondants en difficulté
enseignaient davantage en master (€cart de 11 points), en licence (+5 pts) et dans une moindre
mesure en doctorat (+4 pts) et moins souvent en DUT/BUT (-3 pts). Ils sont plus anciens dans
la carriere (+9 pts pour une ancienneté supérieure a 20 ans), plus souvent des femmes (+8 pts),
enseignants-chercheurs (+9 pts) et moins fréquemment chargés d’enseignement vacataires (-8
pts).

La relation pédagogique

Nous nous sommes plus particulierement concentrés sur le vécu des enseignants et enseignants-
chercheurs par rapport a leur mission d’enseignement et leurs compétences. Les interrogés se
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sont exprimeés plus précisément sur leurs difficultés li¢es a la relation pédagogique (tableau 1).
Les répondants tres en difficulté se sont distingués dans la mesure ou ils ont indiqué plus
fréquemment un manque d’interactions avec les étudiants (+46 pts en mars-aott et toujours +47
pts en septembre), ont eu le sentiment que les étudiants ont eu du mal a apprendre sur I’ensemble
de la période (+46 pts et +44 pts), qu’il était difficile de les suivre dans leurs apprentissages et
leur parcours (+42 pts et +44 pts) et que ces derniers €taient absents ou en décrochage (un
sentiment qui a progresse sur la période : +37 pts et +41 pts). Ces trois types de difficulté n’ont
pas diminué avec le temps. La lourdeur et les difficultés de gestion dans les évaluations ont
¢galement plus souvent pénalisé les enseignants en grande difficulté (+39 pts et +36 pts), sans
évolution favorable. L’argument du manque de temps a connu lui une évolution favorable :
d’abord trés marqué chez les répondants en difficulté (+39 pts), il a fortement régresseé (+24
pts), ce qui montre surtout la brutalité du basculement entrainant une nécessité de se réorganiser
dans un laps de temps trés contraint. Chez eux, le manque de consignes claires au départ (+22
pts) a également été moins souvent cité¢ sur la deuxieme période (+15 pts). Les problémes
techniques n’ont par contre pas diminu¢ avec le temps (+32 pts et +33 pts), alors que la maitrise
personnelle des outils numériques s’est améliorée (+22 pts et +9 pts). Enfin, et dans une
moindre mesure, le manque de coopération dans 1’équipe pédagogique a été soulevé de facon
¢gale sur les deux périodes (+11 pts et +10 pts).

Tableau 1 : Pour quelles raisons Expérience Expérience Total
l'enseignement et le suivi des étudiants ont  d'enseignement d'enseignement
été difficiles ? depuis 2020 depuis 2020

difficile sans difficulté
[Manque de temps pour repenser mes 54% 15% 46%
enseignements][Echelle 1]%**
[Manque de temps pour repenser mes 30% 6% 25%
enseignements][Echelle 2]***
[Manque de maitrise personnelle des outils 31% 9% 26%
numériques][Echelle 1]***
[Manque de maitrise personnelle des outils 11% 2% 9%
numériques][Echelle 2]***
[Manque d’interaction avec les 65% 18% 55%
étudiants][Echelle 1]%%*
[Manque d’interaction avec les 65% 18% 55%
étudiants][Echelle 2]%%*
[Absentéisme et décrochage][Echelle 1]#** 46% 9% 38%
[Absentéisme et décrochage][Echelle 2]*** 55% 14% 46%
[Problémes techniques][Echelle 1]#** 42% 9% 35%
[Problémes techniques][Echelle 2]*** 39% 7% 33%
[Les étudiants ont eu plus de mal a 53% 7% 43%
apprendre][Echelle 1]#**
[Les étudiants ont eu plus de mal a 58% 15% 49%
apprendre][Echelle 2]***
[Lourdeur et difficultés de suivi des 59% 17% 50%
étudiants][Echelle 1]%**
[Lourdeur et difficultés de suivi des 64% 19% 54%
étudiants][Echelle 2]%**
[Lourdeur et difficultés dans la gestion des 51% 11% 42%

évaluations ][Echelle 1]#**
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[Lourdeur et difficultés dans la gestion des 46% 10% 38%
évaluations ][Echelle 2]***

[Manque de consignes claires sur les 29% 7% 24%
modalités de formation/évaluation][Echelle

1]***

[Manque de consignes claires sur les 22% 7% 19%
modalités de formation/évaluation][Echelle

2]¥**

[Manque de coopération dans 1'équipe 14% 3% 12%
pédagogique][Echelle 1]***

[Manque de coopération dans 1'équipe 12% 2% 10%
pédagogique][Echelle 2]***

* Significatif au seuil de 0,1; ** Significatif au seuil de 0,01; *** Significatif au seuil de 0,001.

Les conditions de travail et I’équipement

Une focale sur les conditions de travail montre bien que le confinement a détérioré 1’équilibre
dans I’espace domestique : les répondants en difficulté indiquent plus fréquemment la tension
liée a la présence d’enfants a la maison (+12 pts en mars-aoft et seulement +4 pts en septembre)
, un espace de travail au départ inadapté au distanciel (+19 pts et +16 pts en septembre), un
manque de soutien persistant de I’université (+15 pts et +13 pts), davantage d’anxiété (+14 pts
et + 12 pts) et un sentiment chronique d’isolement professionnel qui augmente méme d’une
période a I’autre (+12 pts et + 14 pts).

La charge de travail a été plus importante pour les répondants les plus en difficulté. Celle-ci est
liée a la difficulté¢ a maitriser les outils et a résoudre les problémes techniques (+40 pts), a
produire les ressources pédagogiques (+31 pts), a préparer, mettre en place les évaluations ainsi
qu’a suivre les étudiants (+27 pts) et plus largement a préparer les cours (+21 pts) et organiser
les modalités d’enseignement avec les collegues (+19 pts) et dans une moindre mesure pour se
former (+17 pts).

Les répondants étaient totalement conscients de I’impact de leurs difficultés sur la qualité de la
relation pédagogique (tableau 6) : les plus en difficulté indiquent ainsi plus fréquemment « du
matériel et des outils inadéquats » (+23 pts), des conditions de travail inadaptées (+31 pts) qui
rendaient I’enseignement et le suivi des étudiants problématiques (+55 pts).

Si nous poussons plus loin I’analyse des conditions techniques de réalisation de 1’activité
d’enseignement, nos résultats indiquent que les enseignants les plus en difficulté¢ ont plus
souvent évoqué le manque de matériel : ordinateur (+8 pts puis +5 pts), équipements audio et
vidéo (absence de casque et de micro) (+19 pts puis +11 pts), logiciels (+16 pts puis + 10 pts).
Ces trois difficultés ont été en partie dépassées avec le temps, alors que la mauvaise connexion,
liée au lieu d’habitation, est restée plus fréquente (+10 pts, puis +7 pts).

Compétences et pratiques

Les enseignants qui ont le moins souffert du basculement en distanciel avaient légerement plus
souvent une pratique pédagogique antérieure avec des outils numériques (+3 pts), associée a
des ressources numériques (+3 pts) et réalisaient déja en partie de I’EAD (+3 pts) (tableau 2).

Tableau 2 : Quelles étaient vos pratiques Expérience Expérience Total
numériques pour enseigner avant mars d'enseignement  d'enseignement
2020 ? depuis 2020 depuis 2020

difficile sans difficulté
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[Je n'utilisais quasiment pas d'outils 11% 11% 11%
numériques]|

[J’utilisais des outils numériques simples 1% 55% 67%
comme le diaporama vidéoprojeté,

etc. |***

[Je mettais en place des activités dans 32% 35% 32%

lesquelles les étudiants utilisaient des

outils numériques (quizz)]

[Je créais des ressources pédagogiques 17% 20% 18%
numériques (vidéos, module d’auto-

formation, etc.)]

[J’assurais des enseignements a distance] 13% 16% 13%

* Significatif au seuil de 0,1; ** Significatif au seuil de 0,01; *** Significatif au seuil de 0,001.

Quant aux compétences numériques, celles-ci se sont rapidement renforcées (tableau 3) : le
niveau faible passant chez les plus en difficulté de 19% (écart de 9 pts) a 5% (+5 pts) et le
niveau bon de 27% (-7 pts) a 41% (-2 pts).

Tableau 3 : Comment évaluez-vous vos  Expérience Expérience Total
compétences numériques pour d'enseignement  d'enseignement
enseigner ? depuis 2020 depuis 2020

difficile sans difficulté
[Trés bonnes][Echelle 1]** 10% 19% 12%
[Trés bonnes][Echelle 2]%%* 16% 34% 20%
[Bonnes][Echelle 1] 27% 34% 28%
[Bonnes][Echelle 2] 41% 43% 41%
[Correctes][Echelle 1] 36% 30% 34%
[Correctes][Echelle 2]*** 30% 14% 26%
[Faibles][Echelle 1]** 19% 10% 17%
[Faibles][Echelle 2]** 5% 0% 4%

* Significatif au seuil de 0,1; ** Significatif au seuil de 0,01; *** Significatif au seuil de 0,001.

Ils ne sont cependant que 33% a déclarer que I’expérience vécue les a amenés a changer
durablement leurs méthodes d’enseignement (écart négatif de 32 points par rapport aux
répondants sans difficulté). Ce sont également les enseignants qui ont le moins souffert du
basculement en distanciel qui, plus fréquemment que les répondants en difficulté, ont pu
développer de nouvelles méthodes et compétences, en lien avec les contenus d’enseignement
(+9 pts), les méthodes (+12 pts), les ressources pédagogiques (+8 pts) et les modalités
d’accompagnement (+7 pts). Ils ont renforcé leur réseau relationnel avec les collegues (+11
pts), leurs compétences pédagogiques (+17 pts) et, dans une moindre mesure, numériques (+5

pts) (tableau 4).

Tableau 4 : Avez-vous développé de Expérience Expérience Total
nouveaux outils, méthodes, compétences ? d'enseignement  d'enseignement
depuis 2020 depuis 2020
difficile sans difficulté
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Quels outils, méthodes ou compétences avez- 36% 45% 38%
vous développés ? [Des contenus

d’enseignement]*

Quels outils, méthodes ou compétences avez- 47% 59% 50%
vous développés ? [Des méthodes

d’enseignement]**

Quels outils, méthodes ou compétences avez- 58% 66% 60%
vous développés ? [Des ressources/supports

pédagogiques]

Quels outils, méthodes ou compétences avez- 24% 31% 25%
vous développés ? [Des modalités

d’accompagnement des étudiants]

Quels outils, méthodes ou compétences avez- 8% 19% 10%
vous développés ? [Un renforcement de votre

réseau de collegues]***

Quels outils, méthodes ou compétences avez- 23% 40% 26%
vous développés ? [Des compétences
pédagogiques]***
Quels outils, méthodes ou compétences avez- 53% 58% 54%
vous développés ? [Des compétences
numériques]|

* Significatif au seuil de 0,1; ** Significatif au seuil de 0,01; *** Significatif au seuil

de 0,001.

Quant a I’avenir, 36% de nos répondants affirment que I’expérience vécue va les amener a
changer durablement leurs méthodes d’enseignement (contre 41% pour I’ensemble). Sont
principalement cités la volonté¢ d’augmenter 1’'usage du numérique, méme en présentiel ; la
transformation des pratiques pédagogiques ; le développement de la production et de 1'usage
des ressources numériques. Pour ceux qui n’envisagent pas de faire évoluer leurs méthodes
pédagogiques, le premier argument est que celles-ci leur conviennent (67%). Seulement 17%
des répondants souhaitent d’ailleurs bénéficier d’une formation pédagogique (16% pour
I’ensemble des répondants) et 26% d’une formation aux outils numériques (28% pour
I’ensemble des répondants).

La (dis)continuité pédagogique : une crise sans perspectives ?

Sans grande surprise, nous vérifions notre hypothése sur la difficulté ressentie par les
enseignants du supérieur pour enseigner pendant la période de continuité pédagogique. Ce
sentiment est largement partagé, avec peu de différences selon les profils des répondants ou les
contextes dans lesquels ils exercent. Il est tout de méme surprenant que les difficultés ressenties
soient plus importantes en master qu’en licence méme si cet écart est peu marqué. La gestion
des grandes cohortes du premier cycle ne semble donc pas avoir ét¢ déterminante, peut-€tre
parce que I’interaction y est de toute manieére moins forte et I’enseignement plus transmissif,
méme en présentiel.

Les ¢éléments les plus saillants qui témoignent de la difficulté a enseigner pendant nos deux
périodes d’observation (mars a aoit 2020 et septembre 2020 a juillet 2021) sont liés aux
conditions de travail et a la fracture numérique de premier et de second degré (Hargittai, 2002).
Ces résultats corroborent les enquétes existantes, plus souvent diligentées a 1’occasion de la
premicre période de confinement (Association des vice-présidents numériques et Simone et les
Robots, 2022; Genevois et al., 2020; Martin et al., 2021; Ministére de I’Education Nationale de
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la Jeunesse et des Sports, 2020; Ministére de I’Enseignement supérieur et de la Recherche,
2021). Nous avons pu constater que la situation s’est améliorée entre les deux périodes.
Concernant la fracture de premier degré, I’acces aux équipements et outils, les universités ont
en effet fortement investi dans les réseaux et les outils (visioconférence par exemple), ainsi que
dans I’équipement a destination des enseignants (Association des vice-présidents numériques
et Simone et les Robots, 2022). Pour ce qui est de la fracture numérique de second degré, qui
désigne la maitrise des outils permettant une utilisation efficiente de ceux-ci, nos répondants
soulignent également le développement de leurs compétences dans ce domaine. Le point de
tension porte essentiellement sur le rapport entre le numérique et la conception de
I’enseignement et de la pédagogie que défendent les enseignants. Notre étude montre ainsi une
vision négative de I’usage du numérique en pédagogie a la suite de la période d’enseignement
a distance contraint. Les mots employés sont forts. Certains répondants qualifient par exemple
I’enseignement a distance de «pis-aller qui met de coté la relation pédagogique et le rapport
humainy, voire méme «d’effondrement pédagogique, intellectuel et moral», ou de «pédagogie
mutilée».

Et Pavenir ? Nous ne vérifions que tres partiellement notre hypothese qui était que, malgré la
difficulté vécue pendant la période de (dis)continuité pédagogique, les enseignants ont tiré des
bénéfices en termes de pratiques pédagogiques et s’inscrivent dans une dynamique de
transformation leur permettant de capitaliser sur leur expérience. Les réponses aux questions
ouvertes, nombreuses et développées, nous apportent ¢galement des informations intéressantes
sur les perceptions des répondants et en particulier sur les raisons invoquées pour ne pas changer
les pratiques pédagogiques dans le futur. Apparait en premier lieu le fait que leurs méthodes
pédagogiques actuelles leur conviennent et qu’ils ne souhaitent pas bénéficier d’une formation
pédagogique. Les commentaires rédigés par les personnes ayant répondu a notre enquéte sont
par ailleurs souvent critiques vis a vis de la maitrise du numérique en formation estimant par
exemple qu’il « ne faudrait pas laisser croire que l'acquisition des nouvelles compétences
numériques, que ce soit par les étudiants ou par les enseignants, ait une quelconque vertu » ou
affirmant que leur « métier n'est pas d'enseigner derriere un écran ». En ce sens, méme si la
population enquétée était en partie la méme, nos résultats ne rejoignent pas ceux d’Audran,
Kaginari, Kern, et Makarova (2021) qui font le constat que « le basculement de 1’enseignement
traditionnel a I’enseignement en ligne a modifié le rapport que les enseignants entretiennent
avec les moyens numériques pédagogiques et a peut-Etre levé quelques préjugés négatifs a cette
occasion », ni ne confirme que cette crise majeure sera « aussi source de transformations
positives » (Lison, 2021).

La question de la transformation des pratiques pédagogiques appuyées sur les outils numériques
ne semble donc pas motiver les répondants a notre enquéte, ni dans leur bilan, ni dans leur
projection dans I’avenir. Les textes des réponses aux questions ouvertes témoignent d’opinions
trés tranchées sur ce sujet également, refusant souvent toute capitalisation sur I’expérience de
la distance en formation : « cette expérience d'enseignement a distance ne m'a pas montré de
pratiques pédagogiques que je puisse considérer meilleures a celles d'avant ». Nous percevons
ainsi une tension, un clivage méme, entre la volonté institutionnelle de s’appuyer sur les
pratiques mises en ceuvre pendant la crise pour déployer largement le numérique en formation
et le ressenti exprimé a 1’occasion de notre enquéte. Nos résultats nous interpellent ainsi quant
aux bénéfices espérés de la mise a distance des enseignements et de 1’usage massif du
numérique pour enseigner et apprendre pendant les dernieres années. Finalement, nous pouvons
craindre que I’expérience vécue difficile et peu satisfaisante n’ait rompu la dynamique
tranquille de développement des usages raisonnés et opérants du numérique en pédagogie que
nous vivions pendant les années d’avant la pandémie.
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Notre ¢étude accuse certaines limites. Le taux de réponse a notre enquéte reste tout de méme
réduit (15% des personnels enseignants de I’université de Strasbourg). Il s'agit d’une enquéte «
a chaud », conduite dans une période de grande incertitude et tension (juillet 2021). Il semble
important aujourd’hui, pour mieux cerner les dispositions des acteurs a la transformation
pédagogique suite a la période de bouleversement de la formation que nous venons de vivre,
que « des études au sein de différentes institutions [soient] mises en place rapidement pour
¢tudier ’ampleur des impacts et des changements dans les institutions d’enseignement
supérieur » (Villiot-Leclercq, 2020).

Conclusion

Les ¢études portant sur la perception et les effets de la continuité pédagogique imposée par la
pandémie de Covid-19 sont encore peu nombreuses. Elles témoignent le plus souvent
d’expériences remarquables de transposition de I’enseignement présentiel a la distance et
prédisent une inévitable transformation pédagogique par le numérique. L’enquéte que nous
avons menée aupres des enseignants et enseignants-chercheurs de 1’université de Strasbourg
confirme les résultats d’autres enquétes quant a la difficulté pergue concernant I’enseignement
a distance contraint. Par une comparaison des réponses entre les personnes ayant exprimé un
ressenti négatif et celles s’estimant plutdt satisfaites de I’expérience, nous avons pointé des
écarts qui portent essentiellement sur I’acces et la maitrise du numérique, ainsi que sur le rapport
a la pédagogie. Les répondants qui tirent le bilan le plus négatif sont aussi ceux qui témoignent
de compétences numériques plus faibles et qui ne souhaitent pas faire évoluer leurs pratiques
pédagogiques. Notre ¢tude seme ainsi le doute sur la réalité¢ possible de la transformation
promise ou prédite par différents auteurs ou institutions au sortir de la pandémie.
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Résumé

Cette ¢étude s’intéresse au métier d’ingénieur pédagogique et numérique dans les organismes de
formation privés aux prises avec le défi du développement de la formation a distance a I’heure
actuelle. Il s’agit d’analyser leurs pratiques professionnelles quotidiennes dans une perspective
de compréhension de la professionnalisation du métier. Le cadre d’analyse se construit autour
d’une part des enjeux et des impacts de la digitalisation de la formation professionnelle, et de
’autre, des éclairages apportés par les travaux issus de la pédagogie universitaire. La démarche
méthodologique est qualitative et compréhensive. Les données sont constituées de onze
entretiens semi-directifs et font 1’objet d’une analyse thématique des contenus au regard des
questions de départ. Les résultats permettent d’abord de cerner le contour du métier ainsi que
la place qu’il occupe dans I’organisation des activités de formation, ensuite, d’identifier leurs
actions en matiére de mise en ceuvre de formation digitale a distance, et enfin, d’observer les
tendances d’évolution sur le plan des activités et des compétences nouvelles.

Summary

This study focuses on pedagogical and digital engineering in private training organizations
which are currently facing the challenge of the development of e-learning. The purpose of the
study is to analyze their daily professional practices in order to understand better the
professionalization of the activity. The analytical framework of the study is built around, on the
one hand, the challenges and impacts implied by the digitization of professional training, and,
on the other hand, the ideas resulting from universities researches on pedagogy. The
methodological approach is qualitative and comprehensive. The data is made up of eleven semi-
structured interviews and is subject to a thematic content analysis with regards to the initial
question. The results can help, firstly, understand the job outline and its place within the training
organizations’ activities, secondly, identify their actions as to the implementation of e- learning,
and thirdly, observe trends in the evolution of activities and new competences.

Mots-clés : (titre 1) / Keywords (level 1 heading)

Ingénieur pédagogique numérique; organisme de formation; professionnalisation /
Pedagogical and digital engineer, training organization, professionalization
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Cette étude s’intéresse au métier d’ingénieur pédagogique et numérique dans les organismes de
formation privés aux prises avec le défi du développement de la formation digitale a distance a
I’heure actuelle. Il s’agit plus particulicrement de nous attacher a leurs pratiques
professionnelles quotidiennes dans une perspective d’interroger la professionnalisation de ce
métier en émergence et en évolution constante.

Digitalisation de la formation professionnelle : injonction, dynamique et enjeux

Partant du postulat que la compréhension du métier ne peut se faire sans la prise en compte de
son contexte d’intervention, nous mettons en avant dans cette section 1’injonction et la
dynamique actuelle de la digitalisation de la formation professionnelle qui animent le secteur
des organismes de formations privées.

Sous I'impulsion simultanée d’évolution de plusieurs facteurs, le systéme de la formation
professionnelle se confronte depuis deux décennies a un important chantier : la transformation
numérique. Les réformes successives invitent a prendre le chemin de la formation tout au long
de la vie et de la sécurisation des parcours professionnels en donnant une plus grande autonomie
aux individus. Cette orientation incite la conduite de formation a évoluer vers une approche
plus large de I’ingénierie de « compétences » et de « professionnalisation » en faisant de
I’individualisation 1’objet central des démarches d’ingénierie pédagogique (Carré & Caspar
2011, 2017). Face a ces enjeux, par son fort potentiel d’accessibilit¢ et de flexibilité, la
formation digitale offre des atouts majeurs promettant le renouvellement des pédagogies et des
parcours de formation, tandis que la formation ouverte et a distance est reconnue officiellement
depuis 2014 comme support a part entiere du champ de la formation professionnelle continue.

Quel bilan du mouvement de la digitalisation de la formation et quels impacts sur les métiers
des organismes de formation privés ? Les premiceres études réalisées (QPCM 2016, Amar &
Bustin 2017) convergent sur plusieurs constats. D’abord, si la prise de conscience des défis est
largement partagée, et que le processus est bien engagé grace a la démocratisation des outils, la
digitalisation de formation ne se traduit que tres partiellement dans les faits pour la plupart des
organismes de formation. Pour certains, elle reste au stade de perspectives annoncées. Pour
d’autres, la prestation de formation digitalisée n’occupant qu’une part réduite du chiffre
d’affaire laisse observer une stratégie de « réactivité » et d’« attentisme ». Ensuite, ’absence
des compétences internes en ingénierie pédagogique numérique et plus largement la question
de ressources humaines sont pointées du doigt comme 'un des freins principaux auxquels
s’ajoutent le colit financier engendré par la formation digitale et la réticence des formateurs
attachés au présentiel qu’ils percoivent comme irremplagable. Enfin, quels que soient le degré
d’intégration et la taille des entreprises, le phénoméne numérique ouvre le champ a une
reconfiguration des activités professionnelles en imposant une nette évolution sur tous les
métiers. Pour ce qui releve de la filiere « formation-accompagnement-ingénierie »,
I’observatoire des métiers des organismes de formation privés propose dans la synthése des
résultats « ['introduction d’'une nouvelle fonction/métier pour la médiatisation des contenus ».
(OQPM 2016 p.148).

Depuis, la crise sanitaire a poussé de nombreux organismes de formation a franchir un cap
significatif en faisant de la formation a distance une réalité. Bien que le bilan de la continuité
pédagogique soit mitigé, ce basculement est pergu comme une source d’accélération de la
formation a distance tout en mettant en lumicre la spécificité des compétences d’ingénierie
pédagogique mobilisant le numérique (CEREQ 2021). Ces émulations actuelles, rejoignant le
mouvement lancé par le projet de loi « Liberté de choisir son avenir professionnel » de 2018,
incitent une (re)dynamisation de la transformation numérique et pédagogique.
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Ingénieur pédagogique numérique : métier en émergence et en construction

Les défis sont multiples : comment passer d’une culture de formation digitale fondée sur
I’enrichissement du « face a face » a celle d’une proposition innovante déployant en bonne
efficience le présentiel et le distanciel ? Comment rhabiller les produits d’auto-solo « e-
learning » au moyen d’une approche « dispositive » au profit du parcours de formation ? Et
comment assurer la capacité des formations a s’adapter a la transformation constante du
marché ? La recherche d’efficacité durable pour laquelle la formation a distance devient une
variable incontournable appelle les organismes de formation a repenser le catalogue de
formations et plus globalement les stratégies de transformation numérique en matiére de
formations. Dans ce contexte, le role de 1’ingénieur pédagogique numérique est sous le feu des
projecteurs, et ses compétences sont mises, en premicre ligne, a I’épreuve de ce défi.

Alors que la naissance du métier est récente, I’ingénieur pédagogique et numérique appartient
a une famille professionnelle de I’ingénierie et de I’accompagnement pédagogique dont le profil
demeure flou (Péraya 2021). Les travaux de recherche, issus notamment de la pédagogie
universitaire, offrent un cadre d'analyse permettant d’une part, d’apprécier les activités réelles
de I’ingénieur/conseiller pédagogique (Cosnefroy 2015, Daele & Sylvestre, 2016), et d’autre
part, de questionner 1’enjeu de professionnalisation a partir de différentes approches (Denouél
2021, Daele 2021, Pélissier & Lédé 2022 ). Les études spécifiques concernant des organismes
de formation demeurent marginales, alors que le métier d’ingénieur pédagogique et numérique
émerge dans les référentiels d’emploi et le paysage des formations universitaires (Armao-
Meéliet 2017). L’émergence se confirme ¢galement dans les profils attendus par les recruteurs
(Cavignaux-Bros 2021). Ces travaux rejoignent la littérature portant sur la professionnalisation
des métiers de formation d’adultes, appellent a s’intéresser aux acteurs et rendent visibles leurs
pratiques quotidiennes en vue d’une meilleure compréhension du métier et des enjeux en lien.
C’est dans ce périmetre que se positionne notre étude qui s’appuie sur les questions suivantes :

e Quelle est la place et les missions de 1’ingénieur pédagogique numérique ?

e Quelles sont les stratégies et les pratiques en matiere d’offre de formation et de mise en
ceuvre ?

e Quelles évolutions de leurs activités et de leurs compétences ?

Méthodologie et données

Notre démarche est qualitative et compréhensive. Les données sont constituées de onze
entretiens semi-directifs menés aupreés de ce groupe professionnel exercant dans le secteur
d’organismes de formation privés. La sélection des échantillons s’appuie sur deux critéres : étre
formé en ingénierie de la formation et pédagogique avec mention numérique et en poste au sein
du méme organisme depuis au moins deux ans. Nous avons identifié¢ des interviewés potentiels
grace a une communauté Alumni existante et aux contacts complémentaires fournis par les
premiers participants. Nous avons du intégrer deux personnes ayant moins de deux ans
d’expériences.
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Ci-dessous ’échantillon du profil des professionnels :

Tableau 1. les interviewés, leur entrée dans I’organisme et la date de diplomation au master d’ingénierie de formation.
Aiitibas Années de
Prénoms* Organismes s diplomation
d’entrée
master
1 Mathéo OuiCare — 02 2015 2016
2 Franck AFPMA 2004 2020
3 | Justine Mgsion-Lalgo 2018 2019
francaise
4 Juliette IRFSS' __ Croix rouge 2013 2018
francaise
5 Christel Mutuelle de Poitiers 2017 2018
6 Lucie Korian Academy 2016 2014
7 Daniel Berger Levrault 1997 2018
8 Anne CFA BPT 2021 2020
9 Nadine IFSO 2020 2020
10 | Aude Misston Laiqus 2014 2021
Francaise
T Centres sociaux 2014,
1 Severinie Mermoz 2021 Repris en 2021

*les prénoms ont été modifiés
Les entretiens sont réalisés a I’appui d’un guide composé de quatre thématiques :

Parcours professionnels et de formations ;
Poste occupé : année de recrutement, intitulé, missions, organigramme, évolution ;
Activités des formations digitales/distancielles : stratégies, organisation, produits ;

Pratiques et compétences (activités, compétences mobilisées et a développer,
difficultés)

Nous avons procédé¢ a une analyse des contenus, en fonction de ces thématiques, articulée aux
questions de recherche formulées (plus haut).

Résultats d’analyse

Afin de respecter la longueur du texte requis, nous optons pour une présentation synthétique
des résultats d’analyse. Celle-ci est organisée en trois parties correspondant aux trois questions
de départ.

Postes, missions, place dans [’organisation

Nous avons construit, a partir de 1’analyse des données, le tableau de synthése ci-dessous qui
nous sert de support pour présenter les résultats de cette partie :
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Tableau 2. Postes, services et missions des interviewés

Pré Postes occupés dans la méme Services de Missi sicioal
renoms structure rattachement ssions principafes
2015 : concepteur pédagogique Conception de ressources.
multimédia Accompagnement des responsables
, 2018 : responsable digital Service pédagogie => | pédagogiques au blended.
Mathéo i P : Frilhod ;
earning Péle conception Ingénierie de formation.
2021-2022 : évolution des Animation des ressources et
missions contenus.
. Ingénierie de formation.
2004 : formateur coordinateur e
2007 : responsable pédagogique Agcompagnertient ex &quipes
Franck - respo pecagoglq Pole pédagogie pédagogiques a I’hybridation.
2018 : responsable de péle B ; .
; Animation d’une communauté de
formation z
pratique.
Formation des enseignants.
Avant 2019 : conseillére - Z . __ | Développement des centres de
£ ; Service pédagogie => | ., .
. pédagogique SRt développement professionnel
Justine . Péle développement
2019 : responsable du poéle ofessionnel (CDP).
développement professionnel pr Accompagnement d’établissements
pour développer les CDP.
2013 : référente régionale de la
g;::ﬁi:ne deFmmation: Administration de plateforme.
Juliette 7S . . Directeur régional Production de ressources digitales.
2018 : évolution des missions Tuforat & sonrenadits
2022 : chargée d’étude app :
d’innovations
: 2017 : chargée de formation Direction A ——— | a—
Christel S : Accompagnement des formateurs.
digitale commerciale A 5
Création de formations.
2016 : ingénieure pédagogique _ . Gestion de projets
Lucie multimédia {3:11;; Seoiice e- Veille et choix outils
2018 : digital learning manager g Management
1997 : formateur
? : Directeur adjoint du service Conception de parcours de
formation Direction des formation.
Daniel 2009 : évolution des missions opérations => équipe | Accompagnement des managers.
(envergure groupe et public) gestion des Gestion administrative de la
2015 : évolution des missions vers | formations formation.
ingénierie de formation Suivi de la démarche qualité.
2018 : ingénieur de formation
2021 : chargée de mission .
accompagnement pédagogique o _ Accomgagnement d.es formateurs a
Anne ; : Adjoint pédagogique | I’évolution des pratiques et a
2022 : chargée de projets R 3
; . I’approche par compétences.
pédagogiques
2020 : chargée de mission e- Conception et intégration de
Nadine learning Direction pédagogie | contenus.
2021 : ingénieure pédagogique => service ingénieriec | Accompagnement de formateurs a
multimédia la scénarisation
Accompagnement des enseignants a
2014 : Directrice d’une école au réfléchir a leurs pratiques.
Maroc Service péd ) Conception de formations a
2017 : conseillére pédagogique e PeteeaEe distance.
, Péle développement
Aude réseau Maroc ofessionnel Accompagnement des
2019 : conseillére pédagogique B® ¢tablissements dans la mise en
réseau Europe place de comité local de
développement professionnel.
Ghvasias 2020 : référente numérique Direction adjointe => | Accompagnement a I’usage du

pole numérique

numérique. Formations.

106




A partir du tableau 2, notre analyse ci-dessous se focalisera sur les intitulés et les missions des
interviewés, I’entrée en poste et 1’évolution professionnelle, enfin sur leur place dans la
structure.

Intitulés, missions diverses et plurielles : au niveau des intitulés - colonne « postes occupés »,
nous observons une certaine hétérogénéité a plusieurs niveaux : fonctions (chargé de mission,
ingénieur, manager etc), domaine d’intervention (innovation, projets pédagogiques,
développement professionnel, (e)-formation etc.) et le lexique évoquant le numérique
(multimédia, digitale, (e), a distance).

En lien avec cette diversité d’intitulés de postes, nous constatons un panel large de missions
allant de la production de modules de formation et de contenus pédagogiques, de scénarisation,
jusqu’a P’accompagnement des équipes de direction, en passant par I’administration de
plateformes, la construction de parcours, la formation et ’accompagnement des formateurs, la
veille techno-pédagogique, le management de projets, la réponse a appels a projets, le suivi de
la qualité et le tutorat. De plus, un méme intitulé ou un poste similaire ne renvoie pas aux mémes
missions (Lucie, Nadine), alors que les mémes missions peuvent étre confiées a des postes
d’intitulés différents (Mathéo, Franck).

Entrée en poste et évolution professionnelle : plusieurs interviewés ont changé de postes depuis
leur arrivée. En retracant leur évolution, nous distinguons deux types de parcours dominants :

e Le parcours type 1:entrée dans le métier avec une mission orientée pédagogique
(exemple : formateur) dont les missions ont évolué vers le numérique. Le numérique
n’est pas mis en avant dans les intitulés des nouvelles fonctions portant sur un niveau
d’intervention plus global en termes d’ingénierie et d’accompagnement. Le numérique
en fait partie mais ne constitue pas un axe prioritaire. C’est le cas de Daniel, Franck,
Justine et Anne.

e Le parcours type 2: entrée dans le métier avec une qualification pédagogique et
numérique. Les évolutions des missions conservent systématiquement une mention
numérique, c’est la cas de Mathéo, Ludivine et Nadine.

La formation et le diplome du master (en ingénierie de formation avec orientation numérique)
et la réforme de 2018 (Liberté de choisir son avenir professionnel) ont été soulignés
spontanément par les personnes interviewées, comme €léments majeurs qui ont conduit & une
évolution de leurs fonctions/missions. Pour la plupart, cette évolution individuelle
professionnelle s’inscrit dans un projet global de (re)structuration associé a la création de
nouveaux postes comme ’explique Daniel « la structure était en train [...] de réfléchir a une
réeorganisation et une restructuration, une redéfinition de nos objectifs et j'ai proposé du coup
de me faire monter en compétence », et comme le résume Mathéo : « donc vraiment on évolue
en méme temps que l'entreprise » ou Lucie «en 2018, l'objectif étant d’internaliser des
compétences [...] la demande croissante a fait que je ne pouvais plus assurer toute seule, on
m’a proposé de monter mon service qui fait que je manage aujourd’hui des digital, des
ingénieurs pédagogiques multimédias ».

Place dans la structure : Si la plupart des postes (8/11) trouve leur place dans un service dédié
a la formation (Franck, Justine, Daniel, Aude) ou spécifique a la formation digitale (Mathéo,
Lucie, Nadine, Séverine), trois d’entre eux ont des difficultés a clarifier leurs rattachements et
parfois leurs missions. Anne : « c'est pas toujours simple de s'y retrouver parce qu'en fait il y
a des créations de poste [...] c'est un peu moi qui y mets ce que je veux a l'intérieurs », Juliette
nous explique « en fait je sais pas, c'est un peu ¢a le probleme. Les organigrammes ne sont pas
encore publiés ». Christel, quant a elle, dit étre rattachée administrativement a la DRH, mais
fonctionnellement a la direction commerciale, elle travaille seule et évoque « une distorsion
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dans les ambitions et les moyens ». Pour ces 3 cas, ils occupent tous une fonction de « chargé
de mission », interprétant I’état embryonnaire en matiére de digitalisation de la formation.

Orientations et stratégies de mise en ceuvre

Dans cette section, nous présentons les grandes orientations mentionnées par les professionnels
interviewés. Ces orientations guident les objectifs a atteindre et leur combinaison détermine les
stratégies de mise en ceuvre de la formation digitale et a distance.

A la recherche des parcours hybrides/co-multimodaux performants et rentables. Si ’unité de
parcours semble intégrée dans la logique de production, le format hybride et multimodal gagne
du terrain de mani¢re massive comme le dispositif de formation « le plus efficace ». Les
arguments avancés sont multiples et différents selon les professionnels interviewés. Pour les
entreprises qui passent du tout présentiel a 1’hybride, il s’agit avant tout d’une question
financiére « la pandémie a prouvé que le e-learning a permis de réduire le coiit logistique
[...] La direction affirme qu’il faut hybrider les formations » (Daniel). Passant du tout e-
learning a I’hybride, I’intérét de ce format réside surtout dans son adéquation avec I’«approche
métier »: «a chaque fois, on réflechit les deux modalités, tout ce qui a besoin
d’opérationnalité, on essaie de faire avec le formateur sur le terrain, et puis tout ce qui peut
étre digitalisé, on le propose a distance » (Mathéo). Le projet d’hybridation contribue
¢galement a s’adapter au contexte : « chaque contexte va nous amener a se positionner tres
difféeremment en termes d’hybridation plus ou moins importantes » (Justine), et toucher plus de
publics : « 'objectif c’est d’atteindre 30% distanciel, c’est la politique de [’organisme de
formation, [...] le directeur général est convaincu que pour attendre certains publics, il faudra
leur donner plus de flexibilité » (Nathalie).

A la conquéte de nouveaux publics. Toucher le plus grand nombre de publics conduit a explorer
de nouvelles stratégies de conception des formations. En plus de prioriser les formations
hybrides basées sur une combinaison variable de classe virtuelle, de e-learning et du présentiel,
la stratégie est aussi, évoquée par plusieurs, d’étoffer le catalogue de formation grace a
I’acquisition de « formations sur étagére » voire la constitution d’« une bibliothéque de
contenus multi-plateformes ». L’approche systémique est avancée comme une autre stratégie
prometteuse : « ['objectif n’est pas tant le distanciel [ ...] faire sortir tout le monde des actions
de formation one shot qu’on ait la possibilité d’avoir un environnement, un systeme qui permet
aux enseignants de devenir acteurs de leurs parcours... » (Justine).

A la création d’une marque et du leadership. L.’image de marque sur un marché concurrentiel
manifeste comme un autre objectif stratégique a viser comme en témoignent Mathéo « ¢ ’est
une différenciation aussi [...] voila on est leader dedans mais apres vous avez d'autres sociétés.
Sauf qu'aujourd’hui on est en capacité de proposer ce qu'une entreprise classique ne peut
proposer a ses salariés », et Nadine « (I’entreprise) veut montrer qu’ils sont tout le temps dans
[’innovation, ¢a fait partie de 'image qu’on veut transmettre ». Cette visée incite a explorer les
solutions technologiques innovantes pour certaines (section suivante) et a faire évoluer les
approches pédagogiques pour d’autres : « classe inversée » pour Franck et Daniel, « approche
par compétence » pour Anne.

Activités et compétences

Les activités réelles décrites par les personnes interrogées se situent principalement dans les
domaines suivants (tableau 3.) :

e Conception, production : création, recherche et mise en forme de contenus, ¢laboration
de scénarios, de storyboard
e Formation, animation : tutorat, atelier, formation a 1’'usage du numérique
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Usages, diffusion des outils : choix de LMS, usage de Kahoot, Wooclap, scénarisation

avec Storyline
Accompagnement, conseil : formateurs, managers, direction, établissements

Tableau 3. Activités et compétences

Prénoms Activités Compétences
Rédaction de scénario Veille
Création, recherche et mise en forme de contenus. i . o :
Intéerati Conception de dispositifs hybrides
tégration sur LMS. : .
A ~ ge Gestion de projet
Mathéo Choix des ressources externes (sur étagére). Nsia
AR S gement
Activite nouvelle Data analyse / récupération de Tracking
Animation de ressources et contenus a partir de l'expérience T porad <
Marketing/Communication.
des apprenants.
Suivi des parcours, gestion de I'équipe.
Accompagnement a 1'usage du numérique en formation. Gestion de projet.
Accompagnement sur I'hybridation du parcours, sur Pédagogie de l'alternance.
Franck l'utilisation de nouvelles méthodes pédagogiques. Ingénierie de formation
Activités nouvelles : 'Ingénierie pédagogique, scénarisation
Amélioration continue et qualité en formation.
Mise en place de partages d'expérience, de GEASE.
Conception et animation de formations. 7
Recherche d'universités et conception de maquettes. .[A“nzfly.se _de bcsP e
T N génierie systémique
Mise en place de dispositifs et de documents de 2 S he
. : Construction de parcours de formation :
Justine structuration des CDP. AR,
Tols scénarisation.
Activité nouvelle : s Compétences politiques pour convaincre des
Rencontrer les CDP pour mettre en place les dispositifs et S
: chefs d'établissement.
faire culture.
Gc‘rer lcs.mscnpn'ons, les sessions ¢‘ic formation. Gestion de projet.
: Présentation et mise en place d’outils. PR
Juliette 3 PR Savoir-étre : négociation, posture
Accompagnement 4 la scénarisation. q e s itre le méti
Mise en forme de contenus pour intégration. SCCOITIPHENIEIEUTy “HITS CONMMATIT: 10 T
Formation digitale.
Choix d'un LMS. Meéthodologie de rédaction de cahier des
Christel Structuration des parcours sur LMS. charges.
Animation d’ateliers pédagogiques. Connaissance d’éditeurs de plateformes
Activités nouvelles (en ctives) : adaptées a la PME.
Création de tableaux de bord de compétences
Production de modules de formation.
Scénarisation.
Supervision de projets. Gestion de projet.
Lucie Management d'équipe et de projets Connaissance logicielle.
Activités nouvelles : Compétences managériales et relationnelles.
Recherche d’outils de réalité virtuelle et de prestataire.
Connaissance des clients.
Conception des parcours d'intégration des nouveaux Prise de hauteur.
collaborateurs. Ecriture.
Danicl Gestion des conventions, convocations, programmes de Veille formation, technologique, juridique,
formation. pédagogique.
Suivi de la certification Qualiopi. Présentation des évolutions.
Conception de parcours de formation pour le
développement des compétences.
Prcpl:;mt}on des formateurs a l'audit de certification Veille pédagogique
gur; ti‘;‘: de Ll riédagosicue Savoir étre : analyses, observation,
Anne bt A e compréhension des difficultés et du systéme
Modularisation des formations lobal
Activités nouvelles ﬁ’ i edissks
Analyse de pratiques. GEASE. g P
Implémentation, conception, ¢laboration de scénarios, de Collaboration.
storyboard. Communication.
Nadine Accompagnement individuel ou collectif. Accompagnement.
Activités nouvelles : Savoir scénariser.
Réponse a appels a projets. Adaptation a son interlocuteur.
Accompagnement 4 la réflexion sur des pratiques en
langues et sur l'utilisation du numérique. Invbicsie pidaporiaue
Aude Activités nouvelles ; Cfmpétencpes dg v?«lquc ra| a l'autre.
Proposition d'une méthodologie pour construire le plan de St :
développement professionnel.
Gestion de projet
Formations informatiques. Développement de formations hybrides
Séverine Coordination de projets. Savoir-étre : bienveillance, dédiabolisation du

Animation d’ateliers frangais et numérique.

numérique. Accompagnement de l'adulte dans
sa formation.
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Plusieurs activités ont été évoquées comme nouvelles taches qui tendent a prendre de 1I’ampleur
dans leur travail. Nous les regroupons sous forme de liste (de la plus a la moins citée) :

e Exploration de nouveaux environnements technologiques : les outils de simulation ou
de réalité virtuelle ont ét¢ mentionnés pour soutenir I’approche métier (Mathéo, Juliette,
Nadine, Franck, Lucie) et les visites de classe avec vidéo 360° pour accompagner les
enseignants en classes de langues (Justine) .

e Accompagnement au développement professionnel : il se concrétise par différentes
stratégies comme |’évolution des pratiques pédagogiques et des postures (Aude,
Nadine), la création d’un écosystéme favorisant le développement professionnel
(Justine), la mise en place d’outils de visualisation du développement des compétences
professionnelles (Christel : tableau de bord) ou des dispositifs de maintien en
compétences et employabilité¢ (Mathéo).

e Partage des pratiques : les différents dispositifs utilisés pour favoriser le partage des
pratiques se traduisent par la mise en place de communautés des pratiques (Franck), de
GEASE (Anne, Franck), de communautés apprenantes par le biais d’un écosystéme
(Aude, Justine) ou d’échanges entre pairs animés par Anne.

e Démarche qualité : le suivi de la qualité est une préoccupation de plusieurs interviewés
et est en partie 1i¢ a la certification Qualiopi et aux audits qui en découlent (Daniel,
Lucie, Anne). Daniel nous précise qu’il est le « garant de la certification Qualiopi [...],
de l'amélioration continue des process pour répondre aux 23 indicateurs qui nous
permettent d'avoir cette certification Qualiopi ». Franck, quant a lui, mentionne la
qualité en formation dans les compétences qu’il mobilise.

e D’autres taches sont ressorties mais de maniére plus marginale comme la réponse a
appel a projet (Christel, Anne) ou I’analyse des expériences d’utilisateurs (Mathéo : a
partir des traces utilisateurs, animation des ressources des formations sur étagere)

Cette ouverture trouve un écho dans I’évolution des champs de compétences. A la question
« quelles sont les compétences que vous mobilisez le plus ou que vous considérez le plus
important ? », trois types de compétences principales ont ét¢ mises en avant. D’abord, les
compétences spécifiques au métier, la gestion du projet qui a été soulignée par tous les
interviewés quel que soit leur niveau d’intervention : « gestion de projet, c'est vraiment ¢a le
coeur de métier » (Mathéo). Ensuite, il est question des compétences de conception de parcours
de formation (Justine, Daniel) et plus spécifiquement de formations hybrides (Mathéo,
Séverine). La veille, technologique, pédagogique, juridique, ressort également dans trois
réponses . Ensuite, les compétences transversales dites « Soft Skills » sont mises en avant dont
la communication, écrite et orale : « présentation », « négociation », « convaincre » (Nadine,
Juliette, Justine). Sont mentionnées en plus D'« adaptation a son interlocuteur », la
« collaboration » et la « compétence relationnelle ». Enfin, « faire connaitre le métier » est
percu aussi comme une compétence essentielle a développer (Juliette).

Discussion et conclusion

Les résultats d’analyse mettent en avant plusieurs facettes du métier d’ingénieur pédagogique
numérique exercant dans les organismes de formation privés.

Tout d’abord, il apparait comme un métier hétérogeéne, pluriel et instable en pleine construction.
Associées a des intitulés variés, la fonction et les missions ne se définissent pas par les
professions elles-mémes, mais dépendent directement de la logique et de I’organisation internes
des entreprises recruteurs. Nadine le résume tres justement : « la difficulté de notre métier c’est
que c’est un métier qui n’est pas totalement figé, qui n’arréte pas d’évoluer en fonction des
demandes, des attentes de |’organisme mais des attentes des clients aussi » ». Si ces périmétres
d’intervention concernent principalement la formation/I’accompagnement/1’ingénierie, ceux-ci
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dépassent parfois la frontiere avec les fonctions de « développement » (ex management,
marketing) ou encore celles de « support » (ex, DSI). De plus, le degré d’intégration sur le plan
organisationnel apparait comme un indicateur possible pour apprécier la maturité et la
dynamique qui animent I’entreprise en matiere de digitalisation de la formation a un temps
donné.

Ensuite, se voyant souvent attribué le role de « fer de lance » pour les projets de digitalisation
de la formation, les ingénieurs pédagogiques numériques participent a, voire, orientent les
stratégies de déploiement de la formation distancielle et présentielle, a différentes échelles. La
recherche d’une offre de formation performante capable de considérer le coft, les besoins des
publics formés et le nouveau marché tout en se démarquant, les poussent a renouveler sans
cesse les propositions, pédagogiques comme technologiques. A la stratégie d’internaliser les
compétences de conception et de production s’ajoute celle de remplir les étageres de la
bibliothéque en ligne par I’acquisition de formations toutes faites. L’exigence interne et externe,
peu stable, améne ces professionnels a (ré)inventer et a s’inventer. Les résultats d’analyse
permettent d’observer un rapport de détermination réciproque entre la construction du métier
d’ingénierie pédagogique numérique et celle de digitalisation de la formation dans un méme
espace-temps donnés.

Enfin, en lien avec les résultats pré-cités, les activités identifiées renforcent le caractére varié
et contextualisé du travail quotidien de ces professionnels. Les nouvelles activités ainsi que les
compétences percues comme les plus mobilisées / importantes font ressortir les préoccupations
qui animent aujourd’hui ces acteurs et tendent vers des formes nouvelles du métier. Elles
ouvrent également des pistes a repenser les formations aux métiers d’ingénieurs pédagogiques
numériques ainsi que les référentiels d’emploi au regard de la réalité du terrain.

En rendant visibles les activités réelles des ingénieurs pédagogique numériques et les liens avec
les enjeux sous-tendant la formation digitale dans les organismes de formation privés, cette
¢tude tente d’apporter quelques « matieres premicres » au débat vif de la professionnalisation,
fortement répandu dans 1’enseignement supérieur depuis ces derniéres années. A I’issue de cette
étude exploratoire, plusieurs questions intéressantes peuvent étre formulées dans une
perspective d’interroger la professionnalisation des ingénieurs pédagogique et numérique :
Quelles sont, s’il y en a, les spécificités du métier relevant du contexte d’organisme de
formation ? Alors que les fonctions portant une mention numérique-digital semblent se
multiplier et se spécialiser dans les organismes de formation privés, tandis que 1’appellation
« ingénieur/conseiller pédagogique » est retenue dans I’enseignement supérieur pour désigner
les acteurs d’ingénierie de formation et d’accompagnement y compris ceux ayant les
compétences/qualification numérique, comment comprendre cette tendance terminologique ?
Quelles sont les éventuelles conséquences sur l’enjeu de professionnalisation de cette
profession/ de ces professions ?
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Résumé :

Cette étude a pour point de départ la préoccupation, par une enseignante de francais d’une classe
de 4°¢ du secondaire en comodalité, de mieux inclure une éleve a distance lors des échanges
collaboratifs entre ¢éleves. Qu’observe-t-on du point de vue des ajustements faits par
I’enseignante et de leurs effets sur les interactions ? Nous examinons cette question en
interrogeant 1’orchestration des ressources multimodales d’inclusion. Notre corpus est constitué
d’extraits illustratifs de vidéos de trois groupes auxquels participe 1’éléve a distance, ainsi que
d’entretiens conduits aupres de I’enseignante (semi-directif et d’auto-confrontation) et de
I’¢leve a distance (directif). De multiples ressources au sein d’espaces démultipliés sont
mobilisées par I’enseignante. Au fil des ajustements qu’elle effectue, I’engagement des éleves
permet de faire I’hypothése d’interactions plus inclusives de I’¢léve a distance — percues a la
fois par I’enseignante et par I’¢léve. La démarche exploratoire et réflexive de 1’enseignante
semble favorable au fonctionnement inclusif de la comodalité, qui est toutefois couteuse pour
les interactants. Ces résultats interrogent les compétences nouvelles a mettre en ceuvre dans une
situation inédite dont les modalités pédagogiques collaboratives s’appuient sur des
compétences « anciennes ».

Abstract:

The starting point of this study is the concern of a French teacher in a co-modal eighth grade
class to better include a remote student in collaborative exchanges between students. What do
we observe in terms of the adjustments made by the teacher and their effects on the interactions?
We examine this question by interrogating the orchestration of multimodal resources for
inclusion. Our corpus consists of illustrative video excerpts from three groups involving the
remote student, as well as interviews conducted with the teacher (semi-directive and self-
confrontational) and the remote student (directive). Multiple resources within multiplied spaces
are mobilized by the teacher. As she makes adjustments, student engagement allows for the
hypothesis of more inclusive interactions of the remote student - perceived by both the teacher
and the student. The teacher's exploratory and reflective approach seems conducive to the
inclusive functioning of comodality, which is, however, costly to the interactants. These results
question the new skills to be implemented in an unprecented situation where collaborative
pedagogical modalities are based on "old" skills.

Mots-clés :

comodalité ; interactions ; collaboration ; enseignement secondaire ; inclusion ; pandémie
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En 2020-2021, pendant la pandémie de Covid-19, en Ontario (Canada), le gouvernement donne
pour directive aux ¢établissements de laisser le choix aux parents d’éléves quant a la
participation aux cours en classe ou a distance de leurs enfants. Il s'ensuit des situations
d’enseignement en comodalité¢ (Beatty, 2014) : une forme d’hybridité qui allie, de maniere
synchrone, I’enseignement en présence et a distance.

Notre contribution est ancrée dans le projet de recherche Francais Plus, coordonné par V.
Miguel Addisu (université de Rouen Normandie), une démarche de coopération éducative
franco-canadienne mise en place en 2020, avec une équipe de recherche internationale et
pluridisciplinaire, autour du plurilinguisme et du numérique en contexte de crise sanitaire. La
recherche vise a documenter les pratiques d’enseignement-apprentissage en francais en
contexte plurilingue, dans un contexte sanitaire qui rend nécessaire le passage au distanciel.
Elle s’appuie sur le réseau de 1I’Agence frangaise pour I’enseignement a 1’étranger (AEFE),
mobilisé par S. Beaumont, inspectrice de I’Education nationale alors en poste 4 Ottawa
(Ontario, Canada).

Au sein du projet Francais Plus, notre étude de cas a pour point de départ la préoccupation, par
une enseignante de francais d’une classe de 4¢ du secondaire en comodalité a Ottawa de mieux
inclure une €leve a distance lors des échanges en petits groupes entre ses éleves en classe (une
modalité de travail habituelle choisie par I’enseignante, comodalité ou non).

Nous nous interrogeons sur la question suivante : qu’observe-t-on, du point de vue des
différentes ressources (Guichon, 2009) mobilisées par I’enseignante, des ajustements et de leurs
effets sur les interactions lorsqu’elle souhaite inclure 1’éléve a distance et vise la collaboration
entre ses €leéves ? Nous proposons d’examiner 1’orchestration des ressources professorales
(Cicurel, 2011) multimodales d’inclusion et les interactions, ainsi que leur perception par
I’enseignante et par 1’éleve a distance.

Inclure et interagir avec le numérique en comodalité

La comodalité existe depuis environ une décennie et allie, de maniere synchrone,
I’enseignement en présence et a distance, une forme d’hybridité utilisée pendant la crise
sanitaire. Néanmoins, les travaux scientifiques sont encore exploratoires et nous ne disposons
pas de données chiffrées sur le nombre de structures ayant mis en place ce type d’hybridité, qui
semble relever d’expériences pilotes. Elle constitue une forme d’hybridité qui nécessite des «
ajustements incrémentaux » dans le rythme et les stratégies d’enseignement en classe (Gobeil-
Proulx, 2019, p. 57). Récemment, Guichon et Roussel (2021) ont montré comment une
enseignante, dans cette situation d’enseignement en temps de pandémie, mobilise des
ressources didactiques, sémiotiques et technologiques pour faire converger I’attention des
éleves a distance et en présence vers les mémes contenus d’apprentissage, et pour leur signifier
I’attention a I’autre. Develotte er al. (2021) soulignent combien la collaboration au sein d’un
dispositif comodal nécessite une coconstruction constante, du fait des ajustements requis par
les artéfacts, des nombreux accordages affectifs et attentionnels et de la non réciprocité des
perspectives.
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Alors comment s’assurer, au sein de cette comodalité, que toutes et tous puissent participer a la
classe ? Conscientes du fait que le terme d’inclusion, dans les travaux scientifiques, entre en
écho avec les travaux sur les besoins éducatifs particuliers (BEP) (Woolven, 2021), nous
I’entendons ici au sens, tel qu’utilisé par I’enseignante que nous observons, du fait de faire
participer, dans les interactions didactiques en classe, une éleve a distance. Nous examinons
cette inclusion « avec » le numérique, qui constitue un (des) outil(s) pour soutenir la situation
d’apprentissage. Nous différencions ceci de la notion d’inclusion numérique, qui pose le non-
acces comme un écart inégalitaire auquel il s’agirait de remédier : I’éléve a distance que nous
observons a l’acces et les compétences numériques nécessaires dans cette situation
exceptionnelle, et sa famille fait le choix qu’elle reste a distance.

Dans ce format comodal, les interactions sont entendues comme 1’« ensemble des événements
qui composent un échange communicatif complet [...], processus d’influences mutuelles [...],
lieu ou s exerce ce jeu d’actions et de réactions » (Charaudeau et Maingueneau, 2002, p. 319).
Nous les analysons dans une perspective multimodale, c’est-a-dire multicanale et
plurisémiotique (Kerbrat Orecchioni, 2011), la comodalité faisant appel a une variété de
supports textuel, iconique, audio, ou vidéo comme ressources constitutives de 1’interaction
(Azaoui, 2017).

Une étude de cas

Notre corpus est constitu¢ d’extraits illustratifs différenciés de vidéos de la classe, ainsi que
d’entretiens conduits aupreés de 1’enseignante (semi-directif et d’auto-confrontation) et de
I’¢léve a distance (directif).

Trois heures de vidéos ont été filmées par I’enseignante, Mme D., en mars 2021, au moment de
son choix, mais dans la relative urgence d’un (re)passage imminent a I’enseignement a distance
imposé par les autorités provinciales en avril 2021, aprés plusieurs mois d’alternance entre
enseignement a distance et en comodalité cette méme année scolaire. Les vidéos ont été filmées
au moyen d’un iPad que I’enseignante déplace dans la classe au fur et a mesure des besoins des
activités collaboratives proposées aux éleves, dans quatre cours différents, rapprochés
temporellement. Ces vidéos captent, plus précisément, les moments de travail collaboratif entre
I’¢leve a distance, Ella, et les groupes au sein desquels elle participe, soit trois groupes
différents, le premier et le second étant constitués de quatre éleves et le troisieme de trois éleves.

Séance 1 (30 mn) : groupe de 4 (3 en présence et Ella a distance). Objet de travail : la vision du
couple pendant la guerre a travers 2 poemes.

Séance 2 (30 mn) : groupe de 4, différent de séance 1 (3 en présence et Ella a distance). Objet
de travail : travail sur un photographe de la ville (JR).

Séance 3 (30 mn) : groupe de 3, différent (2 en présence et Ella a distance). Objet de travail :
les éleves élaborent collaborativement un slam sur le théme de la ville : choix du scénario (vu

par un photographe qui y déambule).

Séance 4 (1h30) : groupe de 3, identique a séance 3 (2 en présence et Ella a distance). Objet de
travail : suite de la séance 3 : travail collaboratif et écriture coopérative.
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Apres visionnement de I’intégralité des vidéos, un extrait de chaque vidéo (donc chacune des
séances) a été€ choisi par les chercheuses, soient quatre extraits illustratifs d’environ dix minutes
chacun. Les critéres de choix relevaient de la diversité de composition des groupes d’¢léves, de
leur richesse et de leurs aspects contrastés quant a la qualité des interactions observables, du
point de vue des ressources pédagogiques, multimédia et socio-affectives mobilisées (Guichon,
2009). L’objectif de ce choix était de conduire, relativement « a chaud », a partir de ce matériau,
un entretien d’auto-confrontation avec 1’enseignante (Clot er al., 2000 ; Beckers et Leroy,
2010), qui a pu avoir lieu en mai 2021. Cet entretien d’autoconfrontation a été précédé d’un
entretien semi-directif, et suivi d’un entretien directif avec I’éléve a distance en juin 2021. Les
extraits vidéos ont ensuite fait 1’objectif d’analyses plus fines, par le biais de la grille de
transcription multimodale de Guichon et Drissi (2008). Les entretiens, apres retranscription,
ont fait I’objet d’une analyse de contenu et de discours.

Un terrain favorable, mais une situation de comodalité difficile a vivre

L’établissement dans lequel exerce Mme D. est favorisé et bien équipé en termes de
technologies et de connexion internet. Ella est une éleve de 4° qui se dit sérieuse, organisée,
autorégulée dans son travail : « I'm a person that very organized and strict and disciplined with
what I do and I try to get done with it as fast as I can because then we have other work to get
started on »!. Elle apprécie le travail de groupe, encore plus a distance car cette modalité lui
permet de mieux percevoir et comprendre, au niveau auditif comme visuel : « I find that in
group projects I can hear everyone, like, see most of the people » 2. Ella apprécie également les
efforts faits par I’enseignante pour I’inclure : « the teacher would really make efforts to ask me
questions if I understood and if it was clear so I find that that it was really awesome »° ; « So I
really thought that the teacher helped me a lot »*.

En revanche, elle souligne combien 1’abolition des barriéres spatiales entre la maison et I’école,
et la solitude d’étre a distance toute I’année ont été difficiles : « It felt a little odd, I kind of had
a bit of envy because, at that time, I felt very lonely doing online school, so I was, like, oh, I
wish I was with them, I could talk to them not only about, like, the thing, but, like, also on, like,
stuff that was happening in life »°. Elle est toutefois persévérante : « but at that moment I was,
like, ok, Emma, you just have to study, so just trying to focus on the work and get over with the
one-person thing »°. La situation a eu des impacts sur sa santé, mais elle exprime encore sa
persévérance : « I felt dark and stuff, I didn’t give up, it was really hard not to but I didn’t give
up » ; « in the second semester, I tried to focus on more on my mental health and a bit less on

! Je suis une personne trés organisée, stricte et disciplinée dans ce que je fais et j'essaie d'en finir aussi vite que
possible parce qu'ensuite nous avons d'autres travaux a commencer. (traduction libre)

2 Je trouve que dans les projets de groupe, je peux entendre tout le monde, genre, voir la plupart des gens.
(traduction libre)

3 La professeure faisait vraiment des efforts pour me poser des questions (pour voir) si j'avais compris et si c'était
clair donc je trouve que c'était vraiment génial. (traduction libre)

4 Donc je pense vraiment que le professeur m'a beaucoup aidée. (traduction libre)

5 C'était un peu bizarre, j’étais un peu jalouse parce que, 2 ce moment-13, je me sentais trés seule en faisant 1'école
en ligne, alors je me disais, genre, oh, j'aimerais étre avec eux, je pourrais leur parler non seulement du truc, du
cours, mais aussi des choses qui se passaient dans la vie. (traduction libre)

6 Mais a ce moment-13, j'étais, comme, ok, Emma, tu dois juste étudier, donc j'essayais juste de me concentrer sur
le travail et d'en finir avec le truc d'une personne. (traduction libre)
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screens because everything is on screens »’ ; « When I was doing it online I was a bit, like, am
I at home?, can I go take a nap?, do I take a break?, I didn't really know what to do »8,

Elle tire des apprentissages de cette expérience difficile :

“I feel like, I really grew up from this experience because I learned so many things, and I've
done so many mistakes and now I know what not to do and what to do next year when I go to
class and I know how to enjoy the environment more, once I'm gonna be with other people I'm
gonna know, how to enjoy socializing with people and I won't take it for granted”.

“I really feel like next year, once I go to normal, like, school, it'll be easier for me when I arrive
at home because I will know what is home and, like, what is school.”

Mme D. souligne dans son entretien les vertus du numérique, dont elle est experte. C’est en
effet une habituée du numérique : c¢’est un outil apprécié, utile, mais pas révolutionnaire (« la
fameuse boite a chaussures d’avant »), incorporé (elle a suivi plusieurs formations, dont une
maitrise ; elle a été référente numérique, conseillére pédagogique, etc.). Pour elle, c’est un outil
vertueux et encapacitant : pour collaborer, différencier dans les groupes, rendre les éleves actifs
et créatifs. Le numérique est un véritable acteur de son enseignement (un « facilitateur » ; «
Zoom trouve ou ne trouve pas »), il I’encapacite, comme le montre I’'usage de verbes d’action
tels que « créer », « faire », « expliciter », « ouvrir » ; et la répétition de « je peux ». Les aspects
techniques font peu obstacle (si I’acces et les compétences des €leves sont réunis). Elle exerce
dans un milieu d’enseignement favorisé (« fabuleux » ; « génial » ; « facile » ; « immédiat » ;
« spontané »).

Face a tous ces €loges, la comodalité est, au contraire, vécue comme épuisante, elle la rend «
schizophrene », car elle doit faire « tout en double ». Elle est contraignante (répétition de « il
faut »), « pénible », c’est « hyper fatigant », « hyper physique ». La gestion technique est lourde
et inconfortable, a la fois pour elle et pour Ella (connexion via Zoom, préoccupation autour des
actions suivantes : « entendre », « partager, projeter », (peur d’) « oublier » quelque chose).
Néanmoins, Mme D. n’envisage pas de faire comme les autres enseignants qui, selon ses
observations, pratiquent le cours magistral : elle cherche des solutions techniques (plus d’outils)
ou pédagogiques (composition des groupes).

Une mobilisation de ressources multimodales d’inclusion variées

7 Je me sentais sombre et tout ¢a, je n'ai pas abandonné, c'était vraiment dur de ne pas abandonner mais je n'ai pas
abandonné ; au second semestre, j'ai essayé de me concentrer davantage sur ma santé mentale et un peu moins sur
les écrans parce que tout est sur les écrans. (traduction libre)

8 Quand je le faisais en ligne, j'étais un peu, genre, je suis a la maison ? Je peux faire une sieste ? Je fais une pause
? Je ne savais pas vraiment quoi faire. (traduction libre)

9 Je sens que, j'ai vraiment grandi grice a cette expérience parce que j'ai appris tellement de choses, et j'ai fait
tellement d'erreurs et maintenant je sais ce qu'il ne faut pas faire et ce qu'il faut faire 1'année prochaine quand je
vais en classe et je sais comment mieux apprécier I'environnement, une fois que je vais étre avec d'autres personnes,
je vais savoir, comment apprécier la socialisation avec les gens et je ne le prendrai pas pour acquis.

J'ai vraiment 'impression que I'année prochaine, une fois que j'irai a 1'école, genre, normale, ce sera plus facile
pour moi quand j'arriverai a la maison parce que je saurai ce qu'est la maison et, comme, ce qu'est 1'école.
(traduction libre)
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Pendant I’entretien d’autoconfrontation, Mme D. est centrée sur les besoins d’Ella, qui est,
selon elle, dans une situation défavorable, ainsi que sur des aspects techniques, pédagogiques
et parfois, mais plus rarement, socio-affectifs.

Ella est décrite comme « une éleve qui est extrémement timide qui ne parle quasiment jamais
en classe enfin elle ne parle jamais sauf si je vais la chercher bien slir ». C’est aussi une éleve
sérieuse, ce qui rejoint ce qu’Ella dit d’elle-méme : « elle est trés sérieuse et euh elle est
vraiment au travail 1a ». En revanche, elle a peu de droit a la parole, car d’autres éleves parlent
pour elle : « elle est pas maitre ou maitresse de sa parole » ; « encore une fois elle a pas droit a
la parole » ; « comme elle est gentille et qu’elle s’impose pas ».

Mme D. scrute les gestes d’Ella : « c’est ¢a qui me perturbe elle regarde plus les autres » ; « si
elle avait un visuel plus net / ce serait plus intégrant » ; « elle regarde la photo » ; « elle rit donc
elle est dedans quoi » ; « elle bouge son bras ». Elle releve les éléments problématiques, en
particulier en ce qui concerne le champ visuel d’Ella. Cette attention au moindre mouvement
d’Ella se retrouve dans les vidéos.

Alors intéressez-vous

oui Ella

non je croyais que tu commengais a dire quelque chose

(Séance 1, 16°32)

Suite a ces constats, il s’agit donc de construire les conditions favorables pour Ella, en
particulier en ce qui concerne les faits de voir et d’entendre. Afin de construire ces conditions
favorables, pendant I’entretien d’autoconfrontation, Mme D. évoque a de nombreuses reprises
les aspects techniques (le blue tooth, le micro, le partage de documents, les QR codes, le gros
plan sur Emma, mettre tous les éleves sur Zoom, méme si c’est compliqué, réorienter
I’ordinateur).

En classe, Mme D. s’emploie a de multiples ajustements techniques, visibles sur les vidéos
(installer le micro, déplacer le micro vers celui qui parle, placer le micro au milieu de la table,
tapoter le micro pour vérifier qu’il fonctionne, déplacer la caméra). Ces ajustements sont aussi
présents dans I’interaction verbale et mimogestuelle et dans les consignes :

et assurez-vous que Ella

puisse vous voir de temps en temps

13, elle ne voit que XXX

Séance 1 — &’

présentez-lui les membres du groupe parce que finalement elle sait pas qui est dans votre groupe

si elle ne vous a pas vus
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Séance 1 — &’

vous avez le micro qui vous permet de bien entendre
et restez en visuel pour Ella

Séance 2 -9 *30

Par ces propos, on voit que Mme D. délégue I’attention a Ella aux groupes d’éléves auxquels
Ella participe.

Mme D. releve également, en entretien d’autoconfrontation, les aspects pédagogiques. Elle
évoque ses « gestes professionnels » (en référence aux aspects didactiques tels que les ceintures
de compétences, le fait de réactiver les connaissances ou de faire du lien avec les séances
précédentes). Pour elle, le collaboratif « ne marche pas » et, face a cela, mettre en place du
coopératif est percu comme une solution. Elle interroge le fait que 1’activité soit bien pensée,
ou non, pour le travail collaboratif. Elle explique ajuster les taches a faire par Ella a son coté
tres « littéraire ». Elle évoque le support, la carte mentale, avec lequel les €éleves ont I’habitude
de travailler. En classe, elle donne des rdles aux éleves pour les faire coopérer (secrétaire de
séance, orchestration des échanges). Elle mobilise également des ressources pédagogiques,
puisqu’elle fait varier la composition des groupes en classe et leur configuration a I’écran (par
exemple, séance 1 : plan fixe qui empéche I’¢éléve a distance de voir la totalité¢ du groupe, séance
2 : chaque éleve est connecté sur zoom individuellement).

Finalement, il est notable, a la fois dans I’entretien d’autoconfrontation et dans les vidéos, que
peu d’attention est donnée a la dimension socio-affective des interactions. Mme D. évoque les
personnalités des €leéves, leur connivence, un éléve “boulet”, une autre “super timide”, ou que
tel éleve préfererait étre dans un autre groupe. Elle émet quelques propos quant au fait de créer
du lien. Dans les vidéos, on note peu de regards a Ella (ce qu’elle releéve en entretien
d’autoconfrontation) et encore moins de regards caméra — « tour de force sémiopédagogique »
(Guichon, 2017, p. 35) —, voire un positionnement hors champ, parfois choisi, pour ne pas
surcharger Ella d’informations dira-t-elle en entretien. Qui plus est, la présence des masques
empéche de voir pleinement d’éventuels sourires. Cependant, en encourageant les éleves a
saluer Emma, a se présenter, elle dévolue ce lien socio-affectif aux éleves.

Les éleves en présence mobilisent effectivement des ressources socioaffectives : verbales
(langue anglaise, humour) ou mimo-gestuelles (rapprochement de [’écran, gestes de
désignation, salutations, rires). Quant a Ella, elle est présente, mais assez passivement. Elle
prend peu d’initiative de parole (est-ce du fait de la situation a distance et/ou de sa personnalité
?7), mais quand elle intervient, elle est au fait de I’activité en cours. Cependant, dans la troisieme
séance, elle prend I’initiative de faire une proposition : « Si vous voulez on peut faire on peut
voyager je sais pas dans différentes villes ». On remarque que son engagement corporel est
également plus grand (rapprochement de I’écran) dans la derniere séance, ou le groupe de trois
parait plus engagé dans I’interaction. Ella mobilise surtout, dans ces séances, des ressources
mimo-gestuelles et socioaffectives (gestes de la main, rires et sourires).

Que s’est-1l passé entre la premiere et la 3° et 4° séance ? On note, dans les différents propos,
une convergence de points de vue entre Ella et Mme D. sur la meilleure qualité des échanges

7

120



lors de la derniere séance que Madame D consideére comme la « plus réussie », alors que la
premiere et la deuxieéme sont jugées insatisfaisantes, voire « completement ratée[s] ». La
composition des groupes a été modifiée (choix des éleves et nombre d’éléves), et les éleves se
voient tous a I’écran, ce qui n’était pas le cas dans les deux premicres séances. Ces ajustements
semblent avoir un effet positif sur la participation d’Ella aux interactions, et donc sur son
« inclusion » dans le groupe.

Quelles conséquences de la comodalité sur les interactions ?

Dans cette situation de communication comodale, 1’espace devient prégnant (Guichon, 2013).
Il est a géométrie variable, comme on peut I’observer sur la 2¢ séance, ce qui confere un
sentiment d’étrangeté, souligné d’ailleurs par un des €leves.

c’est un peu étrange je suis le seul qui est enregistré (pointage main vers la caméra + coup d’ceil
a son voisin de droite + rires)

oh non Victor un peu aussi
Séance 2 - 10.30

Dans cette séance, Ella, Mme D. et deux des trois éleves en présence sont visibles, I’un en
double, puis Mme D. devient partiellement visible, puis on voit des avatars (un chien, un
bonhomme de neige). Cette situation est également étrange pour ’observateur extérieur
(chercheuses), tout comme, peut-on supposer, pour Ella.

Cependant, Madame D. et Ella s’accordent sur le fait que d’étre dans le champ peut constituer
une possible surcharge d’informations : « I find that’s a bit better too because I don’t see, so |
don't get easily distracted and I just listen very carefully and that’s one thing I really learned
while doing online school, is I don’t really have to see if I hear it's like, if I’m a blind person, I
have more quality in what I hear than if I were to see and hear » (Ella)'?. Cette convergence est
un indice positif de la relation pédagogique et didactique (Issaieva et al. 2011).

On remarque également que la mobilité en présence (déplacements corporels, des objets
techniques, regards face caméra et hors cadre, groupes d’éleves reconfigurés qui occupent
difféeremment ’espace face a la caméra) contraste avec la relative immobilité d’Ella. Les
présences apparaissent distribuées (Guichon et Roussel, 2021), ici et la-bas, dans des espaces
démultipliés (Guichon, 2013). Cette étrangeté mouvante et ces espaces démultipliés, qui
nécessitent de constants ajustements visuels ou techniques, ont probablement un impact sur la
fluidité des interactions.

10 Je trouve que c'est un peu mieux aussi parce que je ne vois pas, donc je ne suis pas facilement distraite et j'écoute
juste trés attentivement et c'est une chose que j'ai vraiment apprise en faisant 1'école en ligne, c'est que je n'ai pas
vraiment besoin de voir si j'entends, c'est comme, si je suis une personne aveugle, j'ai plus de qualité dans ce que
j'entends que si je voyais et entendais. (traduction libre)
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Un autre aspect saillant est une temporalité plus serrée qui rend la perception du silence
négative, obligeant a une réaction rapide. Le temps qu’Ella réagisse, quelqu’un prend la parole
pour elle.

euh Ella t’étais sur quoi la derniere fois est-ce que t’avais travaillé sur cette photographie

Non elle était pas dans le groupe

d’accord, ok

elle c’était la statue avec les XXX

d’accord ok

Séance 1 — 12’30

deuxieme axe de travail est-ce que vous avez repéré autre chose Ella est-ce que t’as repéré autre
chose

tu es en mute
euh

Ah ok

Séance 1 — 15’15

Cela rejoint le sentiment exprimé par Mme D. en entretien sur le fait qu’Ella n’a « pas le droit
a la parole », et a donc une conséquence directe sur les interactions entre les éleves en présence
et Ella a distance. En entretien d’autoconfrontation, Mme D. s’agace du temps que prennent les
éleves pour avancer, qui la surprend et la pousse a davantage de guidage (voire a « diriger »).
Elle évoque un étayage tres guidant, voire directif, du fait que les éleves « patinent ». Elle dit
ne pas laisser assez de temps a la réflexion des éleves (« reprendre leur souffle ») : la temporalité
est vécue comme trop longue ou dirigée trop rapidement. L.a comodalité n’a-t-elle pas un impact
sur cette temporalité ralentie (Guichon et Tellier, 2017 ; Develotte et al., 2021) ?

Enfin, les multiples supports de communication (tablette, OneNote, Zoom) engendrent des
interactions qui interrogent 1’adaptation des interactants a cette situation comodale, voire leur
habileté technique. En effet, pour montrer une photo a Ella, un éleve tourne la tablette vers la
caméra, comme on montrerait une page de livre, plutdt que de partager le document en ligne.
ca c’est la meilleure photo quand méme celle-1a, mais je pense pas que tu puisses voir

Séance 2 — 17°23

Pourtant, Mme D. avait bien précisé en amont : « Alors n’oubliez pas que comme vous étes sur
zoom vous pourrez partager la photo si vous avez quelque chose que vous avez vu comme ¢a
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par exemple celle-ci Amy tu peux la partager sur I’écran de fagon a ce que vous ’ayez tous, y
compris Ella sur I’Ipad ».

Séance 2 - 15’52
Conclusion

Ces résultats permettent de constater I’intrication des concepts d’inclusion et d’interaction : il
s’agit d’organiser les conditions de ’interaction, ce que Mme D. fait en déléguant I’inclusion
aux éleves et semble porter ses fruits lors des dernieres séances observées, Ella étant plus
engagée dans les interactions avec ses camarades. On peut se demander si la « mise hors
champ » choisie de I’enseignante ne constitue pas une compétence a développer dans cette
situation de comodalité. Mme D. se donne un rdle de tissage d’une relation pour montrer sa
présence (bonjour), d’orchestration, d’ajustement, elle pose des régles interactionnelles (mise
en contact), et donne a Ella un statut particulier (de vulnérabilité ? Elle reste une étudiante
« empéchée »). La réflexivité de I’enseignante au fil de ses enregistrements vidéos, au sein de
cette recherche collaborative, a probablement aidé le processus d’inclusion d’Ella (Riviere et
Cadet, 2011 ; Cadet, 2017).

On peut dire que la comodalité modifie I’interaction, qui est augmentée, ce qui rejoint la notion
d’ubiquité co-énonciative, développée par Azaoui, (2015) : les ressources, supports, contenus
interactionnels, points d’attention — taches enchassées, concomitantes — expliquent et viennent
confirmer le sentiment d’épuisement et d’inconfort de ’enseignante. Outre les compétences
multimodales (Guichon et Tellier, 2017) et socioaffectives (Guichon, 2009 ; Jézégou, 2010)
propres a ’enseignement en ligne, la comodalité en situation de collaboration, telle que nous
I’avons observée, exige de nouvelles compétences interactionnelles (Develotte et al., 2021,
telles que 1’engagement dans le tour de parole ; la gestion des espaces et de la temporalité ; la
polyvalence sur les supports techniques ; la délégation de I’inclusion aux pairs. Elle révele aussi
la capacité d’adaptation interactionnelle dont font preuve les participants peu préparés a cette
situation imprévue (Perrenoud, 1999) et inédite.

En revanche, la comodalit¢ n’a pas modifi¢ ’approche pédagogique : favorise-t-elle, ou
empéche-t-elle, la collaboration entre les éleves ? Nos données ne nous permettent pas de
répondre a cette question, que nous partageons avec Mme D. : « euh finalement si euh si je le
laissais tous seuls et puis qu’apres je les mettais en groupe et puis que je leur disais alors
qu’avez-vous appris sur le photographe c¢a aurait été¢ euh peut-étre plus pertinent ».
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Résumé : (Hybridation des formations: appréhension des typologies et de leurs
évolutions... pour une pédagogie bouleversée ?)

Nous proposons d’aborder I’hybridation et ses typologies potentielles a travers la terminologie,
ceci comme traces de construction et d’évolution de ce concept. «hybrid, hyflex,
reverted, reversed, flipped » traduits couramment en francais par hybride, inversé, renversé, co-
ou bi-modal suggerent a la fois une plasticité conceptuelle manifeste, et une évolution
révélatrice pour le fondement d’une typologie opérante.

Par exemple, « Blended » comme articulation « équilibrée et harmonieuse » ou « hybrid » pour
«une nouvelle entité issue d’une réorganisation ». Apparue en 1995, la notion d’hybridation se
congoit selon 1’acception « Blended » jusqu’au coeur des années 2000.

Par la suite, la complexité des configurations dites « hybrides » est en grande partie résolue
grace au rapport Hy-Sup de 2012, mais elle demeure questionnée et pourrait étre réduite en une
approche graduelle, notamment pour la formation des futurs enseignants.

Nous proposons 4 degrés qui maintiennent la distinction entre enseignement vs. apprentissage,
en englobant des avatars récents comme 1’inversion de la classe, tout en respectant 1’héritage
des pédagogies de I’apprentissage promues par 1’« Education nouvelle » des les années 1930.

Mots-clés : (Hybridation — Dispositifs hybrides — Typologies - Centration pédagogique
« apprenant » - Classes inversées, renversées — prérogative pédagogique)

Summary: (Hybridization of training courses: understanding the typologies and their
evolution... for a disrupted pedagogy?)

We propose to approach hybridization and its potential typologies through terminology, as a
trace of construction and evolution of this concept.

The terms "hybrid, hyflex, reverted, reversed, flipped", commonly translated into French as
"hybrid, inversé, renversé, co- or bi-modal", suggest both a manifest conceptual plasticity and
a revealing evolution for the foundation of an operative typology.

For example, "Blended" as "balanced and harmonious" articulation or "hybrid" for "a new
entity resulting from a reorganisation". First introduced in 1995, the notion of hybridization
was conceived according to the "blended" meaning until the mid-2000s.

Subsequently, the complexity of the so-called "hybrid" configurations was largely resolved
thanks to the Hy-Sup report of 2012, but it remains questioned and could be reduced to a
gradual approach, particularly for the training of future teachers.

We propose 4 degrees that maintain the distinction between teaching vs. learning,
encompassing recent avatars such as flipped classrooms, while respecting the legacy of the
pedagogies of learning promoted by the 'Education nouvelle' from the 1930s.

Keywords: (Blended Learning - Hybrid Devices - Hybridization Typologies - ''Learner"
Pedagogical Focus -Flipped, Reversed Classrooms — Pedagogical Prerogative)
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une pédagogie bouleversée ?

Une riche terminologie

La terminologie en usage autour du concept d’hybridation des dispositifs, par conséquent des
formations qui en découlent permet d’appréhender ce concept pédagogique « émergeant » —
probablement est-il encore en évolution —, toutefois ceci nécessite non seulement d’examiner
des dispositifs se réclamant de ce concept, a la fois dans ce qui les constitue et permettrait de
les circonscrire ; mais surtout d’évaluer en quoi ils référeraient potentiellement a des typologies
déja existantes ou en cours d’¢laboration. Pour ce faire, nous proposons en préalable quelques
remarques liminaires concernant un ensemble de termes qui émaillent a la fois I’origine et
I’évolution des concepts liés au « blended learning ». Par exemple, « hybrid », « reverted »,
« reversed », «flipped » ou encore « hyflex» et leurs traductions courantes en francais
(hybride, flexible, inversé, renversé, comodal ou bimodall) s’inscrivent dans une forme de
tension sémantique interne, a 1’ceuvre... qui tente manifestement d’étre fidele a la fois a ce
qu’on peut concevoir comme les fondements de ce concept d’« hybrid/hybridation » tout en
s’efforcant de traduire la variété propre a I’hybridation d’un dispositif d’enseignement-
apprentissage. Cette premiere approche montrant un foisonnement de termes en regard de
I’étymologique n’est pas triviale car elle permet d’appréhender la plasticité inhérente de cette
innovation et ses évolutions vers une ou des typologies demeurant encore 2 stabiliser.

Traduttore traditore! La traduction trahit en traduisant, tant il est évidemment délicat de
nommer des avatars variés dans ne 