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Abstract 

This case study presents a blended learning study program offered as a continuing education 

certificate of advanced studies for post-secondary educators and training professionals in the 

private, non-governmental, and public sectors. This accredited certificate program is unique in 

that it allows participants to propose and develop their own practical pedagogical projects. 

Another distinguishing characteristic is that it is offered in blended learning mode, i.e., 

alternating face-to-face phases with tutored distance learning phases. The pedagogical team 

includes one professor and one coordinator who supervise the entire program, as well as 

external instructors who provide individually tailored consulting on participants’ projects. 

During their studies, participants experience first-hand, the techno-pedagogical solutions 

proposed through their implementation within the program. 

Keywords: blended learning, hybrid learning, e-learning, continuing education, life-long 

learning, project-based pedagogy, immersive learning, Europe  

General Context 

Program stakeholders  

Arthur: professor in a European university. Arthur initiated the creation of a certificate of 

advanced studies in the design and development of online learning and is responsible for the 
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academic and instructional design aspects and tasks that he shares with Madeleine. He also 

teaches specific courses within the program. 

Madeleine: scientific collaborator. Madeleine works closely with Arthur as an instructional 

designer and coordinator for the program. As well as teaching assigned courses, she 

administers the learning management systems used within the program (Moodle, Mahara), 

devoting 40% of her time to the certificate.  

External instructors: experts in the domains of competence that are integral to the proposed 

curriculum but outside of the expertise of the organising team. 

Project tutors: most instructors within the certificate program also take on the role of project 

tutors. When necessary, additional collaborators are hired solely as project tutors. 

With such a small team, each stakeholder is called upon to assume multiple roles and 

functions: the strict division of labour seen in large-scale educational institutions is not 

practical in the current case and context. 

The certificate program in question is a blended learning program that alternates between 

face-to-face and distance learning phases. The program is aimed at postsecondary or 

university level educators, as well as professional educators and trainers in the private, non-

governmental or public sectors who need to implement instructional or educational programs 

within their institution or business. 

After several years of running the program, Arthur and Madeleine wish to share their 

experience, as well as to take stock of the ground they’ve covered so far, and to highlight 

some of the innovative aspects of their certificate program. They decide to organize a meeting 

with colleagues and instructional designers interested in their experiences, so as to describe 
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the different steps that led to the development of their particular program and their view of its 

current state. This meeting took place early February in a classroom on campus. 

Start of the project 

Arthur recalls that when the certificate was first designed, his research and teaching unit 

offered several continuing education courses in the field of educational technology. “At that 

time, I wanted to group the various courses into a structured whole; a program that would 

lead to accreditation and certification,” he explains. The creation and organisation of 

continuing education programs is part of a professor’s mandate and Arthur has had more than 

30 years’ experience delivering educational programs and courses through various media. 

Hence, it was natural for him to assume responsibility for the design and development of this 

program. 

When Madeleine began working with Arthur, she already had 10 years of experience 

developing online courses, as well as two years of university teaching experience. Thus, she 

was able to quickly take on the numerous tasks needed to coordinate and manage the 

program. 

Madeleine described how the program evolved over time.  

“My work was varied from the start. Besides taking care of common administrative tasks such 

as managing the budget, enrolments, communication with the university’s Continuing 

Education Department and publicity, I also administered the techno-pedagogical learning 

environments and kept abreast of the latest technological developments, especially in the area 

of Web 2.0 related technologies. And, of course, I also acted as an Instructional Designer 

(ID) for different instructors to ensure there was an underlying coherence among courses and 

the activities proposed within each course.”  

 

Madeleine explained that, as a tutor, she also monitored the progress of some of the 

participants’ professional projects. She pointed out the example of Amandine, a former 

primary school teacher, who wished to create a series of courses for primary school teachers 
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addressing the integration of technology in their teaching practice. Arthur, who also tutored 

some of the projects, added that they were both required to teach several courses within the 

various proposed modules that related to their respective areas of expertise. 

Arthur explained that his collaboration was not limited to Madeleine:  

“Other specialists were included to complement and complete the program’s pedagogical 

team. These experts were selected based on their domains of competency. Some participated 

only as instructors for particular courses within various modules whereas others also took on 

the role of tutors, following the progression and development of participants’ projects.”  

 

Madeleine elaborated:  

“In addition to teaching and monitoring the progression and development of participants’ 

projects—including formative evaluations—each instructor was also responsible for his or 

her own course, its instructional design, and the associated implementation of proposed 

activities and contents within the techno-pedagogical environment.” 

 

Arthur explained:  

“Our human resources for implementing this program are very limited. Each member of the 

pedagogical team had to assume multiple functions: administration, coordination, course 

design, content creation, teaching, tutoring, etc.” 

 

“This increased the workload for each of us but it allowed everyone to play an important role 

in making sure the program ran smoothly,” Madeleine noted.  

 

These added tasks demanded that external instructors, in addition to their field of expertise, 

also have some experience in the instructional design of blended learning and the techno-

pedagogical environments upon which they relied. “We specifically looked for this before they 

were asked to come aboard,” added Arthur. When new members first joined the team, the 

objectives, the pedagogical approach, as well as the demands and constraints inherent in the 

program’s organization, were explicitly communicated. When necessary, Madeleine offered 

faculty members additional technical or pedagogical support to ensure a sound 

implementation of their lesson plans. “It was important that there be an underlying 
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consistency and coherence between each module, as well as between each course within 

them.” 

The recruitment of tutors was a little different, Madeleine explained. 

 “Once participants each had written a proposal that described the project they wished to 

develop during the program, a call was made to potential tutors within our institute’s 

professional network. Those willing to participate could select among the projects that 

interested them and I tried to allocate projects according to the needs of the projects and the 

tutors’ particular areas of expertise, their interests, and their availability.” 

 

Individual tutoring was available for each participant throughout the program. This way, 

tutors kept an eye on the evolution of participants’ projects while maintaining an overall view 

of the appropriation and integration of new competencies resulting from work done within 

each module and implemented within students’ projects until completion of their projects.    

The program outline 

Arthur admitted that educational programs about the design and development of online 

learning were quite rare in academia in their region. “Our offer was unique and tended to be a 

niche market,” he explained. Each module corresponded to one key stage in the design and 

development process of online learning (see overview in figure 1 below). The first module 

was devoted to defining the project proposals for each participant.  

“During the first introductory module, participants were helped to define the mandate and 

specifications of their projects, identifying the needs of their target audience and limitations 

of their contexts, and, finally, defining the global objectives of the learning program they 

wished to implement,” Madeleine explained.  

 

The second module focused more on the instructional design and development of the project, 

while the third presented what Arthur called (using the term proposed by researcher 

Geneviève Jacquinot-Delaunay), “the latest technologies,” that is, the latest, most innovative 

information and communication technologies (ICT). The fourth module tackled questions 
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regarding the monitoring and evaluation of online learning. The last module aimed at 

integrating the previous modules into a final term project. “It is essentially a program leading 

to certification,” Madeleine explained, “but participants may also take a non-certificate 

option, allowing them to participate in face-to-face sessions without having to complete 

distance-learning assignments, nor having to develop a professional project.” Arthur further 

explained that this solution was proposed from the start to include participants who had 

neither the time, nor the inclination, to meet the program’s demands but who wished to 

become familiar with the field or simply to learn about its evolution and latest developments. 

“Actually, few participants chose this last option which served more to inform than to train.” 

Participants who chose the certificate program option received four ECTS credits1 that could 

be validated in any European university. “I find our program offers numerous possibilities for 

our participants,” Arthur stated. Madeleine shared this viewpoint but pointed out the various 

conditions that participants had to meet: mandatory participation in the introductory module, 

followed by a choice of at least two of the three in-depth modules.  

“Each module consists of three topic sessions, each including one day of face-to-face 

instruction and workshops, followed by two to three weeks of individual or collaborative work 

at a distance. Each module ends with a report in which participants make links between, and 

integrate topics presented, into their professional project,” Madeleine explained.  

 

Arthur added that this modular approach was implemented from the start “to better meet the 

needs of the target audience and their personal and professional constraints.” 

                                                           

1 European Credit Transfer and Accumulation System. For more information see 

http://ec.europa.eu/education/lifelong-learning-policy/ects_fr.htm 
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Figure 1 Organisation of modules and courses within the certificate program.  

 

Complementary information: organisation in time  

Participants were required to complete the introductory module as well as two of three in-

depth modules (see figure 1 above). Each module took place over the course of three months. 

The first two months included three face-to-face days of instruction and workshops, each 

followed by two to three weeks of related distance learning and assignments. The third month 

was dedicated to the application of acquired concepts to each participant’s project as 

formalised in a final report. A break of roughly two months between modules gave 

participants time to appropriate and adapt concepts to their particular professional contexts 

and to put newly acquired skills into practice before beginning a new module. An assigned 

tutor monitored each participant throughout the program. This personalized, overarching 

support and guidance through the project ensured a seamless integration of concepts and skills 

acquired in a step-by-step manner throughout the course of each module. This allowed the 
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assigned project tutor to conduct follow-up and gradually adapt their guidance according to a 

participant’s evolving needs. 

Two modules were offered each term. Participants might choose to take two modules in 

parallel and complete the certificate requirements in one year. Though the curriculum was 

designed so that participants could take module 2 after module 1, modules 1 and 3 could be 

taken concurrently without disrupting the continuity of the project development stages. 

Module 3 was dedicated to the most recent developments in, and uses of, educational 

technology. In reality, few participants chose this option2. Those who did opt for this 

condensed format often found themselves overwhelmed by the amount of new concepts and 

tools and practices that had to be acquired and the amount of work involved, despite the 

additional support offered by the tutorial team. 

 

The target audience 

Arthur described the target audience as being composed of faculty (regardless of status) as 

well as instructors, trainers, and program coordinators and directors in the private, non-

governmental and public sectors. Most people interested in this program—between 8 and 12 

per year—already played a central role in the process of introducing, managing, or 

coordinating the implementation of new or existing courses online in distance or hybrid 

formats as part of their profession and, occasionally, as part of their personal interests or 

leisure activities. “Our public was heterogeneous,” Madeleine pointed out. Arthur further 

added, “We saw a huge diversity in age, professional experience, education level, domain of 

expertise, technical and pedagogical competence, etc. This made the support team’s job quite 

                                                           

2 4 out of about 40 participants over 3 2-year sessions.  
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arduous at times, as it demanded a lot of flexibility and creativity on our part,” Madeleine 

explained.  

Participants’ motivations for taking this program were varied. For example, they might be 

responding to an employer’s demands, “for instance, the foreseen implementation of 

upcoming projects and the awareness that there was a lack of competency within the 

organisation,” Arthur clarified. “In such cases,” Madeleine continued, “people are usually 

looking for particular advice to fulfill their mandate.” We also saw professionals who needed 

certification and recognition for tasks and skills that were not part of their initial job 

descriptions but, as their jobs evolved, had since been added. “In this context, a program 

leading to certification made sense,” Arthur commented. 

 

Initial conceptual choices 

Blended learning 

Arthur came back to the constraints within which he had to work when the certificate program 

was initially designed. “Catering to employees always implies having to take their 

geographical and time constraints into account.” It was often difficult, if not impossible, for 

working professionals to take courses offered in traditional formats because the time the 

courses were offered conflicted with their working hours, the commute to classes was too 

long, and so on. “Offering the program in a blended learning format was immediately 

recognized as the best solution to these problems,” Arthur explained. Thus, 25% of the 

curriculum took place in face-to-face settings during three days of each module. “As a result, 

75% of the learning activities were completed with distance tutoring, using the techno-

pedagogical tools and environment provided,” completed Madeleine.  
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Theoretical supplement: blended-learning  

Studies conducted as part of the European Hy-Sup Project (2009-2012) identified and 

described different characteristics that define blended-learning or “hybrid” educational 

programs, courses or lesson plans. Five dimensions were revealed: 1) the organisation of face-

to-face and distance activities based on active and participatory pedagogies, 2) tutoring and 

monitoring of students’ methodological and metacognitive progression, 3) the technological 

rendering of all pedagogical aspects and learning resources from various media (text, image, 

sound, video, etc.), 4) the explicit expectations regarding the mediation of relations and 

reflections, 5) an openness to external resources, instructors, and academic institutions, as 

well as the freedom to choose one’s learning path (Deschryver, Lameul, Peraya, & Villiot-

Leclercq, 2011). 

 

Concerning the operationalisation and implementation of the program, Arthur stressed the fact 

that it was not simply a matter of uploading content to a platform and proposing tools for 

learners to benefit from. If blended learning courses were to reach their full potential, the 

digitised elements had to be integrated into learning activities. “In many online learning 

situations,” he explained, “developers make resources and learning tools available to 

students without taking their acquisition into account. However, providing guidance and 

directing the way learners approach and work through lesson plans should be part of the 

instructor’s responsibility and competency.” All distance learning activities carried out within 

this program were designed and storyboarded from the perspective of all those involved: 

students, instructors, and tutors alike. “This was the primary innovative characteristic of this 

certificate program, compared to that which is commonly offered in our university,” Arthur 

highlighted. 
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Supplementary explanation: learner-centred blended-learning  

Arthur and Madeleine opted for the use of a wide range of tools—services, according to 

Gauthier (2004)—available within the techno-pedagogical environment so as to be able to 

implement the various dimensions inherent to and typical of blended-learning that promotes 

action (Caron & Caronia, 2005). The choices implemented by Arthur and Madeleine placed 

this program in the category of “learner-centred” instructional design, as described in the 

typology of Burton et al. (2011), under Type 6, “the ecosystem.” Instructional designs of this 

type take full advantage of all the technological and pedagogical dimensions potentially 

inherent in blended-learning. The designated metaphor “evokes the idea of a place where each 

living organism develops in harmony and balance with its environment. In this light, it is the 

interaction and enriching exchanges that allow it to develop, and endure,” (Peraya et al., 

2012, p. 11). 

 

Modularisation  

Openness, an important dimension in blended-learning, was a deliberate and preferred option 

built into the program by Arthur and Madeleine, primarily due to given constraints. “All of the 

competence and expertise necessary was not available within the pedagogical team. It was 

necessary to seek out other experts,” explains Madeleine. Structuring the program into 

modules was a solution that allowed for flexibility as defined by Jézégou, that is, allowing 

learners the option to control and direct their learning (2003; 2008). Modularisation offers a 

greater organizational flexibility, so that participants can take the modules according to their 

interests, needs, and availability. “This design principle is commonly typical of distance 

education,” Arthur underscored. In the present case, the modular organization is also, in part, 
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inherited from the certificate’s previous incarnation, built upon thematic, isolated courses, 

some of which form the basis of current modules. 

Learning by immersion  

Another innovative quality of this program comprises teaching the use of technologies by 

using the same technologies in an authentic setting. This approach, Arthur explained, comes 

from an “immersive” instructional design (Peraya & Peltier, 2012). Madeleine insisted that it 

is essential that participants experience the type of learning situations they will have to 

construct and implement (Peraya, Lombard & Bétrancourt, 2008). “Our participants adopt 

the perspective of blended- or distance learners, by putting themselves in their shoes and 

experiencing, first-hand, all the advantages and difficulties that arise.” 

Project-based pedagogy 

Participants’ professional projects and their integration are central to the curriculum of this 

program. Madeleine explains that since the 70’s, influenced by constructivism, numerous 

learning approaches and methods—inquiry-based learning, problem-based learning, learning 

by design—have emerged (Knoll, 1997). “All share the view that learning is developed within 

and constructed through a project.” These pedagogical methods seek to align professional 

development with the constructivist ideal, but also to open and adapt it to the needs of its 

target audience (Knoll, 1997). Madeleine continues, pointing out that a project-based 

pedagogy allows learners to choose their domains of interest, their objectives, and the purpose 

and context to which their acquired competencies will be applied. “It is easily adaptable to 

the learner’s needs, previous knowledge, and learning styles.” As an approach that proposes 

the resolution of real-world problems in line with learners’ interests, project-based pedagogy 

promotes collaboration, communication, and learning of know-how, while allowing learners 
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to become more self-regulated and autonomous life-long learners (Markham, Larmer & 

Ravitz, 2003). 

Theoretical supplement: project-based pedagogy in life-long learning  

Project-based pedagogy is well adapted to meet the needs of adult learners, as defined by 

Knowles (1973; 1990). However the skills and autonomy required by adult learners to direct 

and regulate their own learning processes are sometimes neither part of their previous 

experiences, nor part of their existing representations of learning situations. Grow (1991) 

suggests a progressive pedagogical approach, designed to scaffold and facilitate the 

emergence and adoption of skills that allow for self-regulation and self-direction, that are not 

only indispensable in project-based pedagogies, but also respond to the needs of an adult and 

heterogeneous public. This is a four-stage process during which the control-autonomy balance 

is slowly shifted from the instructor to the learner, with the learner becoming progressively 

more autonomous, while the instructor steps to the side, eventually becoming an additional 

resource. Project-based pedagogies must be designed in progressive stages that allow the 

learner to advance from one stage to the next. 

 

The program’s evolution  

Arthur and Madeleine conducted evaluations regularly during the first months of the 

program’s implementation. But these were performed with participants on an informal basis 

and so the need for a more systematic evaluation quickly became evident. Participants 

complained of an intense rhythm and informational density. “They wanted to have more time 

to appropriate and integrate content,” remembers Madeleine. At this point, the program saw 

a drop-out rate of almost 50% and an almost 6 month delay in the time to completion for a 

one-year program. “We had to put a stopper on this and find an amenable solution,” Arthur 
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recalls. As a result, a study was conducted to assess the fit between the program and 

participants’ needs. 

Supplementary information: evaluation study  

A study was conducted with participants of the first year of implementation3 as well as 

education and training directors in the private and non-governmental sectors4. The study 

revealed that the target public wished to be better informed regarding all aspects of the 

program and wished for more flexibility in the selection of courses and in the organization of 

their learning paths. Some participants were not interested in certification, but wished to have 

access to a high-level of education that would allow them to resolve difficulties related to the 

design and implementation of their particular professional projects. On a more general level, 

all wished to receive tutoring and guidance adapted specifically to their contexts and the 

problems they faced in their practice as instructional and pedagogical designers. They also 

wished to have more time to step back and reflect upon the progression of their projects. The 

distancing of oneself, characteristic of all reflective practice, requires time. Finally, it 

appeared that participants’ professional constraints and obligations did not always leave room 

for the time needed to work regularly and complete assignments in a timely manner for the 

entire duration of the program. 

                                                           

3 Participants of the first session were asked to fill out a questionnaire with open-ended questions (in a wiki) 

and to participate in a group discussion where they could share their experiences and give feedback on all 

aspects of the programme so as to help the design team identify problems and possible solutions they would 

like to see proposed.  

4 A dozen private-sector continuing education and training directors were contacted and asked to participate in 

interviews on the needs and challenges their institutions faced in implementing distance learning. Three 

agreed to be interviewed. 
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During the study, three problems jumped out at Arthur and Madeleine: first of all, the 

heterogeneity of potential participants with regards to technical and pedagogical skills and 

know-how, followed by a large variance in participants’ goals and objectives. Additionally, 

there was a disparity in the availability and degree of commitment among participants. “We 

basically became aware of the magnitude of the incongruencies between the design principles 

upon which the program was based and the way in which it was implemented.” The learning 

experience they wished to impart made little sense to participants. “Each module demanded a 

synthesis of concepts previously encountered, but as their professional projects were to be 

developed at the end of the program, there was little opportunity to integrate what they 

learned as they went along, and the task of connecting their projects with the various modules 

only at the end proved to be too difficult,” Arthur recounted. As a result, their roles as learners 

on one hand, and instructional and pedagogical designers in charge of the development of an 

educational program on the other, remained disconnected. It became apparent to Arthur and 

Madeleine that the design principles and the selected pedagogical approaches had to be made 

more explicit through the organisation and structure of the modules and assignments. “The 

needs participants expressed also corroborate with observations mentioned in the literature,” 

Arthur admitted, “particularly those concerning the ability to participate in the selection and 

implementation of one’s learning path, to choose one’s learning objectives, to understand the 

teaching methods and approaches used, and to be able to experiment with new concepts in 

authentic situations” (Cercone, 2008).  

Resolution of identified problems 

Arthur and Madeleine took measures to increase the modularity, the flexibility, and the 

customization of the program. “More concretely,” Madeleine explained, “we extended the 

duration of the program to two years to make it more flexible for participants.” Participants 

could complete the certificate in one to two years, or even three, if need be. Also inspired by 
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project-based pedagogical models (Allert, Dhraief, & Nejdl, 2002; Moursund, 2002), Arthur 

and Madeleine structured the program according to project development phases: 1) define, 

analyze, plan; 2) develop and implement; 3) provide tutoring, coordination and management 

of blended-learning; and 4) evaluate process, product, and acquired competencies. 

Supplementary explanation: Module 1, hub of the new certificate  

The introductory module serves as an overview of the dimensions and stages upon which the 

participants’ professional projects will be developed during the duration of the certificate 

program. The module prepares participants for the process that they will follow and allows 

them to select which areas they will concentrate on, and the manner in which they will 

continue their studies, based on their interests and needs. Since all participants have unique 

interests, needs, skills, and experiences, they will not be obligated to complete all of the in-

depth modules. The introductory module is designed to allow participants to determine the 

objectives for their project, but more importantly, to establish their overall learning objectives 

for the program.  

 

Due to this evolution, Arthur and Madeleine noticed that the program had a greater coherence. 

“The current organization and structure is closer to that which participants will have to put 

in place in their own instructional programs,” Arthur pointed out. Additionally, because the 

current structure is based on the instructional design and development process, the immersive 

aspect of the program is heightened. 

Supplementary reflection: a look at changes made 

This second version of the certificate program responded to the conceptual and 

implementation issues revealed by this study. The objective behind the changes was to 
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increase flexibility while strengthening the internal coherence between the program and its 

different “aligning” principles (immersion, competencies, objectives and content, curriculum 

structure, and the interplay between modules) (Biggs, 1999). The intent was to make the 

symmetry more explicit between the role of the learner in an innovative, blended learning 

program and that of the designer of an analogous one. 

 

These various changes, however, brought new questions to light. The relevance of the existing 

techno-pedagogical environment was questioned. Madeleine pointed out that the platform was 

mainly geared to managing isolated courses and not a sequence of courses united around a 

common learning module. “In this environment,” Madeleine explained, “we cannot create any 

activities in an overarching common space that may concern all courses within a module.” As 

such, neither learners, nor the pedagogical team can have an overview of all assignments and 

tasks. However, thanks to Madeleine’s observations, the pedagogical team decided to 

integrate an e-portfolio platform with the existing learning management system allowing each 

participant to elaborate “views” that included their productions, their resources, links and 

tools (bookmarks, RSS feeds, social networks, etc.) into a personal learning environment that 

they could organize to their liking and share with other members of their learning community 

if they wished. 

To benefit from such a tool, however, participants needed some guidance, as the particular 

instrumental skills required to organize the presentation of views in a way that was easily 

understood by peers and tutors, was complex. To ease the learning curve, its use and 

appropriation were introduced progressively throughout the different modules. The creation 

of views presented a good occasion to sensitize learners to the importance of a coherent 
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organization and clear structure for the presentation of their work, as well as their personal 

learning environments.  

The certificate program today 

Overcoming difficulties  

Following Arthur and Madeleine’s account, a discussion with other members of the team 

occurred. One of the instructional designers asked Arthur and Madeleine about the challenges 

they continue to face. Madeleine replied that the monitoring, tutoring, and evaluation by 

instructors and tutors on the production process of student assignments remains difficult. 

Though the e-portfolio permits the team to observe the evolution of a view, it offers no tools 

for evaluating and giving feedback on this progression. “This particular problem makes the 

task of the entire pedagogical team more complex,” Madeleine noted. Actually, considering 

the relatively high number of people who intervene throughout the program (coordinator, 

instructors, and tutors), the extent to which a participant can benefit from the various feedback 

available depends largely on their ability to render their diverse productions easily accessible, 

in terms of organization and visibility. “And what’s more,” added Arthur, “it becomes 

essential that each member of the pedagogical team also have a high level of instrumental 

capacity to adapt to the various and very different tools, which are sometimes complex and 

nonintuitive to use.”  

In spite of the difficulties mentioned, Arthur and Madeleine maintained the initial techno-

pedagogical environment as it enabled the pedagogical team to manage evaluations, grades 

and assignment completion within each module. “I still had to devise, in collaboration with 

instructors and tutors, criteria-based grading rubrics for reports submitted by participants at 

the end of each module,” Madeleine expounded. “This provided a common tool with which to 

evaluate participants’ productions, as well as a centralized grouping of their learning 
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progression: their questioning, their reflections, and their appropriation of various tools at 

their disposal.”  

A critical look at the inroads made  

Emma, responsible for pedagogical services offered to members of the university, questioned 

them on their views of the state of the certificate program today. Arthur answered that the 

current program appears well adapted to the needs of its target public. “There is certainly 

room for improvement, but this will come with the regular management and evaluation of the 

program,” he explained. “Meanwhile, our objective is not to be in constant pursuit of the 

latest technologies, but rather to propose a framework for pedagogical reflection and to 

promote a critical look and pertinent use of technologies. On this point, I believe the 

certificate program achieves its objectives.” 

Marie, a doctoral candidate in educational science, asked Arthur and Madeleine if they felt 

they were continually innovating within an academic context that is making more and more 

room for technologies. Arthur replied that the principles that guided the elaboration of this 

program, that is, blended-learning, the integration of participants’ professional projects, the 

immersive use of technologies and its similarity to the type of educational programs or 

courses participants will design, develop and implement, are still innovations with respect to 

what currently exists in university contexts. “Despite the years that have passed, we remain 

an enclave, as we have developed independently, without any reliance on the predominant 

way of functioning of our institution.” 

Precarious financial conditions 

Miles, a professor of medieval literature and director of a continuing education certificate in 

palaeography, wonders about the conditions that can enable and ensure the longevity of a 

program existing on the periphery of common institutional practices. “We are lucky in that we 
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have little competition in our domain,” Arthur explained. However, he admitted that the 

obligation to be self-financing, as all continuing education programs must be, puts the 

program in a constant state of precariousness. “The pool of possible recruits is finite,” Arthur 

suggested, “and in times of crisis, education and training are undoubtedly the first sectors to 

suffer.” Madeleine explained that currently, employers generally agree that their employees 

must seek continuing education outside of the workplace, but it is more difficult to convince 

them to provide, or allow for the time needed to complete assignments, despite the fact that 

they are necessary in the development of the participant’s professional project, which 

ultimately benefits the business or institution. “It’s quite paradoxical,” mused Madeleine, 

“but participants often feel at odds with their employers regarding the management of their 

work hours: employers are often astonished that courses require a significant amount of time 

and work outside of the face-to-face sessions. It is as if they think education and training can 

be reduced to a few information sessions.” 

Parting thoughts 

 

When each was asked to summarize in one sentence what motivated them to continue along 

on the path of innovation, Arthur replied, “I’ve been extraordinarily lucky to be able to 

initiate such a program within my institution. Maintaining its creative and imaginative 

pedagogy is a great liberty that makes up for other forms of institutional standardization.” As 

for Madeleine, she concluded, “What motivates me most is that through this program, not 

only do we aid participants in achieving their objectives with regards to their projects, but we 

also give them the capacities, the competencies, and the confidence necessary to continue 

learning and to be able to confront new problems in the design and development of online 

learning.” 
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