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IMPLEMENTING JUST IN TIME OPEN LEARNING (JITOL) TO SUPPORT FRENCH PRIMARY SCHOOL TEACHERS IN LEARNING A FOREIGN LANGUAGE


1. AIM OF THE STUDY

The French Education Ministry is currently engaged in a sustained effort to promote the learning of foreign languages in primary schools. 
Many teachers are consequently finding themselves confronted with the problem of teaching languages they do not fully master, having had little or no opportunity in Teacher Training College to gain the basic fluency in a foreign language that is essential in order to teach it. 

This paper puts forward the hypothesis that a programme of Just In Time Open Learning (JITOL) would be appropriate to solve this problem. The groundwork to the programme would be initiated during the trainee teachers' final year in Teacher Training College and be pursued during their first two years of full-time work in the field. 

In order to implement such a scheme, all language trainers in Teacher Training Colleges would themselves require adequate training to enable them to take on board JITOL methodology and the various tools of Information and Communication Technology (ICT) that would underpin such a programme.

2. BACKGROUND TO THE STUDY

Teacher Training in France

Teacher training in France - for both primary and secondary sector - is conducted throughout the country in the state-run IUFMs (Institut Universitaire de Formation des Maîtres: University Institute for the Training of Primary and Secondary School Teachers). The national network of IUFM colleges is administered by 29 regional bodies called académies (see Annex 2). 

All candidates who wish to teach at either primary or secondary level must first have acquired a university degree. Admission to the IUFMs is based on an examination and in some cases an interview. Training in the first year is both theoretical and practical and is largely designed to enable the candidate to pass the competitive recruitment examination, the concours, at the end of the year. This first year of training however is not compulsory, nor is it specific to the IUFM. Many candidates sit for the concours after having prepared for it via distance education courses run by the CNED (Centre National de l'Enseignement à Distance: National Centre for Distance Education) or simply through studying autonomously.

The status of first-year candidates is that of a student. When candidates succeed in passing the concours they enter the second year at the IUFM and become trainee teachers (enseignants stagiaires) and, as such, receive a salary from the state during that year. At the same time, they also become recognised civil servants. 

At the end of their second year, the trainee teachers gain their official status as teachers subject to three forms of summative assessment comprising:

1. an eight-week period of teaching practice;

2. exams in the various subjects studied at the IUFM;

3. a dissertation dealing with a practical aspect of education.

Updating Teacher Training

The IUFM system and its curriculum came into being in 1991. Now, ten years on, the French Ministry of Education has launched an ambitious and far-reaching reform destined to provide trainee teachers with more opportunities for hands-on experience in order to ease the shock that occurs when newly-fledged teachers find themselves confronted with the week-in, week-out reality of their profession in their first teaching posts. The Ministry of Education, in its manifesto in February 2001 (French Ministry of Education, February 2001), pinpoints the dilemma in these terms:

'Indeed, it is obvious that one of the priorities consists in helping young newly qualified teachers to bridge the gap between what they know of "the virtual pupil" in theory and the task of taking charge of real-life pupils with widely varying characteristics.' 
 

Foreign Language Teaching in Primary Schools

At this point in time, FL (foreign language) teaching in primary schools appears considerably overstretched. The French Ministry of Education has just spectacularly updated its original plan to offer FL teaching to all children over six by the year 2004, moving the schedule forward to autumn 2001. Yet already, as reported by Pugliese in the Guardian, French primary schools are obliged to call upon a variety of people to ensure adequate FL teaching. Pugliese quotes Jacqueline Quiénart, former president of TESOL (Teachers of English to Speakers of Other Languages) France:

'At the moment three types of teachers are doing the job: language assistants [foreign nationals, with student status, on a non-renewable two-year contract in secondary and tertiary education], people from outside the school, like parents, collège [secondary school] teachers doing overtime (on average 1 to 5 hours a week) or primary schoolteachers accredited to teach a second language. But in the latter case, the teaching skills are not actually tested.' 

(Pugliese, 2001)

This final remark spotlights the weakness in the current teacher training system. 
FL training in the IUFM remains an optional subject in the curriculum; while maths and French are mandatory. And even for those who do choose to study foreign languages, much of the training is sorely lacking in the basics. 'The basics'? Michel Candelier's remark at this year's Expolangues trade fair in Paris, citing his own 1998 study of FL tuition in primary schools in France, serves as an adequate definition:

'[…] in terms of the effectiveness exerted on the development of pupils' skills, the best teacher is the ideal that we all are familiar with, namely a teacher with an adequate command of the language he or she is called on to teach.' 

(Blondin et al, 1998a)

Teacher Training in Foreign Languages

In my work as a lecteur (language assistant) at the IUFM in Lyon from 1999 to 2001, I was able to observe the type of FL training that is prevalent for one particular category of students and trainee teachers, that is to say those aiming to work in primary education. The first-year students in this category are called PE1s (Professeur des Ecoles: Primary School Teachers) and the second-year trainee teachers, PE2s.

Preparation for the first-year competitive exam concentrates on listening comprehension and on reading and speaking skills. The training is pragmatic and will, in the long run, prove useful for the general communication skills PE1s will require when - or if - they reach the classroom. The 'if' is significant, since statistics for the year 1999 show a success rate in the concours of no more than 1 in 5 (see Annex 1). It should however be added that this rate increases to 1 in 2 for those students who are enrolled in, and attend, the IUFM.

The training for the PE2s concentrates largely on FL teaching methods (didactique). Little time or emphasis is afforded for training the PE2s to develop a personal mastery of the language. The complaint from one IUFM trainer in Italian highlights this shortcoming, when she deplores 'the PE2s' general inability to converse in the foreign language'.

Once in the field, primary school teachers have great difficulty in maintaining whatever skills they may have in a foreign language, and even more difficulty in finding a means to upgrade those skills. This problem, according to Raya & Hewitt,  is universal:

'It is almost as if once teachers enter professional life, their continuing education becomes difficult to trace and assumes a largely private and independent character. Although continuing education policy differs among countries, a defining characteristic common in all contexts is the chaotic nature of this policy. It seems to be everyone's and yet no one's obvious responsibility or priority (Lanier and Little 1986).'

(Raya & Hewitt, webpage: n.d.)
Media Used in Teacher Training in Foreign Language

A substantial task requested of me in my first year's work at the IUFM was to carry out an audit of the media used in FL teaching for the PE1s and PE2s. The audit took stock of the ITC equipment available in the three IUFM centres that belong to the Lyon académie, that is to say, Lyon itself, Saint-Etienne and Bourg-en-Bresse. The audit went on to outline a programme of semi-autonomous learning for both the PE1s and the PE2s (Mortimer, 2000). This scheme advocated collaborative work in small groups of 4 to 5 learners, with tutoring both face-to-face and at a distance, via e-mail and telephone contact, with a workload over the academic year varying from 30 to 36 hours, of which 50% was to be at a distance.

One of the salient conclusions of the audit was the need to train the IUFM language teachers to cope with the basic principles of distance education and to handle the appropriate technology, such as Internet and e-mail. This consequently led to my being asked to run a training-for-trainers programme during my second year, called TICE-2 (Technologies d'Information et de Communication pour l'Enseignement 2: ICT for Teaching).

In TICE-2, three members of the English teaching staff - under my guidance - experimented with the design and implementation of a simple programme of 
self-directed learning over 8 months from November 2000 to June 2001.

From April to June, two test groups of PE2s acted as self-directed learners under the guidance of two of the English teachers and myself. The students tested an online forum created specifically for them and were introduced to some aspects of collaborative learning via the forum and e-mail. These test groups were called 
CLEO 1 and CLEO 2 (Collaborative Learning of English Online).

3. LITERATURE REVIEW

1. JITOL 

2. Self-directed learning

3. Collaborative learning

4. Online teacher training

3.1 JITOL

Defining JITOL

In order to grasp the concepts that govern JITOL, it is useful to situate first of all the ITOL model (Information Technology-based Open Learning) - with its confusingly similar acronym - that gave rise to JITOL and which: 

'[…] set out to examine how universities could capitalise upon […] new technology and open learning in order that they could become more flexible and responsive in their vocational education and training provision.'

(McConnell, 2000:191)

The ITOL model is of interest here because it already concentrates on a concept we shall return to later in the Analysis section of this paper, that is to say the character of the learner-tutor relationship: 

'The ITOL model […] allows any individual learner to communicate with a tutor or tutors […], with other learners and with a series or collection of both university and non-university based resources.'


(McConnell, 2000:194)

The reference to learners communicating with each other draws us further back in time, with ITOL itself reposing on the theory of Networked Learning. McConnell, citing his collaborative conclusions on this topic (Banks, Graebner and McConnell, 1998), reminds us that Networked learning:

'[…] has a focus on student-to-student collaboration, where students use the technology to learn from and with each other.'
(McConnell, 2000:190)

This remark is crucial for it enables us - with hindsight - to perceive the evolution that will ultimately lead us to JITOL, when McConnell goes on to point out that in Networked Learning:

'Collaborative forms of learning reduce the 'authority' of electronic and other forms of publications, by encouraging  students to develop and share their own situated knowledge and learning resources.' 
(McConnell, 2000:191)

It is here in this last concept that we find the seeds of thought that will eventually mature into the model of JITOL which McConnell will come to define as:

'[…] self-directed open learning at a distance using information technologies for the professional and personal development of individuals.' 


(McConnell, 2000: 198).

Diverse models of JITOL have emerged. The 'Communication' model identified by McConnell, however, lends itself to the IUFM debate, because it is based:

'[…] on exchanges and collaborative learning. The objective is to allow knowledge building through social interaction. […] The constitution of a learning group is central and requires a common project to work on. The focus, however, is still on personal learning.'
(McConnell, 2000: 200)

This definition signals the distinct move away from Computer Assisted Learning (CAL) with its notion of the computer as sole interlocutor and reservoir of knowledge - a move which is already sketched out in Networked Learning theory and is fully delineated in this, the 'Communication' model of JITOL. Communication between individuals - albeit  via computers - is the means of enabling the production and construction of knowledge. McConnell (webpage: n.d.) neatly illustrates and condenses the concept when he quotes Barnes and colleagues' lapidary 
'Present talking is future thinking.' (Barnes et al 1969: 126). And it is indeed this thinking aloud together, afforded by certain models of JITOL, that opens the way to knowledge building. The conclusions of the 1992-1994 JITOL-MEDICAL field trial support this premise, stating that JITOL:

'[…] is based on interactions between people (by opposition to interactions between users and material objects as [and?] data bases). Users are both learners and "producers" of knowledge, indeed, the interactions between the users build the different JITOL knowledge bases. These knowledge bases feed and are fed by users; they are thus dynamic and constantly evolving.' 


(Gardiol et al, webpage: n.d.)

The construction of such 'knowledge bases' is not predetermined. The knowledge base is generated in the unfolding communication that occurs between learners 'coming together' on any formal remit. The University of Lancaster report on the 
1992-95 JITOL project defined such a concept in these terms:

'Whilst formalised knowledge has always been shared, the JITOL emphasis has been on the contextual knowledge which evolved during peer interactions. Hence, although the initial interaction between peers may be stimulated by a formal knowledge base, the experiments examined ways in which the expertise made explicit during 'situated' interactions could be captured and transformed into knowledge which was progressively incorporated into an evolving knowledge resource base.'
(University of Lancaster, webpage: n.d.) 

This 'evolving knowledge resource base' serves to enlighten a 'community of practice', which is defined as:

'[…] groups of people such as those who work in similar jobs and have common job-related interests.' 
(University of Lancaster, webpage: n.d.)

Having thus defined the audience, it remains to add ICT to the equation as the community's means of communication, with the resulting benefit to the community being its capacity to:

'[…] stimulate and support the exchange and collaborative sharing of expertise […] between professionals within the same organisation, the latter leading towards the building of a learning organisation.'


(University of Lancaster, webpage: n.d.)

And here, in this ultimate formulation of JITOL, lies the springboard for the rest of this paper. We will, from this point onwards, use the construct of: 

· a virtual learning organisation communicating online and serving the personal and professional objectives of its members, 

as the JITOL model for the self-directed learning of foreign languages by primary school teachers in the IUFM context. 

Justification for the adoption of JITOL

Adopting JITOL is justified in the IUFM context by the situation in which teachers find themselves when in the field for the first time. Their first teaching posts make intensive demands upon them for which the eight weeks' work experience in their final year's training has given them little preparation. 

Cut off from their tutors and their peers, newly qualified teachers have to come to terms with the excessive insularity their new positions impose. It is in an attempt to alleviate this insularity that the idea of a 'virtual learning organisation' within a predefined geographic area could be effective.

At this point, however, it is important to remember that JITOL is, and always has been, a construct for professional training. This paper is therefore putting forward JITOL as a solution to a professional quandary in the IUFM context: that of teachers unable to cope with FL teaching in the classroom. The scope of the project, however, is both personal and professional:

· 'personal', because it will enable individuals to upgrade their skills in a given foreign language; 

· 'professional', because the foreign language competency these members of the teaching profession will acquire through a JITOL-inspired programme will in turn empower them in the teaching of that same language.

Teachers, using, for example, an online forum - run in different foreign languages - would  be able to exchange advice, tips, documents, web sources, etc. and ultimately facilitate collaboration on teaching methods. Whether in far-flung rural areas or urban ones, they would be able to exchange and compare first impressions on the demands made of them when confronted with teaching foreign languages to their first cohorts of primary school pupils. Such exchanges as these would fulfil the professional promise of using JITOL, in order to promote teacher competency in the classroom. At the same time, such exchanges would also allow members of the community to improve their personal communication skills in whichever foreign language they are dealing with. Language learning would be problem-centred. Members of the community would come together, as was stated earlier, 'stimulated by a formal knowledge base', that is to say by the need to cope with FL teaching in the classroom. The 'contextual knowledge' gained from this interaction will be the exchanges and the collaboration that arise from it carried out in the foreign language, thus serving the 'personal learning' cause of individual participants in the community.

Relevant aspects of JITOL in the IUFM context

'The learners of the near future will be […] accustomed to highly immediate, interactive, visual electronic sources. They will want learning that is: "Just in time, just for me, just a keystroke, just for now" (Spender, 1999).'

(Salmon, 2000: 90)

Spender's remark is worthy of debate, particularly if we apply it to the learning of a foreign language by primary school teachers. Let us define what each of these four parameters may signify, and evaluate the implications for the audience we are studying.

'Just in time'

This we interpret as learning which comes at the right moment to fulfil one's needs, personal and professional. 

For the primary school teacher confronted with managing FL teaching, the need to maintain fluency is crucial. Granted, the language at play in the classroom can be qualified as Language for Special Purposes (LSP) (Bondi, M, 1999), that is to say a range of vocabulary and contextual communication that can be mastered once and for all. But if the classroom teaching is learner-centred, allowing pupils to freely request themes or activities, this may take class management outside LSP. In this case, teachers will need to regularly resource their language skills. But how regularly? This question requires refining. Let us reformulate it and ask: how do teachers, if self-directing their learning, identify the 'right time' for new foreign language input for themselves? 

'Those working in the field are well aware that primary school teachers are in need of support for self-development in their foreign language teaching, not least because their own competence in the foreign language can fossilise or even regress […] either because they work in small rural contexts or because they are the only foreign language teacher in their school […]'

(Lingua Action A Project, webpage: n.d.)

Timing one's learning when one is isolated - with no peer feedback - is difficult. Learning 'just in time' needs moderation that is external to the learner, that is to say a third party that enables the learner to see that the time is right to move on, to update, to question, to improve. Thanks to this outside stimulus - a mirror held up to the learner - there is self-analysis, review of one's needs and capacities, and concurrently an assessment of the opportunities on offer, followed by the choice to engage in change or not. If learning is to be 'just in time', then primary school teachers will need a community - albeit virtual - for them to mirror each other's language competencies, thus enabling them in turn to engage in that change. 

'Just for me' 

This term supposes that the learning afforded to the learner is highly individualised, targeting a specific need.

The richness and diversity - growing daily - of the Internet leads us to suppose that the resources to be found there will enable all self-directing learners to find the material they are seeking. The material will be - and already is - 'just for me' because learners can 'pick and choose', structuring their knowledge by sifting through all that is 'out there on the Net'. Felix has drawn up a fine-tuned survey of Internet's potential in language learning, and reminds us that:

'[…] the Web offers a window into the target culture which is of enormous benefit because it is so far beyond what can be offered in the classroom.'


(Felix, 1998: webpage)

The term 'Just for me', however, also has negative connotations and can be interpreted as an egotistical approach - any one person learning 'just for themselves', which would in turn lead to even greater isolation. This interpretation therefore encourages us in our charted adoption of collaborative learning in the IUFM context: collaborative learning grounded in Vygotsky's theory of the Zone of Proximal 
Development (1978), in which members of a group learn through:

'[…] modeling in the collaborative group[,] behaviors more advanced than those they could perform as individuals.' 
(Slavin, 1995: webpage)

and that, furthermore, learners:

'[…] operating within one another's proximal zones of development will model higher-quality solutions for one another.'
(Slavin, 1995: webpage)

In short, with the intended setting up of an online forum in the IUFM context, let us build on the 'for me' construct, pruning it of its deleterious overtones, and rename it: 'for me, through we'.

'Just a keystroke' 

This term connotes easy and immediate access to data through computer-based technology, but also, perhaps more importantly, ease of communication with other people.

This concept points the debate towards the subject of computer-literacy. Keyboards presuppose - naturally - the use of computers, and until such time as computers lose their leaden reputation for generating difficulties, the ease of access to the information and communication they afford will be open to criticism - much of it justified.

Mastering one's computer and the programmes it houses can be equated with learning a foreign language. In this, the dawn of the Artificial Intelligence (AI) Age, are we not - we as humans - simply ironing out our communication with machines that have a language of their own? The language of AI is evolving fast - maybe faster than the capacity, or the time, that humans have to keep up with it. Perhaps with the advent of more voice-controlled applications, this situation will improve, yet the difficulty will remain - that of machines gifted with increasingly complex programs requiring their human interlocutors to 'learn the lingo'.

This brief aside on AI serves only to highlight - in the IUFM context - the need for simplicity in the media that should be implemented. A teacher's or a tutor's job is to know how to interact with others: interpersonal skills. Teachers and tutors need training in the nuances of communication, not computer science! We, as trainers of trainers, must offer them access to technology that is user-friendly, and as uncomplicated as possible. This is not to say that we are dodging the issue. Technology-based communication will continue to escalate and we must keep up. Nonetheless, we need, from time to time, to arrest one medium which fits the bill in any one learning arena and stick with it, and not flip over to some dazzling new technology, simply because it has just come onto the market.

To conclude then, the answer to 'just a keystroke' is yes, but with recourse to computer-supported learning, in the IUFM context, that is articulated through software - and, where possible, hardware - that is common to all sectors of the institution. In simpler terms, there should be homogeneity across the board in the choice of software used throughout the institution. Trainers from one department should not, for example, be instructing trainee teachers using one kind of software - a word processing programme, for instance - while in another department a colleague is using a different one. This inevitably requires the IUFM, upstream of all teaching, to consider very seriously its policy in the implementation of ICT and the software and hardware that accompany it. 

'Just for now'

We can perhaps define this as learning tied to a need that is ephemeral. It is a 'unit' of learning - a 'link in the chain' of one's learning. From a negative point of view, 
we might also define it as learning with built-in obsolescence - a 'quick fix' - something we may need to master on the path to other competencies: a 
'unit' of learning that is not an end in itself. Passing an exam that relies heavily 
on rote-learning of information, by simply 'mugging up' on it would be a good example.

In learning a foreign language, one might argue that no linguistic input is ephemeral, if fluency is taken as meaning that one has, 'at one's linguistic fingertips', all the wealth of vocabulary and idioms and capacity for self-expression that one has acquired since one began learning the language. 

In the IUFM context, if the aim is to offer primary school teachers the means to put together a 'linguistic baggage' for themselves, then we must reject the concept of 'just for now' learning. It smacks of language learning on a superficial basis - memorising vocabulary or grammatical rules in isolation. As pedagogues, we would prefer to see our virtual IUFM community adopt a more holistic approach, encouraging deep learning.

'Normally only the results of the deeper analyses can be regarded as learning, the by-products of preliminary or 'surface' analysis are discarded. What is needed is meaning, and the extraction of meaning involves the deeper levels of processing. The superior learning results from material that has been acted upon, and is better remembered, if it is actually generated by the learner, rather than presented to the learner. These have been termed the generation effect by Gardiner (1989).' 
(Jobring, 1999: webpage)

Language acquisition needs to be context-based, encouraging learners to reconstruct their mindset towards a language, not perceiving it as something existing in limbo, but to replace it in its socio-cultural environment. In English, for example, how superficial (and difficult!) it would be memorising the multifarious phrases that are used for describing rainy weather ('spotting', 'drizzling', 'pouring/bucketing/pissing down', 'raining cats and dogs', 'the skies opened'), if one has not absorbed (sorry for the pun) the British predilection for discussing the weather, and understood the difficulty of living in such a climate. In short, a foreign language is not a string of words, but a million tiny mirrors that reflect the culture  - or cultures - of the country. 

The aim, then, of a community of learning for primary teachers must be towards foreign languages that are firmly anchored in the society that generates them. A foreign language is not just another way of saying what we would say in our mother tongue using different words. A foreign language needs to be viewed as a vehicle, bringing a new culture to us and at the same time transporting us away into that same culture.

A scurrilous nineteenth-century joke maintained that the British, when abroad, were convinced that all foreigners spoke English as their mother tongue, but that they persisted in speaking in a foreign language out of sheer bloody-mindedness! If we excuse the ludicrously xenophobic nature of the joke - targeting as it did colonialist Britain - it enables us to put our finger on the pulse of this argument. In a word, learning a foreign language is tantamount to abandoning oneself to a new culture. Those who stay on the edge, paddling in from time to time - 'just for now' - will never know the joys of swimming way out into deeper waters and plunging their heads beneath the surface!

To summarise, let us attempt to isolate those aspects of JITOL that should be introduced to trainee teachers during their final year's training that will enable them to self-direct their learning of foreign languages during their first two years in the field. Three aspects - drawn from the conclusions of the Just In Time Open Learning project, at the University of Alberta (Wright, K, 1999) - merit consideration: 

· initiating and supporting collaborative discussion;

· the creation of a shared evolving knowledge base;

· the issue of time, i.e. open learning that is not treated as an 'add-on', but integrated into the learner's workload and recognised as such, by the learner and by the institution.

These points will be analysed - especially in the light of the TICE-2 programme and the CLEO 1 and 2 experiments - in Section 6 of this study.

The importation and acclimatisation of foreign concepts

Before closing this debate on the relevancy of JITOL in the IUFM context, it is necessary to consider the phenomenon of what may be termed 'the importation of foreign concepts and their 'acclimatisation in a home setting'.

In a French educational environment - that is strongly individualistic, highly competitive, and that lays great importance on academic knowledge - JITOL will no doubt be viewed as some exotic, quixotic fad. Opposition will come from all quarters, not least from the trainee teachers themselves, unaccustomed as they are to collaborative learning. 

We will be deluding ourselves to hope that attitudes will change overnight. Even if the term 'formation juste à temps' (just in time training) is currently used on vocational training websites in France, little trace is found of it in tertiary education sites. Researching the term in French on the Internet, one finds it mentioned in French-speaking Canadian university spheres due - as may be expected - to the long-standing history of distance education in that country:

'Universities […] are being called upon to accomplish an added, 
newly-emerging mission, that of acting as a haven to which a growing 
number of graduates return to recharge their batteries and update 
their knowledge. […] the expansion of this training sector in a global 
context calls for universities to offer programmes that fit the bill and that 
reach standards of quality of the highest order. They must therefore 
be able to start adapting their institutions in such a way as to enable them 
to respond efficiently and flexibly to the increasing needs in adult 
continuing education, in just in time training, and in distance training.'



(CREPUQ manifesto,1999)

Will the IUFM - as the author has previously experienced in other higher 
educational establishments in France (Mortimer, 1999) - disdain innovation 
that has not originated in France, and - more importantly - reject it because 
such innovation straddles the divide between academia and industry, and 
in doing so, exacerbates:

'[…] the French academic dislike for anything that smacks of commerce. Jacques Vauthier, secretary general of the FIED (Fédération interuniversitaire d'enseignement à distance: Interuniversity Distance Education Federation) and vice-president of the EADTU (European Association of Distant Teaching Universities), has already warned of the dangers of this attitude (Vauthier, 1998):

"[…] 'lifelong learning' is a windfall that French universities would do well to preoccupy themselves with, and in doing so produce, as an 
end-product, courses of 'industrial' quality with a learning environment that is not necessarily the one at present found in our institutes of higher education." 
 '
(Mortimer, 1999)

In short, will JITOL - despite having no pecuniary benefits for the institution or for the trainee teachers - be perceived as too industry-related to be worthy of French academic consideration? 

3.2 SELF-DIRECTED LEARNING

On the assumption that primary teachers will be 'their own masters' in an online forum, it is essential to consider how and to what extent they will be able to self-direct their learning. The opportune starting point for such considerations may be the analysis of the concept of andragogy.

Andragogy

Andragogy has been, and still is, a term that has lent itself to much debate and continues to evade definition, and even recognition, failing, for example, to appear in the New Shorter Oxford English Dictionary (1996). 

The roots of andragogy, in the USA at least, lie in the theses of Knowles (1970):

'[…] adults are self-directed and expect to take responsibility for decisions. Andragogy makes the following assumptions about the design of learning: 

1. Adults need to know why they need to learn something

2. Adults need to learn experientially

3. Adults approach learning as problem-solving

4. Adults learn best when the topic is of immediate value'

(Brna, P et al, 2000: webpage)

In the United Kingdom, through the work of both Brookfield and the Nottingham Andragogy Group, the construct of andragogy has developed considerably, with Brookfield (1986) challenging the behaviourist undertones in Knowles' assumptions, and seeing andragogy in wider terms as more of a 'transactional encounter' between the learner and the educator and:

'as an approach which encourages adults to think critically rather than to accept others' thinking.'
(Macharia and Mungai, 1992: 79)

The Nottingham Andragogy Group (1983) situates the debate beyond the notion of education and learning by defining andragogy:

'as a process through which adults are actively and critically involved in creating their own lives.'
(Macharia and Mungai, 1992: 79)

Andragogy serves, it would seem therefore, as an umbrella concept enabling a perennial academic debate centred on adults engaged in self-actualisation, where this need is defined by Maslow in the following terms:

'Even if all these needs [physiological; safety; belongingness and love; esteem] are satisfied, […] restlessness will soon develop, unless the individual is doing what he or she, individually, is fitted for. Musicians must make music, artists must paint, poets must write if they are to be ultimately at peace with themselves. What humans can be, they must be. They must be true to their own nature. This need we may call self-actualization.'



(Maslow, 1970: 22)

The debate on andragogy is, however, overlaid with ever more nuances as we move away - timewise - from the teaching model that Freire (1970) qualified as the 'banking' concept, in which learners are but passive partners in their educational transaction, towards current constructivist models that have given rise to enhanced 
learner-educator relationships. Billington's conclusions in this field - with reference to adult learners in contact with teaching staff in higher education establishments - is of specific import for the IUFM context. One of the key factors in adult development, she maintains, depends on:

'An environment where faculty treats adult students as peers--accepted and respected as intelligent experienced adults whose opinions are listened to, honored, appreciated. Such faculty members often comment that they learn as much from their students as the students learn from them.' 

(Billington, 2000: webpage)

This factor - that of an egalitarian learner-tutor relationship - is a lynchpin in the premise of this paper and will be evoked later in the Analysis section.

Adult learning

Restraining - for the sake of this debate - the term andragogy to the definition of 'adult learning', the following conclusions by Dirkx & Lavin (1995) and Pelavin (1990), taken from the Nebraska Institute for the Study of Adult Literacy website, are particularly relevant to the development of a virtual learning organisation for primary school teachers in the field:

'Assumptions About Adult Learning:

[…]

3. A fundamental aim of instruction is to facilitate growth in critical thinking, problem solving, and learning to learn. 
(Dirkx & Lavin, 1995) 

4. Adults learn best when:

[…] 

c) they have opportunities to engage in social learning, i.e., they learn from peers as well as from an instructor; 

d) they have a variety of options appropriate to their learning styles (including sensory modalities, ways of thinking, and both individual and group learning) and have opportunities to analyze and expand their modes of learning; 

[…] 

f) they have an opportunity to apply theory/information to practical situations in their own lives.' 
(Pelavin,1990a)

Developing one's critical and problem-solving faculties along with the capacity to permanently assess and reinvent one's learning style indeed forms the cornerstone of self-directed learning. It is an uninterrupted dialogue with oneself that is simultaneously called into question, refined and enriched by interaction with other people or with the points of view of others. The interaction may be of any ilk: synchronous, asynchronous; interpersonal, impersonal; one-to-one, one-to-many. What will count most, however, with any one individual is their degree of 
open-mindedness to the channels of interaction at their disposal and the 
wits to exploit them.

Pelavin's last point (f), however, begs debate. It seems harrowingly utilitarian to consider that learning must necessarily result in some down-to-earth outcome, thus seeing learning on a quasi 'return on investment' basis. Learning, we contend, may be abstract, fulfilling no practical or functional requirement; it may also be recreational with the mere aim of satisfying one's desire for distraction or pleasure. Rutherford articulates the same reticence when she summarises Brookfield's (1986) questionings on andragogy:

'Should programs be organized around life application, problem-based, competency development? 

· Will this result in education for productivity instead of personal development or social change?

· What will be the impact on the notion of lifelong learning for love of learning?' 
(Rutherford, 1999: webpage)

To return to Pelavin, however, his work pinpoints one concept central to the notion of self-directed learning when he states that adults:

'[…] are said to possess a unique, reflective capacity to look at themselves from outside themselves, called "metacognition".' 
(Pelavin,1990b)

This faculty for self-analysis - engendering awareness of oneself and one's capabilities - is perhaps the key to promoting self-directed learning. Gardner (1993), in his definition of seven types of intelligence, termed this: 'intrapersonal intelligence', and summarised it as:

'the capacity to know one's strengths and limitations and to act according to this knowledge.'
(Picciano,1994:107)

It is with this concept in mind that we should now make the transition from 
self-directed learning to collaborative learning, for self-analysis conducted in isolation - in a vacuum - may, we contend, lead to introspection. Pursuing Pelavin's analogy, one does indeed need to look at oneself 'from outside', but the aim of this paper is to develop the theory that such self-review will reap far greater benefits if carried out 
in the company of others. 


3.3 COLLABORATIVE LEARNING

Social learning

Collaborative learning is not just 'working in groups', where 'many hands make light work'. Its philosophy reaches beyond mere ergonomics into the wider concept of social learning where - according to Salomon & Perkins (1998: webpage) - knowledge is constructed in 'reciprocal spiral relationships'. These are described as 'learning systems with varying degrees of social mediation and collectivity at different moments'. Furthermore:

'[…] these different learning systems are symbiotic. They benefit one another. Students may learn better and thus reach deeper understanding of the subject matter at hand, an achievement they will walk away with as their solo achievements, while the team may learn to learn better as a team through participation in such spirals (e. g., Bereiter, 1997).' 



(Salomon & Perkins,1998: webpage)

It follows then that the learning that results from such relationships is unique and original, springing from the uniqueness and originality of each participant member and the community as a whole. Quoting  Healey (1997: 256), Merridew warns us, however, that:

'[…] knowledge is not "out there" as something that exists to be found. Rather, it is actively constructed through social interaction in ways that relate to purpose.'
(Merridew, 2001: webpage)

Learning is therefore generated, then negotiated, and ultimately substantiated in these exchanges between individuals. 

Furthermore, social learning implies that on the simple basis of 'strength in numbers', the scope and the quality of all that is acquired in such contexts is superior to what any one individual may attain. Punja, citing Moser et al (1998:122), qualifies this as:

 'the greatly increased power of a collective social pursuit of knowledge, reaching far beyond what any individual human could accomplish.' 


(Punja, webpage: n.d.)

Cooperative learning

Orienting our debate towards the objectives of this paper, it seems timely at this point to move on to the concept of cooperative learning, often used synonymously for collaborative learning, and which McConnell defines as a process that:

'[…] makes public our own learning, the learning of others and the learning of the group. This "making public" works as a central process in cooperative learning and confirms its social and democratic nature.' 



(McConnell, webpage: n.d.)

Viewed in the context of the virtual learning organisation that we advocate for newly fledged teachers coming together of their own accord to learn from, and with, each other, McConnell's theory drives home how individual participants, in such an environment, will have to 'take their learning into their own hands':

'This approach emphasises internal moderation by learners themselves. It is problem or issue based. Learners learn largely through intrinsic motivation, and rewards are largely intrinsic. […] The learning goals are largely defined by the learners themselves.'
(McConnell, webpage: n.d.)

A self-determining dynamic learning community 

A community of learners free - and obliged(!) - to manage its own learning inexorably catapults this debate into a discussion of the type of knowledge that such a community is likely to access and the validity of this self same knowledge. The advent of quasi unlimited online resources, along with a plethora of possibilities for global communication, now means that:

'Learners [sic] enquiries are no longer confined to the current textbook, or possibly the local library, but may be extended to include a range of learning materials, original source materials, the contents of numerous libraries, and direct access to experts around the world.'
Brna et al (2000)

Free from the 'tyranny' of any outside agency imposing its preordained knowledge or 'right way of thinking', learners can, at last - in collaboration - chart their own courses:

'One way in which self-determination in learning may be encouraged is through participation in learning communities. Wilson & Ryder (1998) describe a dynamic learning community as one in which control is distributed amongst autonomous members who may engage in flexible and negotiated learning activities and high levels of dialogue, interaction, and collaboration with a commitment to the generation and sharing of new knowledge. '


Brna et al (2000) 

A learning community that can self-manage its own advancement: this, then, is the crux of the debate that will follow. How to trigger trainee teachers during their final year's training in the IUFM into appropriating the concept of collaborative learning in order for them to maintain the thrust of their self-directed learning in an autonomous, group-led community, when they are 'left to their own devices' in the field?

3.4 ONLINE IN-SERVICE TEACHER TRAINING

Internet research reveals that in France, at least, no established form of online training exists for primary school teachers in the field. At a local level, the Lyon académie shelters a mailing list (ET: English teachers) for secondary school teachers of English that enables the exchange of information and advice on various topics, but can scarcely be entitled a 'community of learning'. It is not actively moderated and contributions are in general 'one-off' and highly intermittent - three or four contributions a week at best - with little discussion developing from the points raised.

Further research - on a national scale - reveals commercial initiatives springing from collaboration at a European level, such as the Rome-based commercial venture, Webschool, that is at present being set up; one of the partners in this operation notably being the IUFM in Nice. The site is labelled as 'a project funded by the European Commission under the TEN-Telecom programme' (Webschool, webpage: n.d.) and in its e-learning objectives plans to offer a vast range of online facilities: chat groups and forums, document sharing and on-line tutor services. It seems however to be - again - directed essentially towards secondary education.

Various European Community-financed projects have seen the light of day, generating honourable conclusions at the time, such as T3, The Telematics for Teacher Training Project, 1996-1999, involving six European countries (with France represented by the IUFM in Grenoble), and the SETTT, Strategy in Educational Technologies and Training for Teachers, 1995-98, a Socrates programme. It is with great regret, however, that one has to record that the trace of these initiatives remains on the Internet - often with broken URL links and outdated information - like some cemetery of good intentions, full of enterprising ideas that seem never to have been taken up.

The help offered - at a European level - to primary school teachers in their FL teaching is often prescriptive, with higher education research generating much author-led methodology or creation of materials. For example, the Lingua Action A project, entitled Towards Autonomy in Primary Language Teacher Education - An Approach Using Modern Technology, to be found on the Paedagogische Akademie Baden website in Austria, has this as one of its objectives:

'As a first step, two profiles will be written, one addressing language teaching skills, and the other the teacher’s own language proficiency. Video recordings of teaching and learning in actual primary foreign language classrooms across Europe will be produced together with a Teacher Guide for analysing these.'
(Paedagogische Akademie Baden, webpage: n.d.)

Yet again, it is regrettable to discover that no subsequent trace of this laudable project is to be found when researched via the Internet.

Many European bodies exist that encourage schools of member states of the EC to communicate institutionally in various ways, such as the European Schoolnet (webpage, updated May 2001), and above all Comenius, the European Cooperation on School Education programme. These and a plethora of other sites - such  as BECTA (British Educational Communications and Technology Agency); CILT (Centre for Information on Language Teaching and Research); Teacherline; Education.com; Learn-nett; online-teachers.net; Teachernet - all offer school teachers unlimited information; few, if any, enable communication among teachers. The Lingu@net forum, a UK e-mail discussion group for people involved in language teaching and research, is a happy exception to the rule, but - as may be expected - offers only English-speaking contributors the opportunity to communicate with each other. 

This brief overview of online resources for self-directed learning available to 
in-service primary school teachers confirms the premise put forward in this paper: that a grass roots approach to the problem is required. 

In-service teacher training needs to include small, local initiatives where teachers are offered the skills and the means to 'come together' in learning communities over limited geographical areas with the opportunity for 'intimate' peer communication thus affording them the dialogue that will enable them, as individuals, to generate and appropriate their own learning. 

Information alone is a blind alley if it cannot be acted upon by those who access it. 'What I hear, I forget. What I see, I remember. What I do, I understand.' (Confucius). To see information is but to catalogue it. It is in the processing of information that knowledge is created. Learning is born in the doing.

4. RESEARCH METHODOLOGY

In order to set up a scheme whereby newly qualified primary school teachers might self-direct their FL learning once in the field, it is necessary to back-pedal, so to speak, and consider the contingencies such a scheme will represent, upstream, in the IUFM curriculum. It also implies - still further upstream - that the teaching staff of the IUFM's Foreign Languages Department will need training in various fields - not least of all, technological - in order to sustain such an initiative. 

The TICE-2 training-for-trainers programme from November 2000 to June 2001, in which three members of the English teaching staff - under my guidance - designed a simple self-directed learning programme for two test groups of PE2 trainee teachers (CLEO 1 and 2), furnished many indications as to the manner in which an 
IUFM-JITOL scheme - as we will call it from now on - might be implemented.

CASE STUDY

To translate what occurred throughout the eight months that the TICE-2 programme lasted, this paper adopts a 'case study' approach, where this term is interpreted as an effort:

'[…] to portray 'what it is like' to be in a particular situation, to catch the 
close-up reality and 'thick description' (Geertz, 1973) of participants' lived experiences of, thoughts about and feelings for, a situation.'


(Cohen et al, 2000:182)

My intimate involvement in the TICE-2 experiment further compels me to adopt - within the framework of a case study approach - a narrative inquiry approach in order to take into account and to be able to relate in simple everyday terms the troughs and peaks of the programme over the eight months it lasted. However, the very limited number of IUFM language trainers and the equally small number of PE2 trainee teachers involved in the programme cannot justify this study establishing any statistics supporting the feasibility of the IUFM-JITOL project. 

'Participant-observer' status

My non-renewable, fixed-term contract with the IUFM (1999-2001) afforded me a 'participant-observer' status (Cohen et al, 2000:186) throughout my two years presence in the institution and notably during the TICE-2 programme. Sharing, as I did, the unofficial status of FL trainer along with the 10 official FL trainers, I was able to participate fully in the day-to-day life of the institution and in a considerable number of aspects of its teaching. However, my official status - on paper - as that of a lecteur, with my pre-determined 'shelf life' of two years, offered me the opportunity 
to observe - with some considerable objectivity - the IUFM's institutional culture, in particular with regard to FL training. This latter conclusion is corroborated by Cohen et al (2000:188) when they state that the chief advantages of the participant observation approach lie in the 'more intimate and informal relationship with those they [the researchers] are observing' and the opportunity it offers 'to discern ongoing behaviour as it occurs'.


Evaluating the TICE-2 programme

My evaluation of the TICE-2 programme is founded on interviews and summaries of meetings and discussions, along with the points of view of colleagues expressed in 
e-mail exchanges. Three questionnaires were also used (see Annexes 3, 4 and 5).

Mrs X, who was extensively involved in the TICE-2 programme and who acted initially as co-trainer with me - and subsequently as trainee - in the programme itself, has, through interviews and much e-mail correspondence, been an invaluable resource in the preparation of this paper. Mrs X, it must be added, is an IUFM language trainer of several years standing and has been a 'moving force' in implementing ITC in general throughout the IUFM and has notably striven - via e-mail - to generate greater interpersonal communication among the various members of the Foreign Languages Department of the IUFM. 


5. STATEMENT OF RESULTS

TICE-2

The TICE-2 programme began with eight IUFM FL trainers enrolling in it. Of these, five dropped out of the programme after the initial face-to-face session. With hindsight, Mrs X analysed this as our having overestimated the group's computer literacy. Some of the members, she said, were still struggling with mastering e-mail and how to attach a file. For my part, I believe the TICE-2 programme - which entailed mentally switching over from the provision of face-to-face training to designing and mentoring a pilot unit of self-directed learning - proved an intellectual and professional challenge for certain members that was too great. One of the enrolees who quit the group reacted to the start-up session in an e-mail a week later, expressing her frustration in these terms:

	'Adults who are trainers, or primary or secondary school teachers, have little time for reflection. They are no longer students.' 



Mrs X, in an ensuing e-mail, admits:
	'Some of us seem to have lost the capacity to undergo training (it's a fact it's been a long time since we last did it), and mentally we didn't lend ourselves to the task that afternoon [start-up session].' 



Of the eight enrolees, three went on to explore the use of an online forum. This was introduced in January and sheltered on the then eGroups site - now taken over by Yahoo! and called Yahoo! Groups (see References). 

CLEO 1 AND 2

Only one of the two CLEO groups - CLEO 2, in the Bourg-en-Bresse branch of the IUFM - functioned as planned; however only two learners enrolled in it. The CLEO 1 group in Lyon disbanded after a highly encouraging face-to-face start-up session with the four young women who had enrolled. However, the transition to online communication proved disastrous: the eGroups system seemed too complex for the learners to grasp, despite my having chosen to use the French language version. This compelled me to adopt another system for CLEO 2, called Nicenet (see References). The Nicenet layout is far simpler than eGroups and, in general, proves more user-friendly, despite having a limited number of applications. 

The CLEO 2 pilot group completed all the work that they had planned, and on time. The two young women exploited the forum and its applications to the full, despite one of them having very little knowledge of computers and the Internet. The CLEO 2 forum may be viewed on the Nicenet site. From the Home page, click on 'Join a class', then use the Class Key: N35Z58E30 to access the forum.


6. ANALYSIS

'Start small with expansion in mind […] The scope or magnitude of the change can be quite significant, provided that people are able to start with parts of the change and build incrementally.'
(Fullan, 1986)

Fullan's conclusions summarise the policy that this paper deems desirable in implementing the IUFM-JITOL project.

IMPLEMENTING IUFM-JITOL

Inspired by a strategic planning approach, the project is divided into two stages: 

	Stage 1: Inception

2 years duration
	Planning for the introduction of IUFM-JITOL: 
institutional recognition of, and support for, the project; financial and logistical planning; trainer training.



	Stage 2: Curriculum

Begins in year 2


	Design and management of the programme proper.




Stage 1: Inception

Communication

· A carefully planned in-house communication campaign presents the principle of a virtual learning organisation. 

Logistics

· A web-based platform - such as FirstClass - is set up; all members of the IUFM teaching staff are invited to access it and explore its possibilities. No coercion is exercised; no formal training is prescribed. 

· A soft-sell communications strategy is adopted to promote the platform with: 

a. regular 'messages' through various channels: e-mails, circulars, posters, and, in particular,

b. the use of peer influence among the IUFM trainers, i.e. the institution closely monitors adoption of the platform and actively and very visibly encourages and promotes any trainer-led initiatives for its use. 

· Stage 1 lasts two years in order to reach out to the more reticent and 
computer-shy quarters of the IUFM teaching staff.

Trainer training

· Within one year, a trainer training programme for the use of online forums in teaching is offered to those interested.

· The trainer training programme is run through the IUFM platform. The open learning environment afforded by the platform enables those not participating in the training course to 'observe' what is taking place. In this way, peer influence will, again, serve to encourage change to permeate through the teaching ranks.

Directorial commitment

In Stage 1, the IUFM's power base - its director and  assistant directors - has to be seen to openly embrace change and encourage innovation. A proactive approach is required, whereby the institution and its key figures grant people the time, the resources and the finances to initiate and - more importantly - to sustain change.

'Individuals and, more usually, teams or groups should be licensed to do all that they can to (a) improve what they are doing, (b) to think of new ways of doing it and (c) new things to do.'
(Handy, 1999: 314)

Handy adopts Kanter's term (1989) of 'newstreams' - as opposed to mainstreams - to describe the ancillary currents that irrigate an organisation, enabling it to evolve, yet adding that they are, nonetheless:

'characterized by high uncertainty, high intensity and high autonomy. They do not suit everyone, but every organisation needs its newstreams.'



(Handy, 1999: 314)

Across-the-board innovation

The IUFM-JITOL project should not remain an isolated initiative confined to the Foreign Languages Department. During Stage 1, the institution must encourage adoption of the concept of a 'virtual learning organisation' across the board, with a view to supporting learner((tutor and learner((learner communication in all spheres. It seems particularly pertinent to encourage its use in the GSIP face-to-face collaborative sessions that already exist in the curriculum. 

The GSIP (Groupes de suivi et d'intégration professionnelle) may be translated as 'progress monitoring and professional adaptation' groups, which convene regularly throughout the PE2s' ten months' training.

'A typical GSIP will be a group of fifteen trainees meeting regularly with the same team of two tutors […] This team’s job will be to analyze each trainee’s profile […] The emphasis is laid on "differentiated itineraries" as opposed to "the same instruction to everyone" of old.'
(Prat, 1999)

This diagram illustrates the centrality of the GSIP in teacher training at the IUFM:
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(adapted from Prat, 1999)

As can be seen, the GISP straddles the divide between theory and practice, between the institution and the field. This paper suggests that the present GISP system of 
45 hours face-to-face meetings over the year could include a significant element of computer mediated conferencing (CMC), thus enabling a more flexible and deeper means of communication for the trainee teachers and their tutors. It would serve to develop the role of collaborative learning within the curriculum as a whole, enhancing it in the eyes of the trainee teachers and - above all - it would grant collaborative learning the institutional recognition it deserves as a fundamental pedagogical activity.

Furthermore, incorporating CMC in such a core area of the curriculum as the GSIP would greatly enhance the adoption of the IUFM-JITOL project proper, avoiding the all too common risk of it being labelled as some 'fad cooked up by the Foreign Languages Department', doomed to disappear into obscurity within six months.


Stage 2: Curriculum

A new mindset

	'In our country we tend to think there is much more distance between a teacher and a learner than there is in the Anglo-Saxon world.'
(Mrs X)


The efficacy of the IUFM-JITOL project, in its curricular stage, will depend to a great extent on the mindset of the IUFM trainers that are involved in it. It is crucial for trainers to develop their awareness of the new role they will have as e-moderators with all that that implies of an egalitarian and more learner-friendly relationship. 

The e-moderator's role is to bind all members of the conference into a working community, and in doing so, the e-moderator must also - paradoxically - strive to eliminate the concept of tutor-dependency and especially tutor-superiority. The 
e-moderator's role in a project such as IUFM-JITOL is essentially managerial, organisational, catalytic.


Ongoing evaluation

Underpinning the four-year curriculum that IUFM-JITOL represents is the construct that CMC not only serves the learners themselves, but also constitutes a permanent source of feedback - and, by extension, a means of course evaluation - for the 
e-moderators overseeing the project. This enables them, in turn, to fine-tune their ongoing management and support of learners:

'The comparative value of computer-mediated conferencing is that students spend a much greater proportion of the total discussion "time" in articulating their own ideas rather than listening to others. Tutors can monitor the way students are expressing their ideas, and through spending far more time "listening" than "presenting" can adapt their support to exactly the kind of difficulty students are having, as evidenced by their representations of their ideas, rather than via the questions they choose to ask. Students’ descriptions of their knowledge are far more eloquent indicators of their understanding than are their questions.'
(Laurillard, 1998: slide 44)

Acquainting teachers with JITOL over a four-year period

The four tables on the following page outline very succinctly the type of incremental, scaffolded approach that the IUFM-JITOL project might adopt. In their first year's training, the PE1s are introduced to collaborative learning and encouraged in the use of asynchronous online communication. The following year, CMC and self-directed learning underpin the PE2s' FL curriculum. The terms PE3 and PE4 are used here - for the purposes of this paper - to designate the newly qualified teachers in their first and second years in the field. During these two years, teachers continue to experiment with, and appropriate, the online forums.

	PE1
	· Collaborative learning implemented in face-to-face FL teaching:

1. Mini-groups prepare a civilisation-based project and communicate with their trainer over the year via e-mail on its progress. 

2. The project gives rise to a viva voce at the end of the year. 

3. Mandatory use of Internet sources for research. 

· Summative assessment of the viva voce, the Internet sources used, and the e-mail communication.


	PE2
	· Trainee teachers introduced to CMC and self-directed learning:

1. Project-based collaborative learning through FirstClass platform.

2. Trainees trained in e-moderating an online FL class.

3. Trainees run a self-directed forum, assessing their FL skills.

· Formative assessment of these three points throughout the year, and summative assessment at the end of the year.


	PE3 
	· PE3 teachers access forums on the IUFM's FirstClass platform to initiate and pursue debate on their FL skills. 

· IUFM FL trainers e-moderate these forums according to needs. 


	PE4
	· PE4 teachers are offered the opportunity to set up self-directing forums on the IUFM's FirstClass platform to maintain collaboration for their FL learning.

· IUFM FL trainers monitor the forums, enabling feedback upstream into the PE1 and PE2 training.


7. SUMMARY AND CONCLUSION

'An appropriate teacher education (at both pre- and in-service levels) will need to ensure that trainees have sufficient oral command of the foreign language to sustain the interactive language use between teacher and pupil typical of current methodologies (Blondin et al,1998b).' 



(Martin, C, 2000: webpage)
The above remark may be viewed as the 'starting-block' for this paper. The concept of JITOL is advocated in the IUFM context with the aim of facilitating newly qualified primary school teachers in their acquisition of a foreign language. The project - entitled IUFM-JITOL - offers trainee teachers the skills, the means and the confidence to be able to self-direct their foreign language learning upon their arrival in the field.

No 'quick-fix' solution is possible. The weight of the IUFM's institutional culture and the cautious attitude of many of its members invite an approach to change that must be incremental and federative. 

'In a complex system, a very small cause may have a tremendous effect, so any small change in the beginning state of a system may change the system outcome tremendously. This extreme sensitivity to initial conditions is sometimes called the butterfly effect because the flap of a butterfly wing in Hong Kong may result in a hurricane off the coast of Florida.' 

(Eoyang, 1996: webpage)

If this paper can encourage but one member of the IUFM to click on his or her mouse in order to communicate with another colleague and, in so doing, set the wheels of change in motion, then writing these pages will not have been in vain.
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10. ANNEXES

Annex 1: Statistics

29:
the number of University Institutes for the Training of Primary and Secondary School Teachers (IUFMs).

185,000:
the number of teachers that will have to be recruited before 2005 to avoid understaffing. 

15 %:
the decrease in the number of candidates entering the IUFM last year. 

369,500:
the number of secondary school teachers in 1999. 

313,700:
the number of primary school teachers (1998). 

77,000:
the number of students and trainee teachers entering the IUFM at the beginning of the 1999-2000 academic year. 

20%:
the success rate […] in the primary school teacher competitive recruitment exam […] in 1999.


[NB The term 'success rate' in this context is misleading. It does not reflect the academic competencies of those who sit for and/or pass the competitive recruitment exam. The exam merely serves to hive off the requisite number of teachers in any one year in order to meet staffing targets, and the notion of 'success' in it therefore varies accordingly.]

29 :
Le nombre d'instituts universitaires de formation des maitres (IUFM). 

185 000 :
le nombre d'enseignants qu'il faudra recruter d'ici à 2005 pour éviter la pénurie 

15 % :
la baisse du nombre de candidats à l'entrée dans les IUFM l'an dernier. 

369 500 :
le nombre d'enseignants du 2d degré en 1999. 

313 700 :
le nombre de professeurs des écoles (1998). 

77 000 :
le nombre d'etudiants et professeurs stagiaires que comptaient les IUFM à la rentrée 99-00. 

20% :
le taux de réussite […] au concours de professeur des écoles […] en 1999. 

Le Parisien, 19.01.2001

http://www.leparisien.fr/home/index.htm
Annex 2: The 29 Académies and the IUFM Websites

· Académie d'Aix-Marseille
32, rue Eugène Cas - 13248 Marseille Cedex
Tél. : 91 10 75 75 - Fax : 91 08 40 67 

http://artemmis.univ-mrs.fr/colleges/iufm/iufm1.htm
· Académie d'Amiens
51, bd de Châteaudun - 80044 Amiens Cedex 1 
Tél. : 22 53 59 80 - Fax : 22 53 59 90
http://www.amiens.iufm.fr/ 

· Académie des Antilles
Morne Ferret - BP 399 - 97159 Point-à-Pitre 
Tél. : (19) 596 61 42 42 

· Académie de Besançon
Fort Griffon - 25042 Besançon Cedex
Tél. : 81 65 71 07 - Fax : 81 82 02 55 

· Académie de Bordeaux
160, av. de Verdun - BP 152 - 33705 Mérignac Cedex
Tél. : 56 12 11 22 - Fax : 56 97 93 48 

· Académie de Caen
186, rue de la Délivrance - 14053 Caen Cedex
Tél. : 31 46 70 80 - Fax : 31 93 31 27 

· Académie de Clermont-Ferrand
20, av. Raymond Bergougnan - 63039 Clermond-Ferrand Cedex 2 
Tél. : 73 31 71 50 - Fax : 73 31 71 50
http://www.auvergne.iufm.fr/  et http://web.aurecvideo.fr/iufmhl/iufm43/iufmhl.htm
· Académie de Corse
Caserne Padoue, BP 52 - 20250 Corte 
Tél. : 95 46 14 70 - Fax : 95 21 11 91 

· Académie de Créteil
Route de Brévannes - 94861 Bonneuil-sur-Marne Cedex 1
Tél. : (16.1) 49 56 37 00 - Fax : 01 49 56 37 91
http://www.creteil.iufm.fr/ 

· Académie de Dijon
I.U.F.M. de BOURGOGNE
Services Centraux
Esplanade Erasme
B.P. 332
21009 DIJON Cedex
Tél. : 03 80 39 35 90 - Fax : 03 80 38 24 91
http://www.ac-dijon.fr/iufm/index.htm 
http://www.u-bourgogne.fr/Savoir/iufm.html 

· Académie de Grenoble
30, av. Marcelin Berthelot - 38100 Grenoble 
Tél. : 76 74 73 73 - Fax :76 87 19 47
http://www.grenoble.iufm.fr/ 

· Académie de Lille
2 bis, rue Parmentier - 59650 Villeneuve d'Ascq
Tél. : 20 91 16 26 - Fax : 20 67 24 54
http://www.lille.iufm.fr//

HYPERLINK "http://www.lille.iufm.fr//"
http:/ 

· Académie de Limoges
209, bd de Vanteaux - 87036 Limoges Cedex 
Tél. : 55 01 33 95 - Fax : 55 50 70 51 

· Académie de Lyon
5, rue Anselme - 69317 Lyon Cedex 04 
Tél. : 72 07 30 30 - Fax : 78 30 51 92
http://www.lyon.iufm.fr/ 

· Académie de Montpellier
2, place Godechot - BP 4152 - 34092 Montpellier Cedex 
Tél. : 67 61 83 00 - Fax : 67 61 83 10 

· Académie de Nancy-Metz
5, rue Paul Richard - 54320 Maxeville
Tél. : 83 17 68 68 - Fax : 83 17 68 69 

· Académie de Nantes
4, chemin de Launay Viollette - 44072 Nantes Cedex 03 
Tél. : 40 16 30 16 - Fax : 40 16 30 30
http://corvette.univ-lemans.fr/IUFMPL 

· Académie de Nice
89, av. Georges V - 06046 Nice Cedex 1 
Tél. : 93 53 75 00 - Fax : 93 53 75 07 

· Académie d'Orléans-Tours
72, Faubourg de Bourgogne - 45000 Orléans 
Tél. : 38 79 84 00 - Fax : 38 42 04 60
http://web.univ-orleans.fr/iufm/
· Académie du Pacifique
14, rue Georges Clémenceau - BP MGA - 98802 Nouméa Cedex 
Tél. : (19) 687 25 11 00 - Fax : (19) 687 25 11 00
http://www.iufm-pacifique.nc/ 

· Académie de Paris
10, rue Molitor - 75016 Paris 
Tél. : (16.1) 40 50 25 92 - Fax : (16.1) 42 8879 74
http://www.paris.iufm.fr/ 

· Académie de Poitiers
22, rue de la Tranchée - 86034 Poitiers Cedex 
Tél. : 49 37 29 29 - Fax : 49 37 80 89 

· Académie de Reims
32, rue Ledru-Rollin BP 515 - 51068 Reims Cedex
Tél. : 26 50 59 59 - Fax : 26 50 59 60 

· Académie de Rennes
153, rue de Saint Malo - 35043 Rennes Cedex
Tél. : 99 54 64 44 - Fax : 99 54 64 00
http://www.bretagne.iufm.fr/ 

· Académie de la Réunion
Allée des Aigues Marines Bellepierre - 97487 St Denis Cedex 
Tél. : (19) 262 21 77 70 - Fax : (19) 262 90 43 00
http://www.reunion.iufm.fr/ 

· Académie de Rouen
2, rue Tronquet - 76131 Mont-Saint-Aignan Cedex 
Tél. : 02 32 82 30 40 - Fax : 35 74 11 52 

· Académie de Strasbourg
200, route de Colmar - 67100 Strasbourg 
Tél. : 88 40 79 40 - Fax : 88 79 40 49 

· Académie de Toulouse
56, av. de l'URSS - 31078 Toulouse Cedex
Tél. : 62 25 20 00 - Fax : 62 25 20 68

http://www.toulouse.iufm.fr
· Académie de Versailles
45, av. des Etats-Unis - BP 171 - 78001 Versailles cedex 
Tél. : (16.1) 39 24 20 47 Fax : (16.1) 39 24 20 50 

Annex 3: TICE-2 - Questionnaire 1
IUFM DE LYON

STAGE TICE-2 2000-2001

Décembre 2000

Peter mortimer
 peter.mortimer@libertysurf.fr
QUESTIONNAIRE 1

10 minutes de réflexion devraient suffire pour le remplir, je crois…

Choisissez l'une des 5 options, A, B, C, D ou E, pour décrire vos sentiments par rapport aux points dans les 4 tableaux ci-dessous. Tapez la lettre dans la case devant chaque phrase.

Merci de me renvoyer ce questionnaire par Email dès que possible ! Vous pouvez me le retourner en fichier joint, ou bien copier la page et la coller directement dans votre Email. 

Amicalement.

Peter

	Nom de l'apprenant(e)
	


A – Je suis tout à fait à l'aise – tout va bien

B – Je suis relativement à l'aise

C – Je ne suis pas très à l'aise

D – Je ne suis pas du tout à l'aise

E – Je dois m'y appliquer sérieusement

APPRENTISSAGE AUTONOME

	
	1. Organiser mon apprentissage de façon efficace

	
	2. Savoir me concentrer correctement

	
	3. Savoir lire en diagonale et sélectionner les points importants d'un texte

	
	4. Rester à jour dans mon planning


TRAVAIL

	
	1. Discerner ce que l'on attend de moi dans un travail

	
	2. Organiser un travail 

	
	3. Produire un travail dont je me sens satisfait(e)

	
	4. Tirer parti des commentaires du médiateur


Cours en présentiel

	
	1. Etre présent(e) aux cours qui m'intéressent

	
	2. Tirer parti des cours

	
	3. Obtenir de l'aide du médiateur en cas de besoin

	
	4. Obtenir de l'aide auprès d'autres apprenants


Organisation

	
	1. Organiser mon emploi du temps

	
	2. Respecter mes engagements familiaux

	
	3. M'en sortir avec mon travail professionnel/mes obligations domestiques

	
	4. Ne pas me sentir trop dépassé(e)


adapté d'un document de Simpson, O: 

Counselling by Correspondence in Distance Education 

dans Open Learning, Vol 3, N° 3, 1988

Annex 4: TICE-2 - Questionnaire 2
IUFM DE LYON

Stage TICE-2  2000-01

juillet 2001
QUESTIONNAIRE 2

	NOM (optionnel) : 



Modulez vos réponses en utilisant tous les chiffres de 0 à 10 pour exprimer une échelle de valeurs. 

0
=
non ou  le moins

5
=
peut-être ou  je ne sais pas ou  avis mitigé ou  valeur moyenne
10
=
oui ou  le plus

Exemple :

	Etes-vous satisfait(e) de votre emploi du temps à l'IUFM ?
	3 (!)


…………………………………………………………………………………………………

L'APPRENTISSAGE D'UNE LANGUE ETRANGERE

	Attribuez à ces moyens, pris isolément, une valeur de 0 à 10 pour leur efficacité dans l'apprentissage d'une langue étrangère

	apprentissage en présenciel = cours avec enseignant
	

	apprentissage en autonomie guidée =  apprentissage assisté par ordinateur : cédéroms, Internet, etc. et/ou supports écrits, audio, vidéo + tuteur à distance
	

	apprentissage en autonomie complète =  apprentissage assisté par ordinateur : cédéroms, Internet, etc. et/ou supports écrits, audio, vidéo
	


	Evaluez l'apport, de 0 à 10, de ces quatre types d'intervenants, pris isolément, auprès de l'apprenant d'une langue étrangère

	enseignant : en présenciel avec supports papier, audio vidéo, etc.
	

	enseignant à distance : visioconférence avec supports tels que tableau blanc, partage de documents, etc.
	

	tuteur à distance : communication asynchrone (échange de méls et de courriers entre l'apprenant et le tuteur, correction de devoirs, etc.)
	

	modérateur d'un forum : communication asynchrone + communication synchrone ("chat") + possibilité de travail collaboratif et de communication entre les apprenants eux-mêmes
	


	Evaluez, de 0 à 10, l'efficacité de chacun de ces moyens de communication pour aider l'apprenant dans son apprentissage d'une langue étrangère

	conversation en présenciel
	

	conversation par visioconférence
	

	échange de méls (asynchrone, c'est-à-dire pas en temps réel)
	

	"chat" (synchrone, c'est-à-dire en temps réel)
	

	appel téléphonique
	

	lettre
	


LA FORMATION OUVERTE A DISTANCE (FOAD)

	Evaluez, de 0 à 10,  dans quelle mesure la FOAD constitue un moyen satisfaisant pour apprendre une langue étrangère à distance ?
	

	Avez-vous déjà suivi vous-même une formation à distance ? (0 ou 10)
	

	Si oui, en étiez-vous satisfait(e) ? (Utilisez l'échelle de 0 à 10)
	


Technologies de l'Information et de la Communication pour l'Enseignement (TICE)

	Attribuez à chacun de ces supports pédagogiques une valeur de 0 à 10 pour leur efficacité dans l'apprentissage d'une langue étrangère

	supports écrits
	

	enregistrements audio / radio
	

	enregistrements vidéo / TV
	

	cédéroms
	

	internet
	


	Indiquez, par une valeur de 0 à 10, votre aisance avec chacun de ces outils

	magnétophone
	

	magnétoscope
	

	cédéroms
	

	internet
	

	mél
	

	forum en ligne
	

	"chat"
	

	visioconférence
	


RESSOURCES

	Attribuez une note de 0 à 10 à chacune de ces ressources pour indiquer dans quelle mesure vous y avez recours dans votre métier d'enseignant(e)

	presse papier : journaux, magazines, etc.
	

	livres
	

	radio
	

	TV
	

	internet
	

	autres (stipuler, si vous le souhaitez)
	
	

	
	
	


	L'avenir des outils TICE

	D'après vous, dans quelle mesure, de 0 à 10, les TICE constitueront-elles un élément clef dans le futur métier du PE2 ?
	


Annex 5: CLEO 2 - Questionnaire
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CLEO

Collaborative Learning of English Online

IUFM - Bourg-en-Bresse

mai-juillet 2001

EVALUATION
LA FORMATION OUVERTE A DISTANCE (FOAD)

A l'issue de cette courte expérimentation, pouvez-vous évaluer en quelques mots vos compétences dans les domaines suivants :

	Gestion du temps : planifier son travail, respecter les échéances.



	Motivation : savoir se prendre en charge, sans contrôle ni contrainte extérieurs.



	Gestion du travail : identifier ses objectifs, construire une méthode de travail.




Technologies de l'Information et de la Communication pour L'Enseignement (TICE)

Résumez ce que le contact avec ces outils vous a apporté pendant ces deux derniers mois.

	Internet



	Moteurs de recherche



	E-mail



	Forums en ligne



	Cédéroms




Le travail collaboratif

Dans le travail collaboratif que vous avez connu pendant cette expérimentation, pouvez-vous décrire les échanges que vous avez eus et évaluer ce que vous en retirez comme expérience.

	


MODERATION DE LA FORMATION

Comment avez-vous perçu les rapports entre vous et les modérateurs de cette formation : la fréquence des échanges et la qualité de la communication, par exemple ?

	


LE METIER D'ENSEIGNANT

Comment voyez-vous le rôle des TICE dans votre futur métier d'enseignant ? Quelle utilisation  en aurez-vous ? Quels objectifs pourriez-vous vous fixer dans ce domaine ?
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�  'Il est clair, en effet, que l’une des priorités consiste à aider le jeune débutant à passer d’une connaissance théorique de « l’élève virtuel » à la prise en charge d’élèves réels aux caractéristiques multiples.' 


� '…le meilleur enseignant du point de vue de l’efficacité sur le développement de compétences chez l’élève est l’idéal que nous connaissons tous : celui du maître de la classe possédant suffisamment bien la langue qu’il est amené à enseigner.'


� 'L'Université […] se voit investie d'une mission additionnelle en pleine émergence, celle de port d'attache auquel une proportion croissante de diplômés reviendront périodiquement se ressourcer et mettre à jour leurs connaissances […] L'expansion de ce secteur de la formation dans un contexte de mondialisation appelle d'ailleurs les universités à offrir des programmes encore mieux adaptés aux besoins et atteignant les plus hauts standards de qualité. Elles doivent donc être en mesure de procéder aux adaptations nécessaires pour répondre efficacement et avec souplesse aux besoins croissants en formation continue, en formation juste à temps ainsi qu'en formation à distance.' 


� 'La masse d'argent que l'Europe va dépenser pour l'( éducation tout au long de la vie ( est une manne dont les universités françaises feraient bien de se soucier, mais avec à la clé des cours de qualité ( industrielle ( avec un environnement pédagogique qui n'est pas nécessairement celui que l'on trouve actuellement dans nos établissements d'enseignement supérieur.'


� 'Les adultes formateurs ou instits, profs ont peu de temps pour la reflexion, ils ne sont plus étudiants.'


� 'Une partie d'entre nous semble avoir perdu la capacité à se former (c'est vrai que ça ne nous est pas arrivé depuis longtemps), ne s'étaient pas rendues disponibles mentalement pour cette aMidi.'
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