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Cette recherche effectuée auprès de professeur-es de français comme langue 

seconde et étrangère (FLSE) vise à relever leurs croyances relatives à l'enseignement 

et à l'apprentissage dans des environnements d'apprentissage en réseaux (EAR). Elle 

vise aussi à dégager de ces croyances des signes de l'évolution des approches 

pédagogiques, des théories d'apprentissage et des technologies utilisées dans cet 

enseignement au cours du dernier siècle. Des comparaisons sont faites entre les EAR 

et les environnements d'apprentissage traditionnels et les sortes de croyances qui 

conviennent à chaque environnement Au plan méthodologique, on a utilisé pendant 

dix mois une liste de discussion en réseau ainsi que 130 questionnaires à réponses 

libres. On a relevé plus de 400 croyances réparties en deux catégories selon qu'elles 

s'avèrent favorables ou pas à l'utilisation des environnements d'apprentissage en 

réseaux. On constate que ces croyances relèvent d'une variété d'approches et de 

théories d'apprentissage. On a pris en considération la relation entre les théories 

offkielles en rapport avec l'apprentissage des langues et les théories implicites ou 

croyances des professeur-es. Ii existe des croyances particulières à L'enseignement 

du FLSE qui présentent certains défis à l'utilisation efficace des EAR étant donné la 

la prédominance de la langue anglaise dans ces environnements. Les croyances 

centrées sur l'apprentissage ainsi que celles reflétant l'utilisation de l'ordinateur 

comme générateur de réalité semblent être plus compatibles avec l'utilisation des 

EAR. Parrni les croyances, quatre paramètres de conflit ont été identifiés. 



Cette recherche effectuée auprès de professeur-es de français comme langue 

seconde e t  étrangère (FLSE) vise d'abord à relever leurs croyances relatives à 

l'enseignement et à l'apprentissage dans des environnements d'apprentissage en 

réseaux (EAR). Elle vise aussi à dégager de ces croyances des signes de l'évolution 

des approches pédagogiques, des théories d'apprentissage et des technologies 

utilisées dans cet enseignement au cours du dernier siècle. Le cadre conceptuel et 

historique servant à interpréter ces croyances repose sur l'esquisse d'une vision 

renouvelée de cet apprentissage. Dans une perspective écologique, on nuance les 

rapports entre les environnements en réseaux et les croyances des professeur-es 

relatives à l'enseignement et à l'apprentissage dans ces environnements. 

Les croyances sont définies comme un système complexe et interrelié de 

connaissances personnelles qui sert de théories implicites et de schémas cognitifs qui 

correspondent à leur expérience de la réalité. Au plan méthodologique, on a utilisé 

pendant dix mois une liste de discussion en réseau et on a aussi envoyé par courrier 

dans la province de Terre-Neuve et du Labrador, Canada, 130 questionnaires à 

réponses libres. Des échanges personnels avec 16 participants des listes de 

discussion et avec 5 participants panni les répondants au questionnaire ont encore 

permis de préciser certaines croyances. Les professeur-es de la maternelle jusqu'à la 

fin du secondaire, se servant ou pas des technologies en réseau, étaient ciblés. 

On a relevé plus de 400 croyances réparties en deux catégories selon qu'elles 

s'avèrent favorables ou pas à l'utilisation des environnements d'apprentissage en 

réseaux. Les croyances favorables sodignent les ressources et I'information; la 

communication et la collaboration; l'apprentissage authentique; la motivation; 

l'apprentissage; l'enseignement. Les croyances non favorables évoquent le temps et 

le cumculum; la formation, le support et la vision; l'accès et l'équipement; le 

contrôle et la supervision; les étudiants; les environnements d'apprentissage en 

réseaux. 

On constate que ces croyances relèvent d'une variété d'approches et de 

théories d'apprentissage. On a pris en considération Ia relation entre les théones 



officielles en rapport avec l'apprentissage des langues et les théories implicites ou 

croyances des professeur-es. Il existe des croyances particulières à l'enseignement 

du FLSE qui présentent certains défis face à l'utilisation efficace des EAR étant 

donné la prédominance de la langue anglaise dans ces environnements. Les 

croyances centrées sur I'apprentissage ainsi que celles reflétant l'utilisation de 

I'ordinateur comme générateur de réalité semblent être plus compatibles avec 

I'utilisation des EAR. Parmi les croyances, quatre paramètres de conflit ont été 

identifiés. 

On recommande fortement d'instituer un processus itératif de négociation 

personnelle et publique afin de réconcilier les différences entre les croyances des 

collègues, des éIèves et de la communauté académique au sens large. La formation 

professionnelle pourrait mettre en évidence des substituts à l a  transmission du savoir 

et aux pédagogies centrées sur le professeur. La formation pourrait aussi aider à 

développer une compréhension de la nature des EAR et les styles d'apprentissage et 

d'enseignement qui conviennent a chaque environnement. 
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Abstract 

This study aims to profile the beliefs of teachers of French as a second and foreign 

Ianguage (FSFL) about teaching and learning in online learning enWonments (OLEs) and 

to understand in what ways the beIiefs reflect the evolution of approaches, learning 

theories and use of technology in the teaching of FSFL throughout the past century. 

Cornparisons are made between traditional and online leaming environments and the 

types of beliefs and approaches to learning that each best supports. Data collection 

methods incorporated use of a 10 month long international, online discussion list as weU 

as the distribution of 130 open-ended questionnaires throughout the province of 

Newfoundland and Labrador, Canada. The profle of the beliefs resulted in approxirnately 

400 beliefs spread over two categories representing respectively advantages or challenges 

to use of OLEs. The interpretation of the findings reveded that teachers' beliefs reflect 

a range of approaches and learning theories. The relationship was considered between 

the officiai theones related to language learning on one hand and the implicit theories or 

beliefs of teachers on the other. There are beliefs particular to FSFL that present certain 

challenges to effective use of OLEs given the comparative domination of these 

environments by the use of the English language. Beliefs that are centered on Iearning as 

well as those reflecting use of the computer in the role of generator of reality appear to 

be compatible with use of Oms. Four dimensions of conflict among beliefs were 

identif ied 



Abstract 

This study fxst aims to profile the beliefs of teachers of French as a second and 

foreign language (FSFL) about teaching and learning in online leaming environments 

(OLEs). Secondly, it aims to understand in what ways the beliefs reflect the evolution of 

approaches, learning theones and use of technology in the teaching of FSFL throughout 

the past century. The historical and conceptual framework against which the beliefs are 

interpreted includes an outline of a vision of leaming FSFL in the 2 lSt century. 

The study took an ecological perspective as a means of gaining insight into the 

reiationships between OLEs and teachers' beliefs about teaching and learning in such 

environments. Comparisons are made between traditional and oniine learning 

environments and the types of beliefs and approaches to learning that each best supports. 

Beliefs are defined as a complex and interrelated system of personal knowledge that 

serves as implicit theories and cognitive maps for experiencing and responding to realiv. 

Data collection methods incorporated use of a 10 month long international, online 

discussion list as well as the distribution of 130 open-ended questionnaires throughout the 

province of Newfoundland and Labrador, Canada. Individual dialogues or discussions 

were held with 16 participants from the discussion list as well as 5 participants from the 

questionnaire respondents. The participants represented both users and non-users of 

online technologies primarily in the K-12 system. 

The profile of the beliefs resulted in approximately 400 beliefs spread over two 

categories representing respectively advantages or challenges to use of OLEs. The sub- 

categories of advantages related to resources and information; communication and 

collaboration; real-world leaming; motivation; learning; and teaching. The sub-category 

of challenges included time and the curriculum; training, support and vision; access and 

equipment; control and monitoring; students; and OLEs. 

The interpretation of the findings revealed that teachers' beliefs reflect a range of 

approaches and learning theories. The relationship was considered between the official 

theories related to language learning on one hand and the implicit theones or beliefs of 

teachers on the other. There are beliefs particiilar to FSFL that present certain chalIenges 



to effective use of OLEs given the compaczttive domination of these environments by the 

use of the English language. BeIiefs that are centered on Iearning as weIl as those 

reflecting use of the cornputer in the role of generator of reality appear to be compatible 

with use of OLEs. Four dimensions of confIict among beliefs were identified 

A process of self and social negotiation was recommended as a means of 

reconcihg the differences between the beliefs of co!leagues, students, systemic 

conventions and the larger school cornrnunity. Recommendations were made for the 

provision of professional development sessions to present oppominities for exposure to 

beliefs that provide alternatives to knowledge transmission and to teacher-centered 

pedagogies. Recornmendations were made for the provision of professional development 

oppominities to help in the development of an understanding of the nature of OLEs and 

the types of learning and teaching styles that they best support. 
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Ackno wledgments 

There is always the rïsk in showing one's appreciation for others that someone 

will be forgotten. So many individuals heiped in direct and indirect ways with the 

completion of this thesis that 1 doubt 1 could ever remember to thank them dl ,  

Beginning with my appreciation for the financial support 1 received in the course 

of rny studies, 1 would like to thank the Newfoundland and Labrador Teachers' 

Association which provided assistance for the printing and distribution of 130 

questionnaires throughout the province. L'Université Laval also provided me with a 

grant for one semester. The Department of Education (Government of Newfoundland and 

Labrador) provided me with educational leave for my last semester of study. 1 owe a great 

ded of gratitude to S tem-Net in Newfoundland, not for their financial assistance, but for 

the invduable technical support from Dale Fraser of Stem-Net Dale set up the 

discussion lists on Stem-Net's servers, provided me with assistance in managing them 

and was always available to answer questions or provide me with the necessary technical 

services. 

Obviously, this study would never have been possible without the participation 

of the many participants. I would first like to thank French Program Specialists in the 

province of Newfoundland and Labrador who took the t h e  to provide me with the names 

of teachers who rnight participate in the study. Thank you to the teachers who took the 

tirne out of their hectic schedules to complete the questionnaires. To those individuds 

who participated in the online discussion lists CREDO and CREO, I wodd like to say that 

I enjoyed "getting to know you". 1 leamed a great deal about the teachers' world in our 

discussions and appreciate your contributions as well as the support and encouragement 

you offered me. 

Many individuals provided me with direct help through their reading of various 

drafts of the document or through assistance with the methodology. Dr. P. Duchastel, 

who was at the time Professor at Nova Southeastem University, Fort Lauderdale, U.S.A. 

completed a reading of a preliminary thesis proposa1 which 1 subsequently abandoned 

because of his pertinent comments. A number of professors from Memonal University 



in Newfoundand provided me with advice and suggestions, editorial comments andor 

recommendations for the section on methodology. Dr. Henry ShuIz assisted in the design 

of the questionnaire by providing advice and answering questions. Drs. Gary Jefferies 

Rosanna Tite and Roberta Harnmond read a first draft of the furst four chapters and 

provided valuable suggestions, comments and advice. My good friend Dr. Elizabeth 

Yeoman also read various sections, provided me with moral support and shared with me 

her own ideas about technology and second-language education. My sister Anne read 

through the findings and provided editorial comrnents as well as her own valuable insights 

on the findings- 

1 must also thank those individuds who provided support and encouragement 

during the four years 1 worked on my Ph.D. Thanks to fnends Serena, Dianne and Marie 

for meds cooked for me, for driving rny son and for al1 the care and concern you showed. 

1 would especially like to thank the members of my farnily: my mother who always 

encouraged me to keep studying, to my sisters and brother as well. Most of d l ,  1 would 

like to Say thanks to my son Adrian for his patience during some of the more intense 

periods of my research and for believing me when 1 told hirn: "Yes Adrian, there is an 

end. 1 won't be doing my Ph.D. forever!" 

Je suis fière de figurer parmi les diplômés de la première université de langue 

française en Amérique du Nord et remercie alors ceux et celles à l'université Laval qui 

m'ont aidée à distance. Lors des séminaires et par l'intermédiaire du courrier électronique, 

Dr. Thérèse Laferrière a partagé avec moi son expertise dans le domaine de l'intégration 

des NTIC et a servi sur mon comité. Drs. Jacques Lapointe et Gilles Larin ont aussi servi 

sur le comité et m'ont aidée pendant les séminaires. Finalement, je dois remercier mon 

directeur de recherche Dr. Jacques Rhéaume sans qui  je n' aurais jamais pu ni commencer 

ni finir mon doctorat. C'est parce qu'il est ouvert aux nouvelles façons d'apprendre, et 

aux nouvelles façons de faire, de collaborer et de travailler que j'ai pu entreprendre mes 

études de doctorat à Laval. C'est un directeur de recherche qui a toujours été prêt à 

fournir I'aide qu'il me fallait pendant tout moment de l'année ou de la journée. Je le 

remercie infiniment! 



TABLE OF CONTENTS 

AB S TRACTS ........................................................................................... 
ACKNOWLEDGMENTS ....................................................................... 
TABLE OF CONTENTS ............... ......................NT ...........................NT... 

LIST OF TABLES ................... ,.,. ............................. ....... 

STRANGE NEW WORLDS: 
INTRODUCTION 

....................................................................... Introduction 

New Landscapes for Learning ........................................... 
Strange New Worlds ......................................................... 

F.amiliar Worlds ..................................... ................... 

The M a p  is not the Tenitory .............................................. 
Research Questions .................................. ..... ...................... 

.................... .......**...*.. Methodology: Overview ......... .. ... 

Rationde for the Study ................................................ ..... 

Significance of the Study ................................................... 
Limitations of the Study ..................................................... 

............................... Definitions and Clarification of Terrns 

Overview of the Study ........................................................ 
.................................... ........................ Conclusion ....... 

Page 

1 

iv 

vi 

xii 



CHAPTER 2 

LANDSCAPES FOR LEARNlNG: 
CONCEPTUAL AND HISTORICAL FRAMEWORK 

Introduction ....................................................................... 
The Evolution of Second- and Foreign- Language Teaching 
2.2.1 Introduction ............................................................. 
2.2.2 The 19th Century ............................... ... ............... 
2.2.3 The Early 20th Century ....................... ... .............. 
2.2.4 The Middle of the 20th Century ..... ... ...................... 
2.2.5 The Seventies and Eighties ..................................... 
2.2.6 A New Era of Language Learning ........................... 

The EvoIution of use of TechnoIogy in Second-Lmguage Teaching 
2.3.1 Introduction ..................... ..... .............................. 
2.3.2 The Language Laboratory ................ ...... ............. 
2.3.3 Behavioristic CALL ................................................ 

................... ...........*.. 2.3.4 Communicative CALL ... 
2.3.5 Technology-Enhanced Language harning ............. 

The Vision of Language Learning in the 21" Century ........ 

Conclusion ......................................................................... 68 

THE BEART OF TEACHING: 
REVIEW OF TRE LITERATURE 

....................................................................... 3.1 Introduction 

....................................................... 3.2 The Nature of Beliefs 

3.3 Beliefs and Change ................. ..,, ...................................... 
3.4 . Beliefs about Teaching and Leming ............................. ... 
3 -5 Beliefs about Technology in Teaching and Learning ......... 
3.6 Beliefs about Language Learning ...................................... 
3.7 The Contribution of this Study ................... .... ........... 
3 -8 Conclusion ........................................................................ 

vii 



MAKING SENSE OF A TEACHER'S COMPLEX WORLD: 
METHODOLOGY 

Introduction .....................,,................................................ 
Multiple Worlds: Research Paradigrri ............................... 
Hidden Worlds: Challenges Related to 
Investigating Beliefs .......................................................... 

Overview of Data ColIection ............................................. 

Discussion List: Multilogue and Dialogue ................... ..... 
4.5.1 Definition and Characteristics .................................. 
4.5.2 Procedure .................................................................. 
4.5.3 Participants ............................................................... 

.................................................................. 4.5.4 Dialogues 

Questionnaire: Monologue and Dialogue .......................... 
....................................................................... 4.6.1 Design 

.................................................................. 4.6.2 Procedure 
,...........*................*............ ...* 4.6.3 Participants .... 

................................................................. 4.6.4 Dialogues 

Data Andysis. Coding and Categorization ............... .... ... 

.................................................................. Data Reporting 

........................................................................ Conclusion 

LANDSCAPES WITHOUT BEARINGS: 
PRESENTATION OF THE FXNDINGS 

.................................................................... 5.1 Introduction 

5.2 Beliefs Related to the Advantages to use of OLEs ........... 
5 .2.1 Resources and Information ....................................... 
5.2.2 Communication and Collaboration .................... .. ... 
5.2.3 Real-World Learning ..................................... ......... 

............................................................... 5.2.4 Motivation 

viii 



5.2.5 Learning .................................................................... 
5.2.6 Teaching ................................................................... 
5.2.7 Sumrnary ................................................................... 

5.3 Beliefs Related to the Challenges to use of OLEk ............. 
5.3.1 Time and the Cumculum .......................................... 

.................................... 5.3.2 Training, Support and Vision 
5.3.3 Access and Equipment ................................... .. 
5.3 -4 Control and Monitoring ........................................... 
5.3.5 Students .................................................................... 

. ................*..***...... 5.3 -6 Online Learning Environrnents .. 
5.3.7 Surnmary .................................................................. 

........................................................................ 5.4 Conclusion 

BRAVE NEW WORLDS. STRANGE NEW WORLDS: 
INTERPRETATION OF T E E  FLNDINGS 

6.1 Introduction ....................................................................... 
6.2 Beliefs Related to the Advantages to use of OLES .......... 

6.2.1 Resources and Information ....................................... 
6.2.2 Communication and Collaboration ........................... 
6.2.3 Real-World Learning ................................................ 

................................................................ 6.2.4 Motivation 
6.2.5 Learning .................................................................... 

.................................................................... 6.2.6 Teaching 
................................................................... 6.2.7 Surnrnary 

6.3 BeIiefs Related to the Chaüenges to use of OLEs .............. 
6.3.1 Time and the Curriculum ........................................... 
6.3 -2 Training, Support and Vision ............ ,..... ................... 
6.3.3 Access and Equipment ............................................... 
6.3.4 Control and Monitoring .............................................. 
6.3.5 S tudents ...................................................................... 

................................... 6.3 -6 Online Learning Environrnents 
..................................................................... 6.3.7 Surnrnary 

........................................................................... 6.4 Conclusion 



TEIE TEACHER AS EXPLORER: 
CONCLUSION 

7.1 Introduction ................... ,... ................................................. 

7.2 Conclusions ........................................................................ 
7.2.1 Converging Beliefs .................................................... 
7.2.2 Beliefs and Challenges ......... .. ................................ 
7.2.3 Beliefs and Compatibility .......................................... 
7.2.4 Conflicting Beliefs ..................................................... 
7.2.5 Changing Beliefs ........................... .... ....................... 

7.3 Methodoiogical Considerations ......................................... 
7.4 Recommendations for Educational Practice ...................... 
7.5 Recommendations for Educational Research 

and DeveIopment ............................................................... 

.......................................................................... 7.6 Conclusion 

Surnrnary of Research Methods .................................... .... 
Invitation to Participate in Credo and Creo ................................... 
2 Examples of Discussion List Postings by Participants ............. 
Example of a Discussion List Postings by the Researcher ............ 
Initial Credo Message .................................................................... 
Credo Welcome Message ............................................................... 
Permission Forrn ............................................................................ 
Discussion List Guidelines ............................................................. 
Introduction Template ................................................................... 

........ Sarnple Dialogue Questions for Discussion List Participants 
Invitation to Participate in Dialogues ....................... .. ................ 
Example of a Dialogue Message (Posting) .................................... 
Individualized Numericd Sumrnary of Participants' Multilogue/ 
Dialogue Postings .................... ..... .............................................. 
Numerical Cornparison of Multilogue/DiaIogue Postings ............ 
Mail-out Questionnaire ................... .. ..... ... ............................. 
Follow-up Letter ............................................................................ 
Second Follow-up Letter ....................... ... ................................. 
Map of the Ten School Districts of Newfoundland and Labrador . 
Request for Participants Sent to French Program Specialists ....... 





LIST OF TABLES 

1.1 : Comparison of traditional versus online Iearning 
environments ..... ,. . . .. . . . .. . . . . .. --. - .- -- ............................................ -. . .. 

2.1 : Comparison of the Audio-Lingual Method and 
Communicative Language Teaching. ....-.. - .... ... . .. . .. ... .....--.- ..-. 

2.2: Cornparison of conventional and reform approaches to instruction.. 

2.3: Sumrnary of the evolution of approaches and of technology use 
in the teaching of FSFL .............................................. .--.- -- 

5.2: ~umrn&y of beliefs related to the advantages to use of OLEs ......... 

5.3: Summary of beliefs related to the challenges to use of OLEs ........... 

xii 



Chapter 1 

Strange New Worlds: 

Introduction 

In a landscape without bearings, teachers create 
and internalize their O wn maps. (Kagan, 1992) 

1.1 Introduction 

Michel Tournier (1972), in his novel Vendredi ou les limbes du Pacifique, retells 

the tale of Robinson Crusoe, a young man stranded on a desert island, exïled fiom 

civilization as he knows it, a stranger in a strange land. Not long after his arriva1 on  the 

deserted island, Robinson begins the arduous task of adapting his environment, of 

changing it in such a way as to make the wild, immense and virgin island conform in 

every way to the civiiization which he left behind in his native Holland. Robinson goes 

to great lengths to ensure that every aspect of civilized He is represented in his new 

environment- Constructing, organi-nrig, ordering, measuring, rnapping, legislating, 

exploiting, admini.ctering, regulating, labeling: these are some of the activities in which 

Robinson engages m order to "metamorphosize" the island. His zeal extends to attempts 

at tagging every bird, labeling every plant and even to imposing a penal code. 

Tournier's tale evolves into somewhat of a parable as Robinson's self-constructed 

world eventually and literay explodes. Robinson finds himself once again in an 

environment which does not bear any resembhce to the civilized world, However, this 

tirne, it is Robinson who, instead of changing his environment to suit him, does the 

reverse - he begins to adapt to his environment. It is he himself who changes his 

appearance, his relationship with the only O ther inhabitant of the island and his d d y  

habits- He no longer aïnu to change the island; rather he marveIs at its natural state. Thus, 

this t h e ,  it is Robinson who undergoes the metamorphosis. A sense of calm now 

characterizes his state of mind. He becornes more reflective, more in tune with his Inner 

self, more at peace and content to live on the &land without needing to transform it. 

Robinson's experiences, by malogy, evoke in many ways the immediate resp onse 



that, as humans, we instinctively take when faced with new environments in partic* 

or with newness m generd. We impose the map on the temtory. We rely and depend on 

the f m -  We facon the new on the old- We recreate that which is absent. We 

compare with what we have already. We pattern from the pst .  We think withm the 

dominant paradigms. Thus, we are as McLuhan (1 964) so articulately mused, "dragged 

Sito the future" moving forward while 'looking into a rear-view rnirror". Unfominately, 

such tendencies m a t e  dilemmas. To move forward, we must have the ability and will to 

transpose or detach ourselves fkom the present and past patterns and paradigms that 

dictate the ways m which we th& do, feel and believe. Most irnportantly, we must have 

the ability to change or accommodate our ways of thinking to suit the world M e a d  of 

changing Our representation of the world to assimilate it to our ways of thinking. 

The need to be able to detach ourselves fiom the past has perhaps never before 

been so imperative as it is now- It has almost become cliché to comment on the 

exponential rate of change facing humanity at the beginning of the 21" century. The 

change is nonetheless startling, rapid and a-encompassing. Mention need hardly be  

made of the magnitude and scope of changes affecthg al l  aspects of society and the 

world as a result of the evohtion and progress in the area of technology and 

telecommunications. Perhaps more than ever in the history of humanity are humans 

facing changes in their environment. More than ever are they forced to adopt new ways 

of thinking, doing and being. Change is not exclusive or selective in terms of the sectors 

of society which it affects. hdustry, health, education, poIitics, business: all are 

affected, 

In the area of education, there now exkt new online environments for learning. 

Such environments offer great potential and many possibilities for education and 

particularly for the teaching of French as a second or foreign language (FSFLJ. However, 

their potential may only be realized if teachers can accommodate their personal theories, 

beliefs and practices to suit the characteristics of the new environment. The po tential rnay 

not be realized if, like Crusoe, teachers expect that the new environment will allow a 

simple transposition of their beliefs. Instead, teachers may need to define new maps, to 



adapt to the new envkonments and to evolve their beiiefs to ensure that they are 

compatible wÏth learning in the online learning environrnents. 

This study is concerned with understanding how certain in&viduaIs react when 

faced with new environments. Thus, the dominant metaphor for the study is a 

geographical one. The terms environments, lands, Zcutdrcapes and terrifuries are used 

synonymously to refer to the settings for learning. The study takes an ecological 

perspective 2s a means of gaining insight into the relatiomhips between online learning 

environments (OLEs) and teachers' beliefs about teaching and learning in such 

environments. Along with these environments and landscapes, we have the metaphor of 

the map, ie., the representation of the environment or territory The map is symbolic in 

this study of teachers' beliefi, personal knowledge and implicit theories. Just as the map 

serves as the traveler's guide through d o w n  territories, so too do teachers' own 

theoh and beliefs largely influence the direction or approach they take m their teaching. 

The study's use of geographical metaphors is necessary in order to understand and 

conceptualize the new phenornenon of onLUie leamhg enWonments with their 

accompanying technologies and tools. The entire concept of OLEs can best be 

conceptualized by relating it to concepts with which we are already farniliar. 

The online learnuig environments that are referred to h this study are comprised 

of the wide array of Intemet tools and mediums that c m  be combined and exploitecl for 

educational purposes. The Internet itselî can be many things to many people. The interest 

of this study is in the Internet as an open learning environment. By using the term leaming 

environments we place a greater ernphasis on the place in w hich Iearning takes place. In 

general, use of the term learning environments highlights a shift in thinking which is 

taking much of the focus away fiom teaching and redirecting it instead towards learning. 

For Perkins (1996), an environment has 'length and breadth, places and parts, non-living 

and living, simplicity and complexity, constancy and change" (p. v) . Wilson (1 996) 

describes a leaniing environment as "a place where people can draw upon resources to 

make sense out of things and constmct meaningful solutions to problems" (p.3). The 

traditional reference of the Cc~lassroom~~ as the setting for learning means little when we 



think of OLEs. The term ''virtual classroom" suggests that the new environments for 

learning mmt, by necessity, be modeleci fiom the "real world" counterpart. As this study 

aims to illustrate, the digital landscape of the Intemet stands in stark contrat to the 

four-walled chsroom and, as such, has no equivalent in the "reeal world". 

For the sake of convenience, and because the tenn Internet is more common than 

the term online learning environments, the two tems are used synonymously in this 

study. At the same thne, the difference between the two tenns should be made clear. The 

distinction between the two is that online Zeaming environments refers specifica3ly to use 

of the Internet for the purposes of teaching and learning and includes e-mail, video- 

conferencing technologies, the World Wide Web, discussion lists, telnet, FIT, gopher, 

Veronica, newsgroups, MUDs, MOOs, chat rooms, search engines, real audio, 

shockwave, HTML, VRML, Java and O ther such new, emerging technologies. The term 

Internet places greater emphasis on the tool or m e b .  However OLEs are far more than 

tools: they are places or spaces for 1earntng of which the tools are simply one component. 

What happens when the traveler or explorer visits new, uncharted lands? What 

happens whenthe map corresponds only partially, or perhaps not at dl, to the temtory? 

Faced wïth the newness of this environment, teachers can only rely on and adapt the 

maps that they have already and that are representations of the world of the classroom. 

Yet, while the classroom environment is familiar, the environment of the Internet is 

foreign or strange. How do their beliefs about the traditional classroom mesh with the 

new environment? How do they see their role? How do they see their students' role? 

What do they perceive as the value of this new learning environment? How do they 

perceive and interpret the experknces they have there? m a t  type of approach to the 

teaching of FSFL do they favour when working in this environment? These are some of 

the questions and issues that are investigated in this study. 

The primary question that has dnven this study is: What are some of teachers' 

beliefs about teaching and Ieaming FSFL in online learning environments? It is this 

question which can serve as a starting point for attempts to face the task of evolving 

second- and foreign- laquage teaching practices to bring them more in line with the 



demands, needs and possibilities of teaching and leaming in o n b e  leaming 

environmen&- EqualIy important is the need to understand these beliefs withùi a larger 

conceptual and historical context. This research thus aims to profile the beliefs and, as 

well, to situate them in relation to a broader context of the evolution of language teaching 

and of technology use in language teaching from the end of the 19& century up to the 21" 

century. 

1.2 New Landscapes for Leaming 

We are entering a new mïilennium, a new age - one which Negroponte (1995) 

t ems  the "digital age". The digital age is an age of bits mstead of atoms, an age of 

ccubiquitous computing7' with smart cards, smart cars, "wearable media" and "digital 

butlers". Most importantly, it is an age of exponential change. Such change presents 

new possibilities and potential for learning, MUDs, MOOS, Wtual worlds, 3D worlds, 

micro -worIds, intelligent environments, sirnulatecl environments, gïo bal networks, 

adap tive systems and hypermedia environments are no w characteristic of the digit al 

landscape for learning. Video-conferencing, e-mail correspondence, virtual travel, 

web-publis hing, key-pals, electronic mento ring, electronic searches: these are but sorne 

of the categories of activities in which students c m  engage in the context of learûing 

onliue. 

Perhaps more than any other area of the c ~ c u l u ~ 1 1 ,  the teaching of a second or 

foreign language can capitalize on the potential and possiiilities of online learning. The 

Internet facilitates, in a very Iarge way, authentic and meaningful communication and 

presents significant potential for making language learning both more purposefbl and 

more meaningfd for students. Furthermore, sites, projects and activities for learning 

FSFL increase daily as interest in the Internet grows in education circles. Virtual 

communities, musewns, virtual travel, global exchanges, visits to the Louvre in Paris, 

conversation with Francophone keypals, access to Francophone libraries: developments 

and progress in the Internet offer students of FSFL opportunities for authentic, 

meaningful, communicative language activities by recreating a Wtual French 



environment in their very classroom. The concepts of virtuality and simulation 

characteristic of the Intemet are not new to the teaching and Iearning of FSFL. One of the 

conventions assumed of a language class is the willingness and capacity to suspend belief 

and to participate in simulated cornniunication. Thus, the teaching and leanùng of FSFL 

actually depends on these concepts in order to recreate the essence and elements of being 

in the milieu of the second or foreign language. 

Methods for teaching FSK have varied based on whether or not the learner has 

had direct access to the culture of the target Ianguage. The lemer's access to oral practice 

or  lack of it largely dictated the method, Advances in technology mean that dl learners 

can now have virtual access to the target language and culture. Whether the leamer is in 

a classroom in a remo te Anglophone comunity in Canada or directly in Québec City or 

Paris is less of a constraint. The emerging technologies of the Intemet and virtuality 

provide a4%inocular illusion", "a magical window onto other worlds", the experience of 

being in a virtual world or remote location (Rheingold, 1991). 

1.3 S tmge New WorIds 

The new landscapes for learning are ready to be explored and exploited by 

teachers. But are teachers ready or prepared for this new landscape or leaming 

environment? b it simply a matter of transposing one's knowledge, beliefs about and 

approaches to learning? Is the online learning environment different from the classroom 

only in the fact that it is vbtual- in bytes instead of in atoms? Tbis study is premised on 

the argument that online learning environments represent, metap ho rically speaking, a 

strange land or foreign phenornenon with which teachers are largely unfamiliar. The 

newly created, unorganized and decentralized world of the Internet is a strange land 

particularly for educators: strmge not only because of its nature but because of how it 

contrats with traditional learning environments. This section looks at OLEs in order to 

appreciate and understand the ways in which they differ fiom the traditional classroom 

environment. 

De Kerckhove's (1997) reflections on the Internet provide us with a perspective 



that hlghlights its uniqueness and newness. The author argues that the Internet consthtes 

the mo s t  comprehensive, innovative and complex communication medium in existence 

representing the mega-convergence of hypertext, multi-media, virtual reality, neural 

networks, digital agents and even artiEiçial We. It is a "quasi-organic environment of 

mïEons of human intelligences" (p. xxiii). The ecology of such a network c m  be 

characterized b y three essential elements : interactivity, hypertextuality and 

connectedness. In comast to the information technologies of the past wbich were aids 

to memory, the Internet serves as an aid to intelligence. T t  is the ccultimate decentralizrng 

force" that suppresses alZ distances and all delays. The lack of "horizon" on the Internet 

leaves its users with a 'loss of a clear sense of boundarks". The notion of personhood 

is challengecl by extending the body's reach and range and through use of hypertext which 

"'turns everybody's memory into everybody else's". 

An additional distinguishing feature of the Intemet reIates to the notion of thne. 

De Kerckhove explains the new conception of time created through Internet use: 

To conduct e-mail and related Internet activities, one needs a different 
sense of t h e .  The difference is that the time in use is not Zinear, It is not 
r e d  time because inputs or messages are not guaranteed an immediate 
response. However, the exchanges are not reaUy out of time like the 
content of books, for instance, because they are almost as contextualized 
as a conversation is. They are like a telephone conversation in slow 
motion (and, of course, in text). This is the secondary "real-timeliness" 
of the web. One might call it "'expanded" or "non-linea. real time," The 
t h e  of the net is expanded to include and accommodate the same Ievel of 
context as an oral exchange, but over multiple entry points. (p. 82) 

Internet communication is most often asynchronous which resdts in the element 

of t h e  playing a less important role than in non-Intemet communication. As Newhagen 

and Rafaeli (1996) observed in relation to tirne: 'The Net stretches the edges of the 

synchronicity continuum. Communication on the Net travels at unprecedented speed- It 

c m  also be consumed at unprecedented delays" (p.2). The Internet can also be 

characterized as u n o r g k d ,  uncensored, decentralized and uno rdered. It provides for 

non-linear presentation and communication as well as sensory vastness (Ibid. ) . Another 



important feature of the Intemet is its opemess. "On the Net, due to historical reasons 

perpetuated by the discovery of other functions, the organizing p ~ c i p l e  is to have no 

organization, or deliberate, orderly anarchy. The message keeps its own gate, carries its 

O wn homing device. The net treats censors hip as noise and is designed to work around it" 

(Ibid., p.2). 

One type of learning environment provided by the Internet or an approach to 

learning which it supports or f d t a t e s  can be described as constructivist. Mather (1996) 

argues that the Intemet is a very natural partner for the compter technology that exists 

in the information age. He posits that the anarchy of the Internet, with its non-linear 

hypennedia, is a "natural proving ground for constructivism'~. Constructivist approaches 

to teaching and leamhg are based on the following assumptions: 

m Kaowledge is not transmitted and received, rather it is actively 
constmcted by mdMiduals through interaction with their physical 
and social environments. (Cognition & Technology Group at 
Vanderbilt, 1996) 

I Teachers play the role of a "midwife in the birth of 
understanding" as opposed to being ccmechanics of knowkdge 
tramfier". Their role is not to dispense knowledge but to provide 
students with opportunities and incentives to b d d  it up. (von 
Glasersfeld, 199 6) 

I An awareness of the social construction of knowledge suggests 
a pedagogical emphasis on discussion, collaboration, 
nego tiation, and shared meanings- (Ernest, 1995) 

I The learning process is student-centered whereby students play 
an important role in setting the go& for learning. (Honebein, 
1996) 

I Rather tha .  behaviours or skills as the goal of instruction, concept 
development and deep understanding are the foci (Fosnot,1996) 

Kno wledge colIabo ration and construction, student-centered learning , shared 

meanings, Me-long learning, leaming communities, knowledge building and sharing, 

cornmULUcation, high leamer control, problem -solving, active learniag and authentic 



activities: these are sorne of the important values of constructivist approaches and are 

facilitated by online leaming environments. They are not, however, necessarily well 

supported by traditional learning environments (TLES). The differences between the 

OLEs and TLEs arise, not only fkom the differences in approaches which they support, 

but fkom the findamental characteristics of each environment as explained in the 

following section. 

1.4 Familiar Worlds 

The leaming environment of the traditional classro om is a legacy of the lSa 

century printing revolution - a system of schoohg that relies on a print environment. 

Linear sequential order, uniform curriculum divided into subject disciplines, centralized 

bureaucracy, emphasis on book learning, a focus on content as opposed to process: these 

are all characteristic of TLEs (Logan, 1995). Farnham-Diggory (1 990) describes how 

many aspects of TLEs which we take for granted today are actuaIly modeled on the 

facto ry enviro nment: 

There are standardized ways of keeping records, planning curriculums, 
furnishing classrooms, dividing up school days (into periods), dividing up 
curriculum (into units and lessons), ad-tering discipline, instmcting, 
and grading. Every school, every district, and every state has manuals that 
detail exactly how things are to be done. Ideas of quality control and 
interchangeability were borrowed fkom the workplace and applied to 
education. (p.23) 

The cf assroom environment is highly stnictured, controlled and organized. It is 

generaIly physically designed to be teacher-centered with a blackboard at the fiont facing 

rows of student desks. It uses a traditional text-based curriculum which is dehvered 

through alecture-recitation-seatwmk mode, with teacher as dispenser of knowledge and 

with the cornmon tools being textbo oks, workbooks, ditto sheets and overhead projectors 

(Dwyer, Ringstaff, SandhoItz, 1992 & 1992b). The physical environment of schools 

impacts on the types of activities that take place, on the types of rapports that exist and, 

no doubt, on the beliefs that motivate teachers' behaviours in these schools. The 

classroom is traditiondy bounded, not only by four walls, but by the structures, niles, 



procedures, schedules and c ~ c u l m ,  In an investigation of the types of learning that 

are supported by different physical environments, Stuebing, Celsi and Cousineau (1994) 

describe the traditional school building: 

From a physical perspective, the traditional school building is a double- 
loaded corridor that compartmenta2izes classrooms, as well as students 
and teachers, into what has commody been called an "eggcrate7' 
arrangement- This historical mode1 for school organization has been 
associated with an emphasis on control of students and on teacher- 
centered, lecture-Format leaming. (p.2) 

Part of the setting or organkation of schooling indudes the element of time. TLEs 

d o  w for instruction organized around short blocks of time (Means et aL, 19%)- The 

dynamics of clock and calendar dictate much of the activity in schools. The report of the 

National Education Commission on Time and Learnïng (1 994) Ïnvestigated the role of 

time in leaming and illustrated the dominance of time in the school environment- Schools 

are charac terized by: 

fixed times for opening and closing; 

hed t h e  for the length of the school year; 

a division of the day into six-periods with about 5.6 hours of 
classro om time a day; 

regardless of the complexity or shnplicity of the scho ol subject, 
the schedule assigns eacb an impartial national average of 51 
minutes per class, period, no matter how well o r  poorly students 
comprehend the material; 

secondary scho 01 graduation requirements are uaiversall.~ based 
on seat the - a standard of measurement representing one credit 
for completion of a one-year course meeting ddy; 

the school clock govems how families organize their lives, how 
administrators oversee their schools, and how teachers work their 
way through the curriculum; 

time governs how material is presented to students and the 
opportunity they have to comprehend and master it. 



Fdam-Diggory  (1990) has also noted the important role that time plays in 

TLEs. Time, structure, organization, compartrnentalizing: these are al l  dominant features 

of the school environment as the author describes: 

Days are subdivided mto periods, periods are subdivided into lessons, 
lessons are subdivided into objectives (for example, working ten 
problems sorrect1y)- Even withul a forty-minute penod devoted to the 
same subject matter (social studies for example), there is often no clear 
unifjing theme. There are exercises to be gone through, daily lesson 
"scripts" that the chjldren have learned to expect, but there is little interna1 
organization to the material. At the end of the period, work m one area is 
"put away", and work for the next area is "gotten out". Sometimes 
students go to another room and another teacher. The adjacent lessons 
seldom have any connection and the Iessons that address the topic just 
covered, won7t corne round again for at least a day, and sometimes not for 
several days or even a week (p. 145) 

Papert (1993) argues that much of present day scbooling "remains largely 

committed to the educational philosophy of the late nineteenth and early twentieth 

centuries", Tests, "segregation by age", teachers as technicians who mold passive minds, 

and an emphasis on reading as the "essential route to knowledge" are the prime 

characteristics of today's education system accordmg to Papert. Schools use a '%otfiic 

Cathedral model of learning" with the 'knowledge architect" who w i l  s p e c e  a plan for 

the placement of "knowledge bricks" in the minds of children. Knowledge is traasmitted 

through a pipeline fiom teacher to student and is 'Yreated like money, to be put away in 

a bank for the future". What Papert is descnbing is the transmissionkt or instnictionist 

models or practices characteristic of most classroorns (Cognition & Technology Group 

at Vanderbilt, 1996). Transmission models of teaching and leaming are based on the 

H Leaming invoIves the accumulation of particular sets of facts and 
skib; teaching involves the transmission of facts and s W  by an 
e,qert; 

I assessrnent involves an accounthg of whether the desired facts 
and skills have been acquired; 

I the role of the teacher is to deliver information while the role of 



the student îs to demonstrate that what bas been transmitted kas 
been attained; and 

typically, aI l  students are taught the same thing at the same time. 
(Cognition & Technology Group at VanderbiIt, 1996) 

When we examine the traditional environment of the classroom, we can identiQ 

a number of prominent characteristics and defining features. The environment is highly 

sanictured, controlled and organized, text-book centered and curriculum and time driven. 

It is modeled on a philosophy of leamiog from the past. The most appropriate metaphor 

to describe the mode1 would be that of the factory or assembly line. Such an environment 

best suppoas what can be termed as a transmissionist or instructionist approach to 

learning and teachg.  Such an environment contrasts radically with OLEs which were 

described in the previous section. The folIo wing section of this chapter aims to highlight 

the differences between these two types of environments. More importantly, it questions 

what occurs when the two types of environments overlap, or when teachers move fiom 

one environment to the other. 

1.5 The Map is not the Temtory 

This study takes an ecological perspective and therefore considers, not only the 

environment but, as  well, the relationships and interplay between the elements in the 

environment. For this reason, we have noted the physical characteristics of both 

traditionai and online leamhg mvkonments while at the same time considering the types 

of leaming situations which each best supports. Thus, behaviourism or a transrnissionist 

approach to learning cannot be overlooked as an essentid element in TLES. Likewise, 

OLEs can be used to support forms and aspects of behaviourist learning. However, this 

is not the theory of learning or approach that is most easily supported by this environment 

given its unstmctured, uncontrokd, vast nature. The following table contrasts the two 

environments by considering, not only the physical characteristics, but, as well, the types 

of learning and teaching which they most easily support. 



1 Suppoa instntctional approaches 1 Support constnictMst approaches 1 
Traditional learning environments Oniine learning environments 

1 Linear, sequential pattern 1 Non-headhypertextual pattern 1 
S ynchronous communication Asynchronous & synch, com~nunication 

Stmctured by time 

1 Ceosored, controkd 1 Uncensored, uncontrolled 1 

May operate independent of time 

Highly structured and organized Decentralized & unorganized, unstmctured 

Closed environment 

Table 1.1 Cornparison of traditional versus online leamhg environments. 

Open environment 

Printltext-book bound 

Fiiter reality 

Sameness and stabfity 

m e  the trend may once have been to talk of 'Brave New Worlds", it would 

seem more appropriate to refer now instead to "Strange New Worlds". As a learning 

environment, the Internet appears to have little in common with what is typically 

associated with school and education. The Microsoft tagline "Where do you w m t  to go 

today?'epitomizes the unbounded or unlimited nature of the Internet. The classroom 

environment with its clearly delineated boundaries, both p hysical and non-p hysical, 

contrasts sharply with the comparative open nature of the ''real world". Yet, just as we 

can compare the bounded world of the classroom with that of the "real world", so too can 

we compare the "real world" with the ''virtual world". In so doing, we are Iikely to h d  

the " r d  world" to be  bounded in cornparison to the online leaming environments of the 

Internet. In the onluie, Wtual world, the absence of time, but more importantly, the 

absence of distance meam that those who enter this world are almost iinlimited in texms 

of the access florded them: access to places, to people and to expenences that they codd 

never have in their classroom or perhaps even in the to wn in which they live. It is indeed 

Characterized by sensory-vastness 

Geaerate reality 

Growth and change 



global access and even more since the Internet can allow access to recases otherwise 

ofien hidden, Online, a student may converse with a prison inmate, with a famous 

author. Hekhe may research a question fiom how to do a science experiment to how to 

build a bomb. WhIle such examples are extreme, they nonetheless illustrate the open 

nature of the Internet. More irnportantly, the examples illustrate the enormous abyss 

which lies between the world of the classroorn and that of OLEs. 

Logan (1995) argues that such a difference between two environments is no t a 

unique situation. However, as he aptly argues, this thne, the mismatch is far more 

pronounced than in the past: 

The current mismatch between the newer forms of information 
processing and the institutions designed for older forms is not 
historically unique. In every age and in every society that has undergone 
significant technological development and change, a mismatch between 
the new techniques and the old institutions has been a problem, Our era 
is no dïfflerent except that the transition between the old technologies and 
the new ones has been more rapid and hence the mimatch has been 
greater. (p .2 14) 

Teachers accustomed to a structured, bounded and teacher-centered, 

environment no doubt h d  themselves in a foreign landscape when using the Intemet for 

leaming. Their map no longer represents the temtory. Using the Internet for leamhg 

involves or necessitates a shift in thinking and beliefs about leamhg and teaching. Becker 

(1991) argues that improving education through use of technology "will require teachers 

and administrators to mod* their concepts of appropriate and inappropriate teaching 

behaviours, to repnoria'ze the value of different types of instructional content, and to 

change habits and assumptions that guide their classroom and school management 

strategies" (p.8). Technology based on constructivist theories cannot sirnply be 

assimilated into traditional classro om practices (Cognition & Technolo gy Group at 

Vanderbilt, 1996). Moving fkom one environment to the other such as fiom the 

traditional, bounded classroom to an online learning environment is much more 

challenging when the theory of leaming underlying the technology requires a 

transformation of existing classroom practices or when the map no longer represents the 



territory. 

At the same time, it is possible that the environment Ïtself can have an impact on 

belieh. Kagan (1992) speculates about how the learning environment actudly reinforces 

and ingrains beliefs. She descn i  how beliefs grow out of a need to adapt to and survive 

in the particular and somewhat peculiar environment of the classroom: 

A s ip ikan t  characteristic of classroom teaching is its many uncertainties. 
A teacher canno t continue to orchestrate instruction and maintain control 
in the highly iinpredictable environment of the classroom without knowing 
whether things are going weIl; a teacher must be able to iden-, label, 
solve, and evduate the solutions to p r o b h s .  Because there are no 
indisputable extemal guidelines, teachers create their own, in the fonn of 
a personal cohesive pedagogical system that they can support without 
reservation. In a landscape without bearings, teachers create and 
intemalize their own maps. (p.80) 

Kagan's theory highlights the role that the teacher's environment plays in fomulating 

beliefs. If indeed one's environment affects one's beliefs, then, does changing the 

environment of the teacher provide a concomitant change in beliefs? What happens when 

Kagan's metaphoncal landscape is altered? Do teachers formulate new maps? Do they 

change their beliefs? 1s there a conflict between the environment and their beliefs? 

In his discussion of "The Stranger", Schutz (1944) theorized fkom a sociological 

perspective about what happens when one's environment changes: 

Strangeness and f&ty are not lirnited to the social field but are 
general categories of Our interpretation of the world. If we encounter in 
o u  experience something previously unkno wn and which therefo re stands 
out of the ordinary order of our knowledge, we begin a process of inquiq. 
We fîrst define the new fact; we try to catch its meanhg; we then 
transform step by step Our general scheme of interpretation of the world 
in such a way that the strange fact and its meaning becomes compatible 
and consistent with all other facts of Our experience and their meanings. 
(P-507) 

This "scheme of interpretationy y to which Schutz refers are similar to what Wehling and 

Charters (1969) refer to as representations, or cognitive maps, of the extemal world and 

to what Kagan terms a 'cpersonalized pedagogy" or '%elief systern". When confronted 

with uncharted territory, Schutz's stranger is forced to reconceptualize, to rethiak exkting 



notions, to reinterpret and define new maps. When teachers move fiom the traditional 

landscape of the classroom to OLEs, they essentially become Schutz's stranger "who has 

to place everything in question" (Schutz, 1970). They are the "stranger in a strange land". 

The new pattern of the strange land are as Schutz describes 'hot a shelter, but a field of 

adventure, not a matter of course, but a questionable topic of investigation, not an 

instrument for disentanghg pro blematic situations, but a pro blematic situation itseif and 

one hard to master" (p. 93). 

Teaching and learning assisted by emerging technologies may only represent a 

step forward in the history of education if teachers' practices take full advantage of the 

potential and possibilities of the technology. For this to happen, teachers must be able 

to shift their beliefs to  accommodate new ways of learning, thinking, working, 

coIlaborating, sharing and building knowledge. They rnust be able to redesign their maps 

to fit the new territory However, these beliefs must fkst be aaiculated and made explicit 

so that they can be questioned, understood and evaluated by the teachers themselves. This 

research thus represents a nrst step Ï n  assisting teachers to make their beliefs more explicit 

and in helping them evolve their teaching approaches. 

Chapter 2 of this study focuses spec%cally on the evolution of approaches to 

teaching FSFL. The influence of learning theories in teaching languages is outlined from 

a histoncal perspective. As weU, the chapter traces the evolution of the role played by 

technolo gy and the interplay between technolo gy use, learning theories, and appro aches 

to  FSFL teaching. As part of the evolution, a vision for the teaching and learning of 

FSFL in the 21" century is described. The vision relies on teaching and learning in OLEs 

using a constnictivist approach. The study wiU aim to understand teachers' beliefs by 

interpreting them in relation to  this evolution. 

1.6 Research Questions 

Landscapes without bearings, strange lands, unçharted temtory: these are 

metaphorical characteristics of online learning environments where teachers, as 

foreigners, must begin to define new maps to guide their way. This study provides 



teachers of FSFL with the opportunity to t a k  about their experience in online I e h g  

environments. Through an exploration of their beliefs, it is hoped that insight may be 

gained mto teachers' personal pedagogies, knowledge and theories that guide their practice 

and that form the philosophicd basis for the approaches which they take to the teaching 

of FSFL using the Internet. The two questions which guided the research are as follows: 

1 - What are some of the beIiefs of teachers of FSFL in relation to 
teaching and learning in o&e learning environments? 

2. What do these beliefs reflect in terms of the evolution of 
approaches and use of technology in the teaching of FSFL? 

The i ï r s t  research question is very broad and seeks to i den t e  the range of 

merent  beliefs held by teachers. These beliefs represent teachers' personal knowledge 

and their implicit theories that serve as cognitive and affective maps which they have 

evolved and which guide them in their daily interactions in their environment. Research 

question 2 qualifies the beliefs accordhg to a historical continuum fiom the end of the 

19& century and into the 2 Id century. The second question aims to interpret these beliefs 

in relation to this conceptual and historical fiamework Teachers' beliefs or implicit 

theones are thus interpreted in relation to the offS.cial theories of language learnïng 

specifically and in relation to theories of leamhg in generaL Do teachers' beliefs reflect 

the earlier attempts at teaching languages when Grammar-Translation, the Direct Method 

or Audio-Luigualism represented popular approaches to the teaching of FSFL? Do the 

beliefs r e k t  a behaviourist approach or a constnictivis t approach? Do the beliefs reflect 

aspects of the vision for leamhg FSFL in the 21" century as outlined in Chapter 2? Do 

they represent an attempt to take fuIl advantage of the potential of OLEs to transform the 

learning process? 

1.7 Methodology: Ovemew 

The study relies on a variety of means to probe and profile the beliefs of teachers. 

The potential of the Intemet as a tool for research is exploitecl by the present investigation 

which relies on an online discussion list and e-mail correspondence with some of the 



discussion list participants, The study also indudes use of a more 3aditional research 

technique, that of a mail-out, open-ended questionnaire and serni-structured interviews 

with some of the questionnaire participants. The data are collected, analyzed and 

interpreted in relation to the historical and conceptual fkamework outlined in Chapter 2 

of tfris study. 

The present research âims to understand the meanings which individuals m a 

particular context have evolved. Specifically, it seeks to understand some of the 

underlying beliefs or implicit theories of teachers. It attempts to make sense, to 

understand, to make more explicit, this underlying aspect of the teacher's complex world. 

The sociaüy-consttucted reallties or worlds of teachers constitute the object of t h  study. 

The roIe of the researcher as ethnographer is to observe these multiple realities, to 

articulate, interpret and reconstmct them (McMïIlan & Schumacher, 1997). The 

methodology is described in detail in Chapter 4 of this study. 

1.8 Rationale for the Study 

Pajares (1992) argues that the investigation of teachers' beliefs "should be a focus 

of educational research and can inform educational practice in ways that prevailing 

research agendas have not and cannot" (p.307). The research of Jakubowski and Tobin 

(1991) suggests that teachers' metaphors and beliefs not only influence what teachers do 

in the classroom, but that changes in these same metaphors and beliefs can result in 

changes in teachers' practices. Brousseau, Book and B yers (198 8) affirm that knowledge 

gained through investigation of teachers' beliefs can provide insighi: for teacher education 

progrms and instructional leaders. They argue that the first step toward understanding 

how to affect the process of schooling would be to understand the values and beliefs of 

those who drive those processes. Understanding teachers' beliefs and how they are 

impacted on by a change in concext or environment is a necessary fïrst step in brioging 

about positive change in teaching and learning. 

As interest grows in use of the Intemet for teaching and leaniing, we must ensure 

that teachers are able to fÛIly capitalize on the potential that this new environment has to 



offer for the learning of FSFL. Teachers can be assistecl in this effort by professional 

development that builds on their existing beliefs and knowledge. However, both pre- and 

in- service efforts may weii miss their mark if they are premised on assumptions 

inconsistent with teachers' beliefs and implicit theories. We rnust be assured that 

teaching represents a true innovation and evolution. Ideally, such teaching will no t aim 

to "extend or replicate the classroom model" (Bates, 1996) but, instead, wiU dramatically 

transfomi it. Understanding teachers' beliefs about teaching and leaming in OLEs win 

undoubtedly provide the type of msight needed in order to work effectively with teachers 

to assist them in evolving their beliefs. 

1.9 Sigdkance of the Study 

The study provides a significant contri'bution in tems of its scope. Three areas 

are linked and combined to provide insight into the complex interplay between online 

learning environments, the evolution of FSFZ metho ds, and teachers ' beliefs. While 

previous research may have explored teachers' beliefs and FSFL or teachers' beliefs and 

technology, this study links three different areas. As well, the scope of this study is 

significant because it focuses on a wide range of experiences in terms of the teachers who 

participated in the study. These teachers represent different grades, experiences and 

geographic areas. The approach represents an experiment with an alternate means of 

collecting data in general and, in particular, it represents an effective means of eliciting 

beiiefi through conversation and discussion. In this sense, it represents innovative use of 

emerging technologies for research purposes and could serve as an example for O ther 

research designs. 

The increased interest in cognitive psychology has resulted in a shift in research 

efforts away ficorn the product and observable aspect of teaching to the cognitive process, 

i.e-, to teacher thinking, attitudes and beliefs. Until now, much of the research on 

teachers' beliefs has focused on the areas of science and math education or on reading. 

These investigations have frequently been concemed with understanding how teacher 

beliefs impact on practice. The present investigation diHers from these past studies in 



several ways. The focus here is not only on teachers' beliefs about teaching and Iearning 

FSFL but on teaching and leaming in online leaniing envjronments. Rather than 

considering how these beliefs impact on practice, the present investigation explores what 

happens to teachers' beliefs whec they fïnd themeives in an altered context or "strange 

land". The present study aIso d.ïEers fiom other studies of teachers' beliefs by its 

emphasis on the individual beliefs themselves as opposed to an emphasis on sets o r  

systems of beliefs beIonging to individuals- For example, some studies may focus on  

four or five individual. in order to prome the beliefs of each person. The present study 

focuses on the dLBFerent types of beliefs themselves. Such a focus provides an opporhmiw 

to gain insight into the range o f  beliefs that ercist among teachers and to understand the 

periods in the evolution of teaching which these beliefs reflect. 

1.10 Limitations of the Study 

This study is limited to pronling the beIiefs of teachers and to understanding their 

nature in relation to the conceptual and historical fhmework outlined in Chapter 2 of this 

study. The study is very broad and does not focus s p e ~ c a l l y  on one area. This broad 

scope was necessary m order to provide an jnitial foray mto a .  area which has, until now, 

not been studied. For this reason, the study did not focus spe&cally on one grade area 

such as primary or secondary or on one aspect of language leaming such as writing or 

speakïng. It did not focus on one program such as French Immersion or Core French or  

on one area such as Newfoundland. Nor did it focus on one aspect of online learning such 

as MUDs or MOOs. Thus the study is limited to a very general synopsis or o v e ~ e w  of 

a broad topic. 

The study aims to capture or profile a wide range of different beliefs, and in so 

doing, it has needed to include a large sample of teachers. The large selection does not, 

however, indicate an aim to provide data which might be generaiized to a wider 

population. Instead, the onus is on the readers of this study to generalize the beliefs to 

their situation. The choice of participants is rnotivated, not by a concern for 

representativeness, but by a concep tual question. In O rder to unders tand teachers ' beliefs 



on this issue, we must see different instances of these beliefs, in ciiEerent phces and with 

different individuals, 

The beliefs pronled m this study are those that teachers were able and/or wilkg 

to articulate or those which the researcher gIeane-d m collecting data. There are, no doubt, 

many beliefs that teachers did not articulate either because they did not have the 

vocabulary to do so, because the beliefs were not at a level of consciousness where 

teachers could recognize them, or hecause, sinaply, the teachers chose not to reved them. 

There are other beliefs which teachers may hold m relation to teaching FSFL in on2ine 

learning environments which they may not have had the oppominity to articulate in the 

context of this study. Although every effort was made in the data analysis to ensure the 

integrity of the beliefs which were expressed or uncovered, it was not possible to 

categorically v e w  that these beliefs were indeed t d y  held by the teacher- No attempt 

was made in the study to detennine whether or not the beliefs were strongly or not 

strongly held. Not all experiences could be accounted for in the context of the 

investigation, nor could all topics be touched on- Thus, the beliefs profilecl in the study 

are not inclusive of all the beliefs on teaching and learning FSFL in online learning 

environments held by the teachers in the study. 

1-11 Definitions and Clarification of  Terms 

Teachers 
For the purposes of this study, the focus is prlmarily on teachers at the 
classroomlevel - Le,, Kindergarten to grade 12. However, the term will 
also refer to individuals teaching at the preschool or the post-secondary 
Ievel. 

Beliefs 
A complex and inter-related systern of personal and professional 
knowledge that serves as implicit theones and cognitive maps for 
experiencing and responding to reality. Beliefs rely on cognitive and 
affective components and are often tacitly held. 



French as a Second Language 
This term aIso includes French as a foreign language but does not 
include French as a fïrst liinmage. Reference wjll also be made to second 
languages in general particularly in the review of the literature. This 
reference to second languages will be considered as inclusive of French 
as a second and foreign language, 

Online Leuming Environmenfs 
Use of this term in this sbdy wiIl generdy be synonymous with the 
Intemet. The distinction between the two terms is that Online Learning 
Environments refers specifïcalLy to use of the Internet for the purposes 
of teaching and learning and mcludes e-mail, video-conferencing 
technologies, World Wide Web, discussion lists, Telaet, FTP, Gop her, 
Veronica, newsgroups, MUDs, MOOs, chat roorns, search engines, 
Real Audio, Shockwave, HTML, VRML and Java and other new and 
emerging online technologies, tools ana systerns. 

Mailing Lis~iscussion List 
Mailing lists are lists of e m d  addresses held by a computer listserv 
whkh are used to forward messages to groups of people. Mailing hts 
are set up to discuss sp& topics which interested people subscribe to- 
Correspondence is sent to the listserv which forwards the mail to the 
whole list. (Williams, 1997) 

Discussion 
A purposeful and s ys tematic exchange of experiences, anecdotes, 
persona1 knowledge and implicit theories, by means of electronic, 
asynchronous, written commUI1ication by a group of teachers sharing a 
common mterest in the teaching and learning of FSFL in online learning 
environrnents. 

Conputer-Assisted Lunguage Learning, C U  
The use of cornputers to assist in second or foreign language 
instmctiond activities. It is CAI (Computer Assisted Instruction) applied 
to L2 learning and acquisition. (Merriil, Tolman, Christensen, 
Hammons, Vincent, &Reynolds, 1986) 

World Wide Web 
The World Wïde Web is a set of software to 01s and standards that al10 ws 
individu& to distribute and obtain information stored on the Internet. 
(Haughey & Anderson, 1998, p.26) 



The Internet 
The Intemet is a network of networlcs fomed by the connecting together 
of computers and computer networks around the world through 
telephone and high-speed transmission lines. (Ibid, p. 12) 

Core French 
A program of instruction in which students study the various aspects of 
French language during a regularly scheduled time slot. 

French Immersion 
A pro gram designecl for non-French-speaking individuals in which 
French is the Ianguage of instruction in the classroom for al l  or sorne of 
the subject areas. 

1.12 Ovemew of the Shidy 

The inclusion of so many elements in this one study is evidence of the recognition 

that education is a process where many factors or elernents interact and combine in 

curious and often complex ways. The data consis t of individual and group 'd.iscussions' 

with teachers as well as use of questionnaires. Teacher talk is pnvileged in this study as 

a means of making explicit the otherwke implicit and tacit beliefs of teachers. The 

discussions and questionnaXres each focus on understanding how the dif3erent elernents 

combine and interact. The interpretation of the data centres around understanding 

teachers' beliefs m relation to the conceptual and histoncal framework outlined in Chapter 

2 of this study. The following paragraphs outline the organization of the study as a whole. 

This fïrst chapter presented the pro blem addressed by the study- The traditional 

environment of the classroom was compared and contrasted with online learning 

environments. One of the most important differences in the two environments relates to 

the reliance on mering learning theories. Whereas TLEs often support a 

teacher-centered, transmissionist style of learning, OLEs support a more leamer-centered, 

constnictivist approach to teaching and leaniing. Teachers' beliefs corne largely fkom their 

experiences in the traditional learning environment. What hap pens w hen teachers ' beliefs 

interact with the online Iearning env~onments? "Strangers in a strange land" is the 

analogy used to evoke and explain the experience of rnoMng to a foreign environment. 



This studyprovides teachers with the opportudy to articuiate their experiences of being 

a stranger in a strange land, of adapting to a new environment. The study amis to profile 

a range of beliefs of teachers about working in OLEs- 

The purpose of Chapter 2 is to provide background information on the evolution 

of approaches and of technology use in the teaching of FSFL which will serve as a 

historical and conceptual hmework for the shidy in generaL The chapter traces the 

influence of learning theork on practices and in the use of technology m the teaching 

of FSFL throughout the past century- A vision is outlined for teaching and leamhg FSFL 

in the 21n cenhlry. This vision is premised on use of OLEs and draws heavïiy on the 

theory of constructivism. It serves as a kame of reference for analyzing and interpreting 

teachers ' beliefs. 

Chapter 3 presents a review of the literature on the topic of teacher beliefs. 

Included in this review are studies and literature related to: 

1. The nature of beliefs; 

2. bellefs and change; 

3. teachers' beliefs about teaching and leaming; 

4. teachers' beliefs about teaching and learning with technology; 

5. teac hers ' beliefs about t eachg  and learning FSFL. 

Various studies have contributecl to our knowledge about teachers' beliefs on such 

topics as teaching FSFL and teachiug with technology These studies provide a usefbl 

s tarting point or frarnework fiom which to begin to build an understanding of teachers' 

beliefs about teaching and leaming FSFL in online leamhg environments. Many of the 

studies included in the review airn to understand beliefs in relation to learning theories 

and, as such, present a perspective with which tbis study's data can be compared and 

understo od. 

Chapter 4 outlines the research methodology used to investigate the research 

questions. Eliciting beliefs and assuring the integrity of what is uncovered requires 

sophisticated and unobtnisive techniques that d o w  teachers to articulate what would be 

O therwise unconscious, implicit, tacit and unarticulated. Ensuring the integrity of such 



tacher talk &O requires a wholistic means of analysis that captures the interrelatedness 

and complexity of the constnict specifïcaUy and of the teacher's world in general. The 

present investigation relies on an online discussion which took place over the period of 

September, 1998 to June, 1999 and included participation fiom teachers primady in 

Canada and the U.S. as well as in Europe, Australia, Afnca and South America As well, 

data were coUected by means of questionnaires which were distributecl to teachers in 

Newfoundlmd and Labrador, Canada y ,  dialoguing was conducted with 16 

discussion list participants and with 5 of the teachers who completed the questionnaire 

in order to gain a more in-depth understanhg of the beliefs, 

Chapter 5 presents the findings in a descriptive format. Excerpts fiom the 

discussions and questionnaires are presented in order to illustrate teachers' belîefs. The 

chapter aims to present the data with a minimal amount of mterpretafion. Chapter 6 

presents an interpretation of the findmgs. The a i .  of the interpretation is to provide an 

answer to research question 2. The beliefi are analyzed in relation to the evolution of 

teaching appro aches, learning theo- and technology use in second- and foreign- 

language education as outlined m Chapter 2. Chapter 7 groups the major findings into 

themes and moves beyond an interpretation of the fidings in order to understand the 

implication of these fïndings for educational practice and research. A discussion is 

presented on methodological consideratiom. Recommendatioos are made for educational 

practice as well as for educational research. 

1.13 Conclusion 

The conditions at the tum of the century are evolving in such a way as to 

encourage educato rs to reformulate goals, reconcep tualize roles, redefxne learning and 

teaching, and to rethink what they do. But none of these acts can be accomplished 

successfully without first reevaluating what they believe about goals, roles, learning and 

teaching. Schools are busy places where the key players often don't have much t h e  to 

tend to important acts such as thinking about what they do and, more importantly, why 

they do it. Their behaviours have become automatic - dictated by years of practice, by 



institutional conventions and, sometimes, by unquestioned, unscrutinïzed beliefs. 

Schools are about leaming. Yet, how often do teachers have the opportunity to ask 

themselves: How do children l e m  best? What is l e m g ?  What is a teacher? The 

responses to these questions and to many others like them essentidy become the 

blueprints for action, the maps that guide the teacher's way through days and years of 

classroom interaction with hundreds and perhaps thousands of chiidren in the course of 

a career. 

This study aims to get at the heart of teaching and leaming- It Zooks behind the 

scenes and takes aim at the key actors - the teachers - for it is they who are the 

gatekeepers, who will ulcimately determine much of the experiences to which students 

be exposed within the confines of their schooling years. As such, this study provides 

mtimate insight into hidden worlds, into the heart of teaching. The timing of this study is 

critical m the sense that it cames at a time when new technologies are begjnning to impact 

on every aspect of life. Were this study conducted 40 years earlier when television 

represented the latest technological revolution, it wodd no t have had the same impact- 

Whereas television had the po wer to improve teaching practices, OLEs have the p O tential 

to transform them. Whereas, 40 years ago, the educationd community was immersed in 

a pldosophy of behaviourism, today's community is on the verge of a possible paradigm 

shift to a philosophy of constructivism that reconceptualizes teachhg and learning. 

More than ever today do we need to have insight into teachers' beliefs. 

The teaching of FSFL has often k e n  reflective of the prevailing social, 

educational and politicd trends. As such, it is unlikely to remain immune to the changes 

currently taking place in technolo gy and in educational p hilosop hy. Teachers will be 

affected either directly or indirectly. The ernergence of new technologies combined with 

an interest in and understanding of constructivism provides a backdrop for a change in 

approaches to the teaching of FSFL. This study wiU provide insight into the dynamics of 

t h  change fiom the perspective of the key stakeholders - the teachers. 

Constnictivist philosophies wodd have us see the teacher as a facilitator. Other 

metaphors for the teacher might include that of the master, sage, guide, banker or 



gardener. For the purposes of this study, t is useful for the reader to conceptualize the 

teacher as an explorer. The teacher is exploring new territories or new landscapes for 

learning- ones which are unlaiown, strange, without bearings, and udke anything they 

have previously encountered. They have few reference points, few coordinates for their 

journey beyond the maps which they have used in the familiar temtory of the traditional 

classroom. The following chapter desc&es the theories and thoughts of the last 100 years 

of second- and foreign- language education in order to understand what some of these 

reference points or coordmates might be- The remainder of this study then follo ws its O wn 

journey into the heart of teaching - into teachers' beliefs. 



Chapter 2 

Landscapes for Learning: 

Conceptual and Historical Framework 

Changes in theories of learning affect uses of technology, 
but new technologies aIso make new kinds of mteractions 
possible and hence affect theories of learning. (Cognition 
& Technology Group at Vandertnlt, 1996) 

2.1 Introduction 

Through an analysis and synthesis of the literature, this chapter will provide a 

sumtnary of the evolution of teaching methods and use of technology in FSFL fkom the 

end of the 19'h century until the end of the 20L century with a vision for teaching and 

leaming FSFL m the 21" century. The summary of the evolution of technology in the 

teaching of FSFL wilZ illustrate the lintegral role which OLEs play in the vision. Both 

summarÏes focus on understanding and analyzing the influence of le&g theories on the 

evolution. The summary is by no means exhaustive; rather it aims to highlight the 

prominent trends and ideas which marked specjfic penods and which aUow us to trace the 

evolution. The second research question considered in this study asks what the beIiefs 

reflect in terms of the evolution of approaches and use of technology in the teaching of 

FSFL. The historical and conceptual fiamework provided in this chapter will assist in 

understanding, interpetkg and analyzing the research kdings in order to explore 

answers to this question. 

2.2 The Evolution of Second- and Foreign- Language Teaching 

2.2.1 Introduction 

In his treatment of the histoncal developments in language pedagogy, Stem 

(1992, p.6) isolates three ways in which Ianguage pedagogy has aimed to renew and 

improve itself: 
1. Innovation through change in teaching methods; 



2, Innovation through language-reIated sciences and research; 

3. Technological innovation. 

Stem's perspective is a useful one for the purposes of this review since it encompasses 

both the evolution of hguage methods, theory and the use of technology Any 

discussion of the evolution of methods in Ianguage pedagogy wiU, by necessity, 

incorporate a discussion of linguistic and leamhg theory W e  changes in methods 

reflected to a large degree social, econornic, political, or educational circumstances, they 

were also significantly impacted on by changes in language theories and in new 

psycho10 gical perspectives on language learning (Stern, 1983). The use of technology in 

language leanhg has evolved somewhat, afthough no t entirely mdependent of linguistic 

and learning theory. For the purposes of this review it will be more practicd to provide 

a separate discussion of the evolution of technology use in second- and foreign- language 

teachmg- 

The evolution of second- and foreign- language teaching has ken  clearly 

chronicIed and delineated by researchers and theorists and has been largely discussed and 

debated in a 'methods' fiamework Stern (1983) describes a method as a "theory of 

language teaching" or school of thought resulting Ykom practical and theoretical 

discussions in a @en historical context" (p. 452). Although new methods or approaches 

signzfy a certain 'break fkom the old', they nonetheless maintain a Erik with the past by 

incorporating positive aspects of previous paradigms (Brown, 19 80). It is no t surprishg 

then, that as Stem (1992) observed, "one of the main featïïres of the development of 

language pedagogy has been the continuous attempt to renew language teachùig through 

changes in teaching method" (p. 6) .  These attempts at renewal begin essentially during 

the h a 1  decades of the 19" century at which time the Gramrnar-Translation Method 

came under fire. 

2.2.2 The 19" Century 

During the nineteenth century, the Grammar-TransIation Method with its 

ernphasis on the transmission of structural d e s  and analysis of form (Brown, 1980) 



served as the principal method of teaching modern and classical languages in schools. As 

the name süggests, the characterizing feature of the method was its emphasis on 

translation into and fkom the target language. The goal of studying a foreign language was 

to l e m  the language so as to be able to read its literature. Grammar was taught 

deductively with the student's native Ianguage being the medium of instruction and with 

a strong emphasis on accuracy (Richards & Rodgers, 1986). Little emphasis on speaking 

or listening to the language was encouraged. Instead, the "book-onented method" 

refiected an intellectual activïty of mental discipline invoLving readhg and memorization 

of rules and facts (Stern, 1983). Brown (1980) argues that the theoretical underpinnirigs 

of the method were more pedagogical than linguistic or psychological with limited h e  

and resources in schook favouring such an approach. Richards and Rodgers (1986) noted 

that it was a method without theory or without any literature which might offer a rationale 

or justification for it. Not surprising then, the Grammar-Translation Method had a 

negative reptation in the annals of language teaching: 

In the Einai decades of the nineteenth century, grammar translation was 
attacked as a cold and Me1ess approach to language teaching, and it was 
blamed for the fdu re  of foreign Ianguage teaching. The rnajority of 
language teaching reforms in the late nineteenth century and throughout 
the fïrst half of the twentieth developed in opposition to 
grammar-translation. (Stem, 1983, p. 454) 

A reform movement at the turn of the century resulted in the development of 

principles of foreign-language teachuig which provided the the0 retical foundation for a 

principled approach to the study of language teaching and learning. The interest in 

developing principles grew out of naturalistic principles of first-language acquisition and 

reflected the beginnings of the discipline of applied linguistics (Richards & Rodgers, 

1986). The principles emphasized the importance of iistening and speakmg the foreign 

language. MeaningfÛI contexts for learning, inductive teaching of grammar and 

avoidance of translation were some of the priaciples put forth (Xbid.). These principles 

provided the foundation for the Direct Method. The new method which emphasized 



communication in the target language arose out of the need for more effective language 

learning "in a new world of industry and international trade and travel" (Stem, 1983, 

p-456). 

While the method enjo yed popularity in Europe in the early part of the century, 

it proved less effective in public education in North Arnerica where opportuniies for oral 

practice and native-speaking teachers were Iess common. An American study begun in 

1923 in the U.S. concluded that teaching conversation skills was impractical given time 

restrictions in scho 01s and given the perceived irrelevance of foreign conversation skills 

in the US- (Richards & Rodgers, 1986)- The results of the study, published as The 

Coleman Report (Coleman, 1929) advocated a reading approach to foreign-language 

learning. Comprehension of texts fkom books with short reading passages with vocabulary 

lists, silent reading and discussion of the passage in English served as the bas+ for the 

approach (Darian, 1972). 

During World War II, the need for soldiers to become or- proficient in the 

Ianguage of their enemies and allies refocused once again the efforts on oral sk2I.s. Since 

conversational proficiency was not the goal of foreign-language courses in the U.S., a 

new approach or training program was necessary. Thus the Army Specialized Training 

Program or "Army Method" was developed. The method, however, did not rely on a 

specific theoretical base: 

The ccmethodology" of the Arrny Method, like the direct method, derived 
from the mtensity of contact with the target language rather than fkom any 
well-developed ~i?etl~odological basis. It was a program innovative mainly 
in terms of the procedures used and the intensity of teaching rather than 
in terms of its underlying theory. (Richards & Rodgers, 1986, p.45) 

2.2.4 The Middle of the 20" Century 

The launching of the fkst Russian satellite in 1957 resulted in an increased interest 

in and fûnding for foreign-language study in the United States. Language teaching 

specialists began developing a method that would be suitable for US. cofleges and 

classrooms. They drew on the Army Method, structural linguistic theory and behavioural 



psychology to develop what wu terrned "the Audio-lingual Method" (Richards & 

Rodgers, 1986)- Brown (1980) describes how prominent theones in linguistics and 

psychology influenced practice at that t h e :  

Around the middle of the century the unique advances of both linguistics 
and psychology had a profound and lasting effect on h g u a g e  teachmg 
methodology. Structural linguistics had provided took for dissechg 
language into its smdest  parts and for contrasting two languages 
"sc ient i f ic~ ' ,  and behavioral psychology had provided a model for 
teaching virtually any behavior by operant conditioning. The two 
theoretical stances merged perfectly to give language teachers a method 
firrnly grounded in theory: the Audio-lingual Method (ALhQ - (p.242) 

Behavioral psychologist B.F. Skinner published his influentid book Verbal Behavior in 

1957 in which he elaborated a theory of learning applicable to language learning. 

Skinner's elements of stimulus, response and reinforcement were easily adapted to 

language leaming: 

A set of phrases or sentences is given to which the learner has to make the 
same response, or on which he has to perform the same manipulation ... 
the student is encoüraged to produce repetitively a suitable sound in his 
own language and is rewarded each time there is a phonetic variation in 
the direction of the foreign language sound mtil gradually only 
productions of the new sounds are rewarded. (McDonough, 1981, pp. 
14-15) 

The new method, fotmded on both behavioral psychology and structural 

linguistics emphasized habit formation, repetitive drills, avoidance of errors, mimicry and 

memorization (Stem, 1983) and depended on a central and active role for the teacher 

(Richards & Rodgers, 1986). Given that an important tenet of structural luiguistics is that 

the primary medium of a language is oral (Ibid.), oral proficiency, and not the study of 

grammar or literature, was the primary goal with the method. Reading and wnting were 

ïutroduced only after students practiced the structures orally. The tightly-stmctured 

approach of the dialogues and drills attempted to mbimize the potential for errors. The 

learner was not encouraged to initiate interaction because it might result in a mistake. 

Lack of understandhg of rneaning was Iess important than the ability to effectively 

imitate, memorize and respond to model dialogues; therefore, grammatical explanation 



was minimi;r.ed (Brooks, 1964). 

The behavioural view of both language and language leaming dominated foreign- 

Ianguage teaching methodology for several decades resulting in chs room emphasis of 

controlled practice with careful reinforcement (Brown, 1980). However, by the end of 

the sixties, Audio-Lingualism had become what Stem refers to as  "the whipping boy for 

all that was wmng with language teaching" (p. 465). Not ody did practicd results of the 

approach fall short of expectatiom, but changes in linguistic theory in the 1960's 

challenged the structural view of language as weli as the behaviourist view of language 

learning- Chomsky's (1959) theory of transformational grarnmar argued that language 

was not a process of habit formation According to Cho- (1 966), innovation and the 

formation of new sentences and patterns allow for the generation or creation of new 

utterances from the learner's underlying knowledge of abstract des. Chomsky's 

references to "innate aspects of the mind" contrasted and codiicted with Skinner's 

emp hasis on observable behaviours. "Suddenly the whole audio-lingual p aradigm was 

caned into question: pattern practicey drilling, memorization" (Richards & Rodgers, 1986, 

p.60). The dissatisfaction with the Audio-Lingual Method was one of a number of factors 

that would set the stage for yet ano ther s hift In approaches to the teaching of second and 

fo reign languages. 

2.2.5 The Seventies and Eighties 

Towards the end of the s*es and early in the seventies, the general abstract, 

stmctural view of language was rephced instead by a semantic and social emphasis in 

language (Stem, 1992). The growth of psycho-hguistics, socio-luiguistics and an 

interest m semantics had important implications for the teaching of languages in that they 

highlighted the importance of real-world Ianguage use. During the early seventies, work 

by the American sociologist Hymes resulted in the concept of communicative 

competence. Hymes (1968) argued that a sentence must not only be grarnmatically correct 

or competent, but that it must &O be appropriate in relation to the context in which it is 

used. He openly criticized Chomsky's emphasis on linguis tic competence by arguing that 



it "posits ideal objects in abstraction fiom socio-cultural features that might enter into 

their description" (p.7). Hymes' theory atternpted to d e h e  what an individual needs to 

know in order to be communicatively competent in a speech comrnunity- 

The humanistic emphasis in pedagogy that occurred in the United States during 

the 1970's encouraged more individualkation of instruction and more group work. The 

introduction and growth of French-Immersion programs in Canada during the seventies 

and eighties focused pedagogical attention on the importance of meaning and 

communication in second-language learning. Alternate methods such as the Silent Way, 

Suggestopaedia, and Comrnunity Language Leaming received receptive responses in the 

seventies and focused attention away fkom the pattern and drill approach and towards 

communication. The emphasis in the French-Immersion classro om on non-language 

content and on real communication as  well as the perceived success of the approach no 

doubt raised awareness of the importance in language le-g of meaningful 

communicative interaction, purposive behavior, authentic language and negotiation of 

social meaning, 

An "explosion of research on second language" in the seventies recognized the 

importance of the individual's construction of language thus raising questions about the 

role played in language leaming by the Ieamer's motivations, perceptions and initiative 

(Stem, 1992). Research in language leaming, particularly that which contras ted firs t and 

second-language leaming, led to a search for new methods. The work of the Arnerican 

applied hguis t  Krashen (1978) and his distinction between acquisition versus leaming 

provided a theoretical foundation from which to understand the important role of 

communication in second-Ianguage leaming. According to Krashen, second-language 

acquisition is analogous to the way in which a child wouid acquire hislher hst  language. 

The concept impiies that languages c m  be learned effectively without formd snidy of 

structure and form. 

From these changes grew a new approach to language teaching in the seventies 

termed the Communicative Approach or Communicafive Language Teaching (CLT). 

Finnocchario and B d t ,  (1983) have compared the Audio-Lingual Method and 



Communicative Language Teachhg by contraskg their characteristics as fol10 ws: 

Audio-Lingual Method Communicative Language Teaching 

Emphasis on structure and form 1 Emphasis on meanhg 

Lang. leaming involves structures Lang. leaniing involves comxnmicating 

Airn is linguistic CO mpetence 

Errors must be prevented at al l  costs 

Teachers must spe- what language the 
student will use 

Aim is communicative cornpetence 

Errors are part of language learning 

Teachers canzlot h o w  what language 
the student wiil use 

Students must interact with the language Students must mteract with people 

Accuracy is a primary goal 

Teachers control the learners 1 Teachers assist the learner 

Fiuency is a pririlary god  

Language is habit 

Table 2.1 Cornparison of the Audio Lingual Method and Communicative Language 
Teac hing 

Language is creation 

Richards and Rodgers (1 9 86) described O ther significant characteristics of this 

new approach including its emphasis on the use of authentic, ''fkorn He7' materials and 

language-based realia such as magazines, newspapers and graphic and visual sources 

around which communicative activities might be constnicted. In terms of the type of 

communicative activities in which students might engage, the authors include role plays, 

simulations as well as a variety of games. A tderance for errors means that learners are 

not being constantIy corrected. Instead, errors are seen as a normal phenornenon in the 

communicative process (Littlewood, 198 1). Interaction is an important feature of the 

communicative classroom. Through grouping, paiting, and cooperative relationships, 

students have the opportunity to express their O wn individuality (Ibid.). 

In relation to the respective roles of teacher and student, Richards and Rodgers 

(1986) argue that Communicative Language Teaching "often requires teachers to acquire 

less teacher-centred classroom management s W '  (p.78). Teachers are responsible for 



responding to and for monitoring and encouragïng the language leamer's needs. Their roZe 

is to organize the classroom as a setting for communication. Their roIe is not error 

suppression and correction but that of a teacher-counselor who exempiifïes an ef5ective 

communicator (Richards & Rodgers, 1986). Liftlewood (198 1) describes the role of the 

teacher in CLT as that of a "facilitator of learning", a consultant, advisor, coordinator of 

activities, classroom manager, CO-communicator, "human among humans" who %teps 

out of his didactic roIey' (p. 94). 

Communicative Language Teachuig with its emphasis on meaning and 

co~nmunication and its learner-centred approach has semed as the dominant approach to 

language teaching since the demise of the Audio-Lingual Method. Many language 

teaching methodologists subscnie more or less consciously to one or other aspects of 

communicative teachmg (Stem, 1992). The approach incorporates many of the 

characteristics of the other methods which preceded it whiie at the same time managing 

to avoid the "narrowness and dogmatism of the method concept" (Ibid.). As a result, it 

has the potentiai of making a more lasting contribution to language teaching than the 

Direct Metho d, Gramrnar-Translation or the Audio -Lingual Metho d. 

Yet, despite the apparent popul;irity of CLT and, despite its being an 

Ïmprovement over preceding innovations, it canno t be seen as a panacea for the pro blems 

that have been faced by language teachers. Stem (1992) explains: 

As for the communicative approach, the reliance on a single overriding 
concept, 'communication', is a disadvantage which prevents 
communicative h g u a g e  teaching fiom being entirely satisfactory as a 
theoretical framework In order to account for a l l  varieties and aspects of 
language teaching we either stretch the concept of communication so 
much that it loses any distinctive meaning, or we accept Ïts limitations and 
then find ourselves in the predicament of the 'method' solution: an 
excessive emphasis on a single concept (p. 14). 

Stem thus dismisses CLT as a suitable theoretical h e w o r k  for the teaching of a second 

language. Yet no other approach, method or fiamework has evolved to replace it. Must 

we assume that CLT represents the final stage in the process of evolution of ianguage 

teaching? If past trends are an indication of present and future p ossibilities, then we must 



assume that practices will continue to evolve as they have always done. Past evolutions 

have reflected the social, economic, politicai, or educational circumstances as weil as the 

language theories and psycho10 gicai perspectives on language learning of the perio d. 

How might the conditions of the 211 century impact on the approach to language 

teaching? What factors or conditions are most likely to innuence approaches? What 

theories of psychology and of leaming are most significant for leamkg in the 211 century 

and are thus significant in terms of the evolution of second language leaming? What 

social, economic or educational practices might infiuence the evolution? The following 

sections of this chapter ami to consider these questions and to predict the future evolution 

of approaches to the teaching and l e h g  FSFL. 

2.2.6 A New Era of Language Learning 

Many educators, researchers and writers have already begun to evolve visions for 

l e a rhg  in the 21" century while those interested in language leaming are beginning to 

describe a new era of language learning. In tenns of learning in generaI, Henchey et aL 

(1996) have outiined a vision which is based on the views of organizations, scholars and 

research centres fiom around the North American continent and proposes to take all 

leamers into the 2 la century. The vision is articulatecl in stark contras to the traditional 

approach to education or the instructional paradigm. It is first and foremost a 

Iemer-centered education that is dnven by the 'lcnowIedge, skills and attitudes" of the 

student and which is characterized by "personal control of leaming by students" (Ibid.). 

Under this paradigm, students become "active discovers and constructors of their o wn 

knowledge". Knowledge constniction, communities of learners, individual and collective 

disco very and pro blem solving, holis tic leaming : these will be important qualifiers for 

education in the 2 la cenniry. This new paradigm for education contrasts boldly with the 

traditional paradigm. The following table contmts the two paradigms or the conventional 

and reform approaches to education: 



1 Conventional Instruction 1 Reform Instmction 1 
Teacher-directecl 

l Short blocks of instruction on a single l Extended blocks of authentic and 
subject multi-disciplinary work 

-- 

S tudent exploration 

Didactic teaching Interactive modes of instruction 

Teacher as kno wledge dispenser 1 Teacher as fadtator  1 
Individu al wo rk 

Abilay groupings 1 Heterogeneous groupings 
I 

Collaborative work 

Assessrnent of fact, knowkdge and 
discrete skills l Performance-based assessment 

Table 2.2 Cornparison of conventional and reform approaches to instruction 
(Means, Blando, Olson, Middleton, Morocco, Remz & Zorfass, 1993) 

The emphasis in the new era of language learning is on constmction as opposed 

to transmission of kno wledge, Whde the dominant psychology of the preceding era was 

that of behaviourism, constnictivist psychology or philosophy has emerged as the 

alternative to the "instructional paradigm" and the behaviourist approach to education. 

Fosnot (1996) explains that, dthough constnictivism is not a theory of teaching, it 

suggests taking a radically diEerent approach to instruction fiom that used in most 

schools. She s m a e s  the constmctivist approach as follows: 

... a constmctivist view of learning suggests an approach to teaching that 
givers learners the O pportunity for concrete, contextudy meaningful 
experience through which they c m  search for patterns, raise their own 
questions, and constmct their O wn models, concepts, and strategies. The 
classroom in t h  mode1 is seen as a mini-society, a community of learners 
engaged in activity, &course and reflection. (p. ùc) 

The constmctivist view argues that knowledge and reality do not have an objective or 

absolute value or, at the Ieast, that we have no way of knowing this reality. Von 

Gtasersfeld (1995) inaicates in relation to the concept of reality: 'Tt is made up of the 



network of things and rehtionships that we rely on  in our living, and on which, we 

believe, others rely on, too" (p.7). The knower interprets and constmcts a reàlity based 

on his experiences and interactions with his environment. Rather than thiTikirig of tnith 

in terms of a match to reality, von Glasersfeld focuses instead on the notion of viability: 

'To the constnictivist, concepts, rnodels, theories, and so on are viable if they prove 

adequate m the contexts in which they were created" (p.7). 

Such a conception of howledge leads thus to a conception of learning that 

contrasts sharply with the behaviounst view. Learning is no longer a stimulus-response 

phenornenon Mead, it requires self-regulation and the building of conceptual structures 

through reflection and abstraction (von Glasersfeld, l995). According to von Glasersfeld 

(1987), Iearning is a process of conistmcting meaningful representations, of making sense 

of one's experiential world. The focus of concem is not just the leamer's cognitions, but 

the leamer's cognitions, beliefs, and conceptions of knowledge (Emest, 1995). It is the 

reàlities of others dong with our own realities that we strive to understand, but we can 

never take any of these realities as fked (Ernest, 1995). 

B ased on this view of learning, the teacher's role is transformed into that of a 

coach and analyzer of the strategies used to solve problems (Tonassen, 1991). Von 

Glasersfeld, 1995) descrities the role of the constructivist teacher as that of a "midwife in 

the birth of understanding" whose job it is, not to dispense knowledge, but to provide 

students with opportunities and incentives to b d d  it up. Teachers serve as "guides", and 

learners as 'sense makers" (Mayer, 1996). They are coordinators, faczlitators, resource 

advis ors, tutors or coaches (Gergen, 1995). Most importmtly, teachers themselves 

become learners along with students, as teaching becomes a Iearning process for the 

teacher (Driver, Aasoko, Leach, Mortimer & Scott, 1994). 

Where behaviorism emphasizes observable, extemal behaviours and, as such, 

avo ids reference to meaning, representation and thought, cons tructivisrn takes a more 

cognitive approach. This subtle difference has profound implications for aU aspects of 

a theory of learning. The way in which kno wledge is conceived and acquired, the types 

of knowledge, skflls and activities emphasized, the role of the learner and the teacher, 



how goals are estabhhed: ali of these factors are articulated di£FerentIy in the 

constnictivist perspective. Within constmctivism itself, authors, researchers and theorists 

articulate differently the constructivist perspective b y emp hasizing different CO mp onents. 

The following principles of constructivism are some which have been commonly 

arhxlated by writers, researchers and educators. ConstnictMs t learning environments are 

those that: 

emphasize the process and not the product (von Glasersfeld, 
1987); 

stress concep tual interrelatedness, providing multiple 
representations or perspectives on the content (Jonassen, 1992) 
and allow for multiple modes of representation (Honebein, 
1996); 

negotiate instructional goals and objectives (Jonassen, 199 1) ; 

make evaluation serve as a self-andysis tool (Ibid.) ; 

represent the natural compIexity of the real world (Jonassen, 
1994); 

focus on kno wledge construction, not reproduction (Ibid.) ; 

p resent authentic tmks (contextualizing rather than abstracting 
instruction) @id.); 

provide real-world, case-based learning enviroments, rather than 
pre-deterrnined instructional sequences (Ibid.) ; 

enable context- and content- dependent howledge construction 
@id.) ; 

support collaborative construction of knowledge through social 
negotiation (Ibid.) ; 

attend to students' prior and emerging kno wledge (Ernest, 1995; 
von Glasersfeld 1989) ; 

create experiences that challenge students' pnor conceptions and 
knowledge (Savery & DufSt, 1995); 



embed leaming in a rich, authentic problem-solving environment 
(Wilson & Cole 1991); 

provide for leamer control (Ibid.); use errors as a mechaniSm to 
provide feedback on learners' understanding (Ibid.); 

pay attention tu meta-cognition and strategic self-regdation by 
leamers (Emest, 1995); 

emphasize the importance of goals for the learner, and the 
dichotomy between learner and teacher goals (Ibid,) ; 

encourage O wnershÏp and voice in the leaming process monebein, 
1996); 

embed learning In social experience (Ibid.) ; 

encourage self-awareness m the knowledge construction process 
(Honebein, 1996). 

These characteristics of constnictivist leaming have been echoed by many -ers, 

appear frequently in the literature on education reform and are frequently discussed in 

relation to science and mathematics' education. Williams and Burden (1997) consider 

how a constructivist approach applies to language learning. They use a 

s O cial-interactionist kamework which they describe as a "much-needed the0 retical 

underphhg to a communicative approach to language teaching, where it is maintained 

that we lem a language through using the language to interact rneanhgfully with O ther 

people" (p.39). They descnbe leaming languages as a process of making sense of the 

world within a social context and through social interactions where the '>ersonal 

constructions and subjective realities of teacher and pupil" converge: 

As we see it, babies are born mto social worlds, corne to develop a 
concept of self as a result of their interactions with others, and 
increasingly emplo y language to make sense of that social world and to 
help them play an effective part within it. Thus, an understanding of the 
social factors which play a part in our increasing cornpetence as language 
users is essential for all language teachers. (p.3) 

The authors outhe  ten basic propositions which they consider "crucial'Yor 



language teachers and which serve as a guide for teaching and ieaming languages from 

a constnictivist perspective in the 21" century. 

There is a difference between learning and education which 
implies that in order to be of value, a learning expenence shouId 
contribute to a person's whole education as weïl as to their 
learning of an aspect of the language. 

Learners Ieam what is meaningful to them so that whatever 
language input is presented to them, we cannot predict what each 
individual wiIl l e m  or how the leamer's language system wiIl 
develop. Teachers m m  therefore have a sound grasp of what their 
learners see as important and meaningful. 

Learners l e m  m ways that are meaningfûI to them which means 
that teachers wiil need to provide a variety of language learning 
activities which allow for H e r e n t  1e-g styles and indiividual 
preferences and personaMes. 

Leamers l e m  better if they feel in control of what they are 
learning: learners need to be encouraged to taIk about their aims 
and set goals for themselves regardhg learning the language. 

Learning is closely linked to how people feel about themselves. 
The individual's self-concept as a language learner di strongly 
inauence the way in which he/she l e m .  

Learning takes place in a social context through interaction with 
other people. The nature of interaction in the target h g u a g e  will 
influence the quality of Iearning that hguage  thus teachers need 
to be aware of the interactions that occur in the classroom, 

m a t  teachers do in the classroom wiü reflect their own beliefs 
and attitudes. Whatever methodology is used, it is the beliefs of 
teachers that will Sifluence what goes on in the classroom. 

There is a significant role for the teacher as mediator in the 
language ciassroom. The teacher fosters the right climate for 
individual respect, for confidence building, for appropriate 
l e h g  strategies and for learner autonomy. 

Learning tasks represent an interface between teachers and 
learners. Teachers' choice of l e h g  activities reflect their beliefs 



and values and learners will interpret these actMties in ways that 
are meaningful to them. 

10. Leamhg is infiuenced by the situation in which it occurs. The 
broader social, educatiunal and political context within which 
language leaming experiences occur as well as the cultural 
background of the leamers will in£luence the learning that takes 
place. (p.204) 

These ten propositions provide us with ways in which to conceptualize language learning 

and teaching fkom a constructivist perspective. C e r t d y  the focal point in their 

propositions is the position of  the leamer at the centre of the Iearning process. Individual 

rneaning, mdividualized Iearning contexts, leamer control and goals, self-concept, self- 

awareness: these elements a l l  play a pivotal role in the learning process. The emphasis 

on the social context for Iearning highlights the social-constructivist underpinning in their 

approack The contexts and situations in which Iânguage leammg occurs are portrayed as 

instrumental in deteminhg the learning which takes place. As well, it is the interaction 

with others who are a part of the sitcation or context that plays a major role in 

detennining the success of the learning experience. The role of the teacher is &O central 

in their approach. The role is d e s c n i  as one in which the teacher is acutely aware of and 

ammed to the needs of the leamer, to the context for Iearning and, as well, to the teacher's 

O wn beliefs about learning and languages. 

Pusak and Otto (1997) provide a description of language Iearning which fits well 

with constructivist principles as well as with the propositions of WilIiams and Burden. 

They describe a "new era" of Ianguage learning characterized by the following: 

I Emp hasizes process rather than product ; 

I emp hasizes function over fom; 

I uses a holistic approach; 

I develo ps co~nmunicative competency; 

I develops cross-cultural insights and strategies for effective 
communication with other peoples; 

I uses authentic materials and provides experiences for all1evel.s of 



language leaming; 

relies on performance-based assessment; 

values collaborative group work; 

sees students as Melong learners; 

uses a broad language c u m c h ;  

favours development of critical thinking skills; 

operates in a multi-disciplinary context ; 

promo tes student-directeci, student-centered leaniing; 

accommodates different Iearner styles and strategies. 

Many of these charactenstics of language learning described by Pusak and Otto 

could be applied to learning in other subject areas. me-long leaming, collaborative 

learning , critical thinking ski&, performance-based assessment, student-centered 

learning, accommodation of different styles, focus on strategies, mldti-disciplinary 

contexts, a holistic approach and ihe emphasis on procMs: these elements represent a 

general emphasis which can be given to teachhg and Ieaming in general. The American 

Psychological Association m its listing of principles for learner-centered education for the 

21scentury (1995) echoes the same elements as Pusak and Otto, as Williams and Burden 

and, m general, of constnictivist learning. Its principles emp hasize the importance of the 

social contexts for learning, kno wledge construction, higher-order strategis and critical 

thinking, self-awareness and beliefs, authentic tasks, and the importance of the context 

for Ieaniing to mention but a few of the principles. 

The principles of learning as articulatecl by h s a k  and Otto, WFlliams and Burden, 

the American Psychological Asociation and, most importantly, by constructivism, 

provide the bais for a new era of language leaniing. Replacing the behaviorist 

framework which has guided language teaching for much of the 1st century is a highly 

student-centered approach to leaming - that of constructivism and more specifically 

social-constructivism as described by Williams and Burden (1997). Whïie 

Communicative Language Teaching presents a seemingly viable approach, it lacks any 



grounding in educational theory. Many aspects of CLT can be related to constnictivism 

but the approach is nothmg more than that - an approach. As Stern (1983) argues, what 

is needed is not a method or approach but a more delz'berate interpretation of Ianguage 

teaching in ternis of educational theory. Constructivism offers to language teaching a 

basis fkom which to derive approaches and methods. 

The evolution of language learning from the early days of the behaviourist 

approach and now possibly to a constnictivist approach paraiiek the evohtion of 

technology use in language teachmg. As we shalI see in the next section which looks at 

the evolution of technology use in teaching languages, behaviourism has dominated the 

CALL landscape since its begimhgs. Ho wever, technology use is no w slo wly beginning 

to reflect constnictivist principles. Pusak and Otto's description of the new era of 

language learning is predicated on the use of technology - specincally multimedia. 

Technology is also included as an essential element or catalyst in much of the Iiterature 

on reform It will no doubt play a pivotal role in aIi aspects of He and learning in the new 

d e n n i u n .  The aim of this next section is therefore to describe the role technology has 

played in second-language teaching during the last century- The pattern of use, the 

development and general evolution of the use of technology use did not evolve 

mdependently of or even parallel to Ianguage and learning theories. Many factors - some 

social, some educational, some theoretical, combined to provide the conditions for 

change and for the miplementation of particuiar techniques and use of certain equipment. 

The following section wilI give consideration to these factors in order to provide a 

cornprehensive picture of the evolution of technology use during the p ast century and into 

the 21" century. 

2.3 The Evolution of use of Technology in Second-Language Teaching 

2.3.1 Introduction 

The literature on the use of technology and, more specitically, cornputers in 

language leaming, has centered largely around discussions and debates of pedagogical 

me& of technological devices (Stem, 1983). Approaches, typoIogies, phases, 



methods: aIi have served as focal points for organinng the past 50 years (1950-2000) of 

technology use in hguage  lear-g. In her discussion of the role of the computer in 

language teaching, Garrett (199 1) cautions against thinking of it in terms of a method- 

Iristead she argues that it is "a medium or an environment in which a wide variety of 

methods, approaches or pedagogical phiiosophw may be implemented" (p -75). Grammar 

-translation activities, audio-lingual drills, or cognitive analysis of language, or a 

communicative syllabus: any of these, aceording to Garrett can comprise 

Cornputer-Assisted Language Learning (CALL) . 
Indeed, it is the way the computer is used and the context in which it is used that 

determines the efficacy (Chiquito , Meski& & Renjilian-Burgy, 1997). When we thlnk 

about computer use, we must beware of technocentric thinking or "the tendency to give 

centrality to a technical object such as a computer" eapert, 1987, p.23) - For the purposes 

of this review therefore, it is the approach that has been taken to the use of technology m 

language learning that will serve as the organjzing factor- What has been the teacher's 

role? What degree of control did the learner exert in relation to the program being used? 

What was the view of error-correction underlying the program? These are some of the 

issues that will be explored in this review of technology use fkom the behaviouristic 

Ianguage laboratory of the 1960's to the constructivist learning environments of the 

Intemet at the end of the nineties. 

2.3.2 The Language Laboratory 

By the 1960fs, the industrial production of the magnetic tape recorder made 

possible the language laboratory. Teachers using the then popular Audio-Lingual Method 

codd rely on this new technology to mode1 and remforce student verbal responses and "to 

leave to the lab all of the drudgery of drilling and pattern and keep for themselves the 

interesting aspects ofinsauctionyy (Harding & Rodgers, 1985, p.23). Thus, the language 

lab was considered a "major breakthrough in Ianguage teaching methodology because of 

its poteIltial to take the boredom out of the classroom" (Ibid.). Stern (2992) remarked: 

'Technology became a central feature of the new audio-lingual rnethod and the language 



laboratory raised hopes of a new era" (p. 10). Lïkewise, Underwood (1989) commented: 

'Early proponents of the language lab proclaimed noisily that these machines would prove 

to be the ultirnate teacher's aid - a tireless drillmaster, a perfect pronunciation model, and 

a way to free the teacher for more htellectual pursuits in the classroom~' (p.7 1). 

In spite of the opthkm surroundmg this new technological innovation, the 

Ianguage laboratory is today seen by many "as an unfortunate venture that resulted in a 

loss of credibüay for language education and a growing suspicion arnong teachers about 

the vahie of mediatecl language teaching in generd" (Pederson, 1987, p. 10 1). In her brief 

review of the literature fiom 1959-62, Pederson highlights the cnticisnzs of the medium 

which point largely to the Iack o f  adequate research available at the t h e  to answer 

teachers' questions, to provide direction, to enable the development of appropriate 

materials, and, especialIy, to rnaximize the potentiai of the tool in order ta use it to 

enhance language leaming. With the demise of the Audio-Lingual Method and the 

increased interest in Communicative Language Teaching, laboratory use appeared Iess 

and less relevant to the goais of language teaching: 'With a more active and 

communicative classroom, the work m the laboratory seemed dull and irrelevant" (Rivers, 

1990, p.274). 

2.3.3 Behavioristic CALL 

Technology use tends to rnirror existhg practices and "whenever a new medium 

cornes in," says McLuhan, "it takes its initial content fiom the old" (Sprecher, 1987, 

p. 14). McLuhan's (1964) "rearview minor" phenornenon helps to explain why the first 

uses of cornputers m language Iearning were designed on the textbook and language lab 

paradigm. Chiquito, Meskill and Renjihan-Burgy (1997) describe the early phase of 

CALL as an attempt to "tram fer existing foreign language textbooks to computer-based 

applications. Students could then essentiaily use the cornputer to tum pages of the 

textbook, fil l  in the bI& in workbook drills, and choose multiple-choice aoswers to 

questions" (p.72). As was the case with the language lab, this phase of CACL relied on 

its ability to simply do more efficiently many of the teacher's classroom tasks such as 



drillnig and pattemïng. Accordhg to the typology of Maddux, Johnson, and Wllis 

(1997) this type of cornputer use would be characterized as a Type 1 application. Unlike 

Type II applications which aim to make avdable new ways of teacbing, Type 1 

applications simply aim to render existing practices more efficient. 

The influence of the language lab on the initial uses of CALL included a reliance 

on a behaviorai philosophy of learning. Thus the fkst phase of use of cornputers in 

language t e a c h g  (the &es and seventies) c m  be referred to as Behavioristic CALL 

(Warschauer, 1996a) or Instructional CALL (Wyatt, 1987). Backer (1995) provides a 

sumrriary of this approach to computer-assisted language learning: 

ChronologicaILy, the first trend in CALL (origuially caIied CAI -Cornputer 
Assisted Instruction) was an electronic extension of ''programed learning" 
or "programed instmction" (PL and PI, respectively) based on the 
behaviorist theories of Skinner and Bloomfield. Accordmg to these 
theories, ail learning codd be broken down into small crfiames'T and the 
learner could be driiled and evaluated in each fiame und  mastery. The 
teacher then brought the student to the next frame. In the computerized 
version, the progress of the student could be monitored and guided 
through "branching". Proficient students could automatically be sent 
ahead, while slower students codd be routed to remedial lessons. 
According to Audio-Linpal and Cognitive Code methodologies, a major 
focus of language teaching was grammatical structures through drill and 
practice. Thus, the earliest attempts at cornputer-assisted Ianguage 
instruction, first appearing at some large universities in the late 1950's, 
stressed learning grammatical structures through electronic PI, (p .5) 

This first phase was conceived in the m e s  and implemented m the sixties and 

seventies (Warschauer, 1996a). Numerous theorists have provided typologies of the 

phases of and approaches to CALIL. Wyatt (1987), in reference to the teaching of Englis h 

as a second language, proposes a typology that distinguishes three approaches to or 

phases of CALL: instructional, collaborative and facilitative. According to Wyatt, 

Instructional CALL software corresponds to the f b t  phase and c m  be identified with the 

Audio-Lingual Method. Thus early Instructional C U  shared many features with 

behaviourist teaching methodologies (Backer, 1995). Wyatt descnbes Ins tnictional CALL 

as follows: 



Materials are presented in a highly-structured, predetermined 
mamer. 

Repetitive language drills and practice are the main substance- 

Students are passive responders, not initiators. 

The computer functions as an autho ritative ins tmcto r, 

A detailed set of high- and low-level Iearning objectives is 
provided. 

Learning paths are predetermined. 

The computer instructs the student; students l e m  from the 
computer. 

Hubbard (1987) describes the behaviorist approach to C A U  as one which 

presents vo cabulary and structure appropriate to the leamer's level through pattern 

reinforcement. It aims to maintain the leamer's attention to the task and provides 

sufEcient material for mastery and over-learning to occur. An essential preniise 

underlying the appro ach is that of positive and negative reinforcement. Behavioristic 

CALL is designed to promote student mastery of a body of rules by mdicating to the 

leamer whether or not the language they produced matched that stored in the compter's 

memo ry (Garrett, 19 8 7). Unlike communicative appro aches which clearly do wnplay 

explicit error correction (Schulz, 1996), Behavioristic C U  relies on it. The 

"wrong-try-again" mode1 thus requires the learner to input the correct answer before 

proceeding, provides the learner with positive feedback for correct answers and does no t 

accept errors as the correct answer (Hubbard, 1987). 

Picard and Braun's (1987) descriptors of the didactic approach echo many of the 

characteristics of Behavioristic CALL. Such an approach typically is teacher-centered; 

determines the learning path; verifies what the student has learned and proposes 

reinfo rcing exercises; transmits kno wledge and CO rrects errors. A didactic appro ach 

placed the computer in the role of electronic d d l  master (Backer, 1995), 

cornputer-as-tutor (Taylor, 1980) or cornputer-as-magister (Hggens, 1986). In this role, 



the computer initiates and controls procedures and judges performance. 'The 

computer-magister h o w s  the ûuth, intervenes to guide the student toward that truth, and 

then judges the student's performance" (Backer, 1995, p.3). 'The computer asks the 

questions and has the answers", automates ccroutïne correctionyy thus eliminating "the 

arithmetic burden imposed on language teachers" boasts Hope, Taylor and Pusack's 

(1984) description of CW. They d e s m i  M e r  the computer m the role of the teacher: 

Programmed irnaginatively, the machine embodies the best strategies and 
insights of the experienced language teacher, multiplyÏng the teacher's 
contacts with students for certain kinds of ianguage practice. Good 
programs c m  offer in this way, mdividualized attention and c m  allow 
students to work at their own pace. Students c m  work in privacy without 
fear of reprisal or ridicule regardless of ho w slow they might be or how 
often they give incorrect answers. Immediate diagnosis saves time and 
b a t i o n  and helps students weed out their errors. Cornputers PO ssess the 
quality of hfbïte patience. They treat each student in the same way 
without favoritism. They are &O very consistent in their responses, 
regardless of how many hours they have been working. Even the best of 
teachers cannot show the same level of enthusiasm, interest, and energy, 
day in and day out. (p.16) 

In spite of the perceived advantages of Behavioural C U ,  its detractors grew 

particularly as interest grew in CLT- The focus on form rather than on meaning , sketchy 

and vague help or feedback, the computer as ccevaluative task-master that asks all the 

questions and judges ali the answers" and "discrete points of grammar or vocabiilary, 

rnostly out of context and devoid of any real meaning": these are some of the cxiticisms 

cited as the defects of Behavioristic CALL (Underwo od, 1984). Backer (1995) no tes that 

a further problem with CALL was its underIyîng "assumption that one student would 

work at each computerized work station". This assumption rquired "computer hardware 

well beyond the financial means of most language leaming facIlities" and resulted in 

physical and psychological isolation of students (Backer, 1995, p.6). 

2.3.4 Communicative CALL 

The tendency to take a behavioral approach to CALL declined as did 

disenchantment with the Audio-Lingual Method and with behavio ral psycho10 gy. During 



the seventia and particdarly in the eighties, interest grew in Communicative Language 

Teaching. K-ashen's language acqirisition theory, dong with a gro wth in socio-linguistics 

led to a greater focus on the role of meaning and commUtUcation m language learnnig. 

The shift in focus paved the way for an evolution m CALL durjng the seventies and 

eighties towards what we c m  refer to as phase two of C U :  CornmunicatÏve CALL 

Underwo O d, (1 9 84) developed a comprehensive set of principles for Communicative 

C U .  He argues that such an approach to language teaching: 

focuses on communication rather than on the fonn and avoids 
d a ;  

teaches grammar implicitly through the lesson rather than 
explicitly ; 

slows and encourages the student to generate original utterances 
rather than merely manipulate prefabncated language; 

does not judge or evaluate everything the student does; 

avoids t e k g  students they are wrong ; 

does no t reward students with congratulatory messages, lights, 
beIls whistles: success is suffiCient reward; 

does no t try to be "cute"; 

uses the target Ianguage exclusively; 

i s  flexible and avoids having only one response; 

allows the student to explore the subject matter by providing an 
environment in which to play with language or manipulate it; 

creates an environment in which using the target language feeh 
natural; 

does not try to do anything that a book could do just as well; 

is fun, attractive, optional, supplementary: students explore, 
experiment and leam without being evaluated. 



Hubbard (1987) identifies three categorh of approaches to second-hguage 

teaching and, for each approach, provides a list of descriptors which c m  be applled to 

the evaluation of CALL software. CALL software will be representative of a particular 

approach to the extent that it meets certain critena in relation to the underlying principles 

of the approach. The Communicative Approach or CLT is subsumed under the 

"acquisition approach" which Hubbard describes as foilows: 

provides meaniugful communicative mteraction between the 
leamer and the computer; 

provides comprehensibk input at a Ievel just beyond that cturently 
acquired by the learner; 

promo tes a positive self-image Ïn the leamer; 

motivates the learner to use the software; 

motivates the leamer to learn the language; 

provides a challenge but does not produce fi-ustration or amciety; 

does no t include overt error correction; 

allo ws the learner the opportunity to produce comprehensible 
output; 

acts effectively as a catalyst to promote Iearner-leamer interaction 
in the target language. 

Cornputer tools such as word-processors and desk-top publishers might serve as 

a mode1 of Communicative CACL. The role of the computer in Communicative CALL 

could also be referred to by Higgen's (1986,1988) computer-as-pedagogue. In th% role, 

the computer "waits und summoned, responds to requests and serves". Although 

kno wing the truth, the pedago gue patiently provides only the requested information or 

activities in order to lead to exploration and discovery on the part of the student (Backer, 

1995, p.3). Legenhausen and Wolff (1987) in their typology of CALL focus on how 

classroom activities relate to real-world activities outside of the classroom Using their 



typology, we can descnbe the role of the computer in Communicative C U  as simulator 

of reality. Whde the applications are stiU didactically motivated as in Behaviord C U ,  

the simulations provide opportunities for a focus on commrmicatioa Although, as the 

authors argue, the dichotomy between cIassroom and red  world is not overcome. 

The types of computer programs using a communicative approach might s a  

include those of the drill and practice type. The difference with Communicative CALL 

however is that student choice, control and interaction play a more important role 

(Wim5auer, 1996a). Other types of Communicative CALL programs rely on the mode1 

of compter-as-stimulus (Taylor & Perez, 1989). 'Tn In case, the purpose of the CALL 

activity is not so much to have students discover the right answer, but rather to stimulate 

students' discussion, writing, or critical thinking" (Warschauer, 1 996a, p .3). As 

Waschauer cautions ho wever: "...the dividing line between Behaviouristic and 

Communicative CALL involves not only which software is used, but &O how the 

software is put to use by the teacher and students" (p .3). T ' u s  this second phase of C W 

does not distinguish itself totally fkom the fïrst phase. Instead, it serves moreso as a bridge 

to what could will be referred to the third phase of C U .  

2.3.5 Technologg-Enhanced Language Learning (TELL) 

To emphasize the growing invisibility of the tooZ and the stiift in emphasis on the 

uses of the tool it wouid seem appropriate to employ a different term to characterize this 

period in the evolution of computer use m language teaching. Whereas in phase one and 

two, we referred to Computer-Assisted Language Learning, we will no w instead adopt 

use of the term Technology-Enhanced Language Learning. The distinction between 

CALL and Technology-Enhanced Language Learning (TELL) is that the computer 

simultaneously becomes less visible yet more ubiquitous. 'The change in emphasis from 

computer to technology places direct importance on the media of communication made 

possible by the computer, which itseK often remains unseen, rather than on the computer 

itself (Bush & Roberts, 1997, p.vï). Garrett (199 1) distinguishes between technology 

that assists learning and that which supports learning. Whereas in CALL, the computer 



assisted learnixlg, it might be said that in TELL, the computer supports learning. This 

third phase of technology use ia second- and foreign-language teaching is characterized 

by the use of multimedia and the Internet It c m  also be characterized by a clearly 

delineated move away fkom behaviorist, driII and practice type software and a move 

to wards more constructivist uses of the tooL It aIso represents a certain rejection of 

Communicative CALL as Warschauer and He* (1998) explain: 

Though communicative CALL was seen as an advance over behavioristic 
CALL, it too began to corne under criticism. By the ïate 1980s and early 
1990s, critics pointed out that the computer was still being used in an ad 
hoc and disconnected fashion and thus "finds itself making a greater 
contribution to marginal rather than central elements" of the language 
leamhg process (Kemhg & Kennhg, 1990, p. 90). This corresponded to 
a broader reassessment of communicative language teaching theory and 
practice. Many teachers were moving away fiom a cognitive view of 
communicative teaching to a more social or socio-cognitive view, which 
piaced greater empbasis on language use in authentic social contexts. 
Task-based, project-based, and content-based appro aches all sought to 
integrate learners in authentic environments, and &O to integrate the 
various skiils of language Iearning and use. (p.2) 

The role of the computer once again shifts in this phase of computer use in 

language teachjng. Unlike in the previous phase where the computer served in the role 

of simulator of reality, in this phase, using the typology of Legenhausen and Wolff 

(1987) the computeris able to serve as generator of reality. The dichotomy of classroom 

versus real world disappears as technology allo ws the r ed  world to be "brought in" to the 

classroom, In this phase, the discrepancy disappears between the didactic situation of the 

cIassroom and that of the world o-itside of the classroom. The computer allows 

classroom-based learners to experience realities fkom outside of the classroom i-e. fiom 

the "real world". Hubbard's (1987) typology uses language teaching approaches to 

categorize CALI., programs: Behavioristic C U  appro aches, explicit leaming 

approaches, and acquisition approaches. In this third phase of CALL, the computer acts 

as a facilitator of language acquisition. 

Warschauer (1996a) refers to the third phase of use of computers in teaching 



second hguages as IntegratÏve CALL. He uses the term integrative to refer to efforts at 

develo phg models which wouid integrate various aspects of language learning for 

example using task- or project-based approaches. Integrative CALL relies on use of 

multimedia and the Intemet and more specifïcaUy on hypermedia. Hypermedia, explains 

Wanchauer, aUows for easy mtegration of the skills of listekg, reading, wnting and 

speaking, authentic learning experiments, student control over their learning and a focus 

on the content. Hypermedia also creates an environment for the exphration of vast 

amounts of information, experimentation and discovery (Underwood, 1989). 

Multimedia's capacity for tbe mtegration of image, sound, audio and video represents 

what can be characterized as a fundamentid challenge to the textbook as the ''font of 

Icnowledge" as well as a challenge to the "dynamics of the textboo Wclassro om mode1 of 

instruction" (Ipusak & Otto, 1997, p. 15). 

Multimedia computers can provide an accurate portrayal of the target language 

and provide learners with control and feedback. More ïmportantly though they facilitate 

a methodologicaI and theoretical advance that shifts the emphasis away fiom the 

traditional production of sentences commun with C U  to an emphasis on "input and 

intake" (Pusak & Otto, 1997). Multimedia also provides a "massive storehouse of 

reco rded realid7 (Ibid.) to facilitate authentic learning. As well, multimedia provides 

support for merexit Iearning styles of language learners by deployhg difEerent 

neuro-systems in Iearning through its reliance on sound, colour, animation etc. 

(Hanson-Smith, 1997). In spite of the advantages of multimedia for language learning, 

Warschauer argues that there are problems related to its use for language teaching. The 

Iack of programs based on sound pedagogical principles combined with the kick of 

interactivity and intelligence of these pro grams limit the abïüty of multimedia technology 

to d o  w for the integration of meanin@ and authentic co~lllllunication.. Hanson-Smith 

(1997) argues in a similar vein about the lack of "appropriate pedagogy" of multimedia 

whereby the media aspects often drive the content rather than the other way around. 

On the other hand, computer-mediated communication made possible in online 

l e h g  environments, posits Warschauer, can d o  w for a truly integrative approach to 



technobgy use by providing an environment where authentic and creative communication 

are funy mtegrated. Warschauer argues that cornputer-mediated communication "is 

probably the single cornputer application to date with the greatest impact on language 

teaching" (p.5). It &O allows not only one-to-one communication, but &O one-to-many, 

allowing a teacher or student to share a message with a small group, the whole class, a 

partner class, or an international discussion list of hundreds or thousands of people. The 

integrative function of computer-mediatted communication is Zustrated as follows: 

Cornputer-mediated communication al10 ws users to s hare no t only bnef 
messages, but also Iengthy (fonnôtted or dormatted) documents--thus 
facilitating collabo rative writing-and &O grap hics, sounds, and video. 
Using the World Wide Web 0, students can search through 
millions of files around the world within minutes to locate and access 
authentic materials (e. g., newspaper and magazine articles, radio 
broadcasts, short videos, movie reviews, book excerpts) exactly tailored 
to their own personal interests. They can also use the Web to publish their 
texts or multimedia materials to share with partner classes or with the 
general public. (p. 5) 

In a discussion of the use of technology fiom the perspective of Teachers of English 

to Speakers of Other Languages (TESOL), Hanson-Smith (1997) examines the pedagogical 

practices that have benefitted or wiIl benefÏt fiom technological enhancement. The 

traditional four-walled classroom with chaIkbo ard and textbook is emiched by an Internet 

connection ia. the schooL Increased linguistic diversity, extended listening practice, global 

mteraction with other learners and native speakers through e-mail and chat: these are some 

of the advantages O ffered through online learning environments and computer-mediated 

co~~l~llunication. Authentic languagekontent-based learning are fac-ilitated, stimulated and 

simulated through technology use. The World Wide Web aIlows for an instantaneous 

exchange of information to and fkom sites and between individuals, Use of the Internet 

demands a level of student engagement in authentic language encouuters that would barely 

be possible face-to-face (Hanson-Smith, 1997). Two-way video and voice links and 

video-conferencing will further facilitate attempts at cross-cultural communication and 

collaboration: 

Language learners may post messages to a bulletin board, which users may 



"drop by" to look at, or  they may jom a list and have messages sent 
diredy to their own "md box," or they may enter 'liveyy chat areas where 
cornrnunication is simultaneous, as if one were "talking" by typing. A 
number of sites now exist specifically created for ESL Ieamers (and for 
learners of other languages as well) to exchange ideas on topics of real 
interest to them. Real-time chat rooms, MOOs (Multi-User 
Object-Oriented sites) or Telnet sites also usually have access to an onluie 
dictionary for quick, real-time searches. (Hanson-Smith, 1997, p -5) 

Collaborative and task-based learning are also made possible through online 

learning. Global classro om curricular exchanges and inter-cultural exploration also offer 

great po tenfial for language lemers. Use of the Internet in teaching c m  also facilitate 

more proactive, conscious, cognitive Ieaming whereby the student accesses, evaluates, 

and deploys his or her own learning methods. Students may research current events, 

historical and culturaz topics, or hundreds of other topics in thousands of online archives. 

They may also question native speakers using e-mail, 10 ok up words o h e  as they try to 

express themselves, and collaborate with groups of learners, native and nonnative 

speakers of the target Ianguage glo baliy and instantaneously (Ibid.) . 

Cornputer-mediated communication (CMC) using the Internet has the po wer to 

allow leamers to collaborate and to construct knowledge together (Warschauer, 1997a). 

Online leaming, explains Warschauer, breaks the pattern of teacher-centred discussion in 

the classroom. In his review of studies on CMC, the author notes that the social dynamics 

of CMC r d t  m more equality of participation than what would be typical in face-to-face 

comunication As wen, students c m  initiate authentic communication with each other, 

with the teacher, in the classroom or outside the classroom. Such communication can be 

characterized as situated learning or learning that is situated within a particular context 

yet tramferable to a broader context or environment. Brown, Collins and Duguid (1989) 

have developed the theory of situated learning which argues that learning, both outside 

and inside school, advances through coIlaborative social interaction and the social 

construction of h o  wledge. In situated learning, kno wledge is presented in an authentic 

context, ie., in settings that would normally involve that knowledge. Online exchanges 

using the Internet provide such opportunities for authentic and meanhgfd 



communication, s o d  interaction and collaboration. 

SinghaI (1997) explains how use of the Intemet can promote higher-order 

thinking skilZskilZs In searching the Web for specific information, logic skilIs are required of 

the language learner. Students must review the information through activities such as 

scanning, discarding, and evaluative judging . Finaîly, the learner goes through a process 

of synthesizing the information in order to make a complete and coherent whole. Such 

an endeavor permits students to practice reading skills and strate&. Singhal describes 

as well ho w the Internet allows students to interact with the "real world". It provides 

authentic materials, current information, and promo tes incident al learning. 

The value of OLEs as a source of invaluable authentic matenal is discussed by 

Smith (1997). Smith uses the term virhtal realia to refer to authentic material or, more 

specificaily, "(in language teaching) digitized objects and items fiom the target culture 

which are brought into the classroom as examples or aids and used to stimulate spoken 

or written language producti~n'~ (p.1). Realia consists of cultural artifacts as weU as 

teaching aids that 'Yfacilitate the simulation of experience in the target culture". Accordmg 

to Smith, such materials promote active teaching and learning, help to make the target 

language input as comprehensible as possible and b d d  a bridge between the classroom 

and the world. Realia provide Ianguage leamers with Ccmulti-sensory impressions of the 

laaguage" and aid m contextually grounding instruction by bringing students Ïnto contact 

with language as it is used in the target culture in order to meet actual communication 

needs." Realia break down geographic barriers and thus provide insights into the target 

culture. Smith summaizes the benefits of virtual realia by comparing them with 

traditional realia: 

Like more traditional reaIia, virtual realia is motivating and meaningful in 
that it brings an authentic piece of the target culture into the language 
classroorn. The added advantage with this new medium is that realia-based 
lessons need not be bound to cities and places that the teacher has 
physicaIly been to but, rather, can be based on materials fkom a variety of 
places coilected fkom a vatiety of people with various interests. Further, 
students interact directly with these materials rather than with someone 
else's interpretation and analysis of them and thus may h d  virtual realia 
even more appropriate for their interests than traditional authentic 



mate& coliected by the teacher. Another benefit of virtual realia is that 
the materials are truly interactive and more flexible than traditional ones 
in that they can be eady adapted and up dated. (p.2) 

OLEs offer mmy bene& for foreign- and second-language education. Compared 

with earlier forms of technology use, they not only offer a greater variety of tools and 

mediums but &O alIow for a move away from the behavioural approaches to hguage 

learning previously so common with computer use in the teaching of second languages. 

Some of the main advantages of the use of OLEs in second- and foreign-language 

teaching identified to date c m  be summarjzed as follows: 

Online interaction can lead to cooperative projects and increased 
communication between students. h m  al l  over the world, in tum 
leading to the developrnent of social skills. (Singhal, 1997) 

The linguistic Iiature of online cornmilnication .is desirable for 
promoting hguage learning, Electronic discourse tends to be 
lexically and syntactically more complex than oral discourse. 
(Warschauer, 1996b) 

The Internet creates optimal conditions for learning to w a e  by 
providing an authentic audience for written communication, 
(Warschauer, 1997 b) 

Use of the Intemet is motivatmg for students because they see it as 
new and exciting and as a tool they will need in their future 
careers. (Mueideken, 1997) 

Communication with native speakers furthers Literacy 
development for authentic purposes, enables language learners to 
compare student perspectives on an issue, and allows them to 
practice speci6ic skiZls such as negotiating, persuading, c l a m g  
meaning, requesting information, and engaging in tme-He, 
authentic discussion. (Singhal, 1997) 

Listservs fiom around the world can offer news and discussion 
groups in the target hguage providing another source of authentic 
input and interaction. (Ibid.) 

Chat rooms can be used to stimulate authentic communication and 



assist stidents in developing specific cornunication ski&+ such 
as argUmg, persuadingy or defending a particular point. (Ibid,) 

The teaching of culture c m  be facilitated through the irnmediate 
feedback and contact with second-laquage speakers. (Ibid,) 

The Intemet c m  be used to acquire information fiom Ianguage 
resources for a variety of purposes such as current geographical, 
historical, sociaVcuItural, economk, and politîcal information 
fkom the countries in which the target ianguage i.s spoken. (Ibid.) 

Students can read Web versions of daily newspapers and same-day 
news reports and thus participate in the culture of the target 
language and leam how cultural background influences one's 
view of the world, (Ibid.) 

The Internet can serve as a medium for experiencing and 
presenting creative works, and as a platform for students' own 
work such as essays, poetry, or storkx (Ibid.) 

The Intemet provides supplementd language activities which c m  
provide students with additional practice in spec5c areas of 
Janguage learning. These include reading tests and comprehension 
questions, grammar exercises, pronunciation exercises possible 
through the avaiiable multimedia capabilities, cZoze tests, 
vo cabùlary exercises . (Ibid. ) 

In ~ufnmacy, OLEs present certain possibilities and po tential for language leamhg 

that c m a t  be achieved otherwise. Nor can the new era of Ianguage learning be achieved 

effectively without use of OLEs. OLEs have the capacify to generate reazity and thus to 

provide access to the real worId to an extent that would not be possible otherwise. They 

provide tools that support a level of collaboration and communication which canno t be 

provided by any other learning environment. They allow for a focus on knowledge 

production, constmction and sharing to an iinprecedented extent. Fin- OLEs pro vide 

unparalle1ed support for constnictivist learning. As Ryder (1994) remarks, the Internet 

is "a po werful environment for constmctivist learning": 

It is an organic system which gro ws and responds to human participation. 
A wtual Library, the Intemet provides abundant information resources. 



But unlike a library, the Net is a potent environment for generative 
leaming where participants, through interaction, add value to the resources 
they exploit- The flexibility of collaborative environments provides 
scafEolding for learners in h e s  of rapid change where standard 
instructional approaches can be less than adequate- The power of the Net 
is exploited by crafted learners using collabo rative strategies and 
sophisticated cognitive tools. (p. 1) 

There are numerous benefits of language learning in online environments which 

were not possible with earlier forrns of technology. The capacity for cornmunication 

makes odine leamhg very attractive for learnulg languages and it is this feature that is 

often touted as one of its major advantages. The capacity to allo w for individualization 

is also a valuable feature for language learners. Unlike CALL which presented the same 

material, in the same way and with the same analysis of performance (Garrett, 199 l), 

online leaming provides a multitude of presentations and a wide range of content suit able 

to different learning styles and strategies. At the same time, ironically, such a range of 

styles and content cm also present itself as a weakness of the new medium. Garrett (1 99 1) 

questions whether or noc students c m  make best use or the use intended by theîr teacher 

of hypertext and hypermedia material such as that offered by the htemet or onluie 

learnnig environments. Garret points to many of the mesolved questions related to 

students' bro wsing in large databases: 

If learners have access to a lot of data regarding something they need to 
know an unspecified amount about-reference materials or related bodies 
of more or l a s  directly relevant information, far more than c m  
realistically be accessed-what do they in fact look up? Do they know what 
they need to look for? How do they make use of it? Iii the long fun, do 
they perhaps Iearn as much fiom browsing, in what might seem to us an 
inefficient or purposeless way, as from directed exploration? How freely 
does what kind of student at what level of leaniing browse and explore? 
Do leamers get lost moving around in an infinitely complex set of related 
data? What kind of student gets lost under what circumstances? What kind 
of lesson structure or visual clues tend to prevent their getting lost? (p.93) 

Garretts' questions remind us that there are many unanswered questions and 

challenges regarding the use of online learning environments for language learning. 

(Singhal, 1997) highlights some of these challenges to use of the Intemet in language 



When lines are busy due to many users, it rnay take time to access 
information or browse the Net and technical glitches themselves 
can lead to fkustration, 

Lack of training and familiarity on part of the teachers can make 
it difficult to implement the Internet in the language classroom. 

Foreign hguage  teachers are esp ecially amiety prone to 
computers smce they often have Iittle experience with computers. 

For the most part, computers in schooIs are used for business or 
computer science courses. 

Costs related to training, as well as on-be costs of using a 
provider are issues that rnay interfere with implementing such a 
technology in schools, especially in schools that have little 
funding. 

Censorship rnay also be a concern to language program and 
instructors. The Internet offers access to a11 types of issues and 
topics, some of which are unsuitable for children. 

Eq"ty issues may also present difficulties when attempting to 
implement such technolo gy m the classro om. Rural and huer-city 
schools, already hard-pressed to provide Internet access, rnay fUid 
it less Bordable, 

Many institutions such as these may also not have the computers 
or computing facilities necessary to implement such type of 
technology, 

Like Singhal, Warschauer (1997b) recognizes both the potential and the 

challenges related to OLEs and language learning. Intemet activities can result in various 

complexities that rnay no t occur in the traditional classro o m  Students rnay no t necessarily 

have the prerequisite computer ski& necessary for success. Other complexities relate, not 

to human factors, but to issues of hardware and scheduling. Mafinctioning software 

and/or hardware as welI as unavaiiable labs rnay thwart students' and teachers' most weU- 

intended efforts. Certain online activities such as exchanges between partnered classes 



must be carefüily managed to ensure success. Differences in understanding, schedules, 

language, and experience c m  result in complications in an exchange. 

To ensure optimal conditions for a successful online ianguage learning experience, 

Warschauer suggests certain guidelines for teachers. Teachers must carefülly cl- their 

goals in order to be able to plan and organize o n h e  activities that best lead to realization 

of these goals. Onluie activitxes should not be simpIy add-ons to the cUmculum rather 

they should represent an attempt at uitegration and should as well place suffiCient 

cognitive and Zinguistic demands on students. The chaiienges related to learner 

preparedness require that teachers provide support to avoid a situation where students 

become overwhelmed by the demands of leaniing in the new environment. Handouts, 

training sessions, pair-work and direct assistance are some of the ways m which the 

teacher can provide support. One of the most signifïcant ways in which a teacher c m  

ensure p a t e r  success in online learning is to use a leamer-centered approach that allows 

student Input into decisions and which ensures "de-centered interaction". One important 

aspect of their role in online learning will involve helping students deve1op the necessary 

leaming strategies. Most importantly, argues Warschauer, teachers must leam to become 

a "guide on the side" rather than a "sage on the stage". 

Providing teachers with guidelines and helping them understand the challenges 

and dif6culties related to online learning is a necessary step in ensuring that their 

experiences in the new environment w i .  be successfûL Teachers cannot simply assume 

that the techniques, approaches and strategies that worked well m the traditional. learning 

environment of the ciassroom can simply be successfuZly transposed into the environment 

of the Intemet. One of the important reasons that such a tramp osition canno t occur easily 

is that the Internet was not designed as a learning environment. As Warschauer has 

argued, use of the Internet as a Iearning environment requires the adoption of different 

roles and necessitates a certain preparation in order to meet its particular challenges. 

The challenges wiü be numerous and complex for teachers as they move to wards 

use of new technologies and new practices in the 21" century. Use of new technologies 

may require that they abandon old ways of doing and of believing. The approaches to 



teaching and to technology use, the theories which have made sense to them, the 

environments which have provided them with considerable security and cornfort: all of 

these aspects may need to change if teachers are going be  able to eEectively exploit the 

new online environments for Iearnnig- The previous sections of this chapter have outlined 

the new environments, theories and approaches to teaching languages and using 

technology which will form the landscape for leamhg in the 21A century. The fonowing 

section of this chapter provides a sum.mary of these new elements in order to outline the 

vinon of language learning in the 21" century. 

2.4 The Vision of Language Learning in the 2lSt Century 

This chapter has provided a srimmary of approaches and of the use of technology 

in the teaching of FSFL for the past 100 years. The evolution of approaches described m 

this chapter culminatecl with the new era of language learning characterized by a reliance 

on constructivist philosophy. The evolution of technology use descnbed m this chapter 

culminated with Technology Enhanced Language Learning. If we combine the new era 

of language learning with use of Technology Enhanced Language Learning we have a 

vision or an ided for the teaching of FSFL in the 2 l* century. This vision is characterized 

by use of an approach which is referred to here as the Digital Approach. This approach 

relies on use of online learning environments and constructivism applied to Ianguage 

learning. 

Whereas the approaches in the 20'h century relied essentialy on use of traditional 

environments, the Digital Approach relies essentidy on use of OLEs. TLEs are generally 

structured, organized, censored, controlled and closed, provide a Eiltered realày and are 

characterized by sameness and stability. Instruction in these environments follows a 

linear, sequential pattern, is structured by time and relies on use of the text-book and 

supports s ynchronous communication. B y contrast, OLEs are open, decentralized, 

uno rg anized, unstructured, uncensored, uncontrolled, generate reality and are 

characterized b y sensory-vastness, growth and change. Instruction in these environments 

follows a non-linear/hypertextual pattern, operates independent of time and supports 



asynchïonous as well as synchronous communication. 

Whereas the approaches of the 20° century drew essentially on the prhçiples of 

behaviourisni, the Digital Approach will need to draw on the principles of constnzctivism. 

Some of the behaviourist approaches descrÏbed in this chapter included Gramrnar- 

Translation, the Direct Method and the Audio-Lingual Method. These approaches or 

methods were centered on instruction with activities, techniques, skill-development and 

resources dictated Iargely by the underlying behavioural philosophy. The teachers' role 

was central and howledge was conceived as a tramferable commodity. Communicative 

Language Teaching based on a h u m d c  philosophy, rejected many of the tenants of 

previous approaches and reflected many of the principles of constmctivism. However, 

CLT with its emphasis on one concept - that of communication, failed to provide the 

pbrlosop hical basis needed to define epistemological issues and to guide daily practices. 

The new era of language learning draws heavily on constructiMst prmciples as 

they relate to language leaming. Knowledge construction replaces the earlier emphasis on 

knowledge transmission and reproduction. Students become the centre of the 

instructional process resultmg in a de-emphasis of the role of the teacher as wen as that 

of the cdculum. Students' prior knowledge and conceptions form the starting point for 

learning experiences. h t e a d  of a predetermined sequence dictated by the curriculum, 

learning paths are detemhed by the students' needs and interests. Communication is 

redefined as a process of socid negotiation of meaning and collaborative laiowledge 

sharing. Real-world learning provides for meaningful and purposeful learning activities 

and experiences. 

Whereas the approaches of the 20" century relied on Behaviouristic and 

Communicative CALL, the Digital Approach of the 21" century will depend on 

Technology Enhanced Language Learning. Behaviouristic and Commmicative C L L  

reflected the basic phdosophical tenants of behaviourism and humanism respectively. 

With CALL, technology use often provided a means to take away much of the drudgery 

of language learning by digïtizing drills and practice and by simulating reality. The 

computer served as simulator of reality, stirndator, tutor, tool, pedagogue or magister. 



The cornputer's role remained marginal or perîpheral with technology being used in a 

disconnected way. Teaching remained an essentially explicit and didactic activity- The 

computer represented a means to improve some practices but did not transform them. 

Wit h TELL, technology's role becomes one wfiich supports a constnictivist, 

student-centred approach. Technology use becomes an integral and necessary part of the 

learning process and no t simply an add-on designed to extrinsically mo tivate students. 

The computer is valued because of its capacity, not only to simulate reality, but to 

generate it. Red-world leambg, authentic content and resources, a focus on global 

commUIilcation and collaboration all result in a bluurring of the boundarks between the 

classroorn and the realities of the world surrounding it. The computer represents a means 

to experiment with new practices and no t simply a means to improve practices. Teaching 

is no longer an explicit, didactic activity because such approaches are po orly supported 

by online learning environments on which TechnoIogy Enhanced Language Learning 

relies. 

The Audio-Lingual Method, the Direct Method and even Corrrmunicative 

Language Teaching provided a highly prescriptive approach to second and foreign 

language teaching. The Digital Approach, by contrast does not dictate or prescnbe 

specific acMes,  techniques or methods. It does, however, rely on use of online learning 

environments instead of traditional lelearning environrnents. In terms of the l e h g  theory 

which underlies the approach, constructivism replaces behavio- In relation to the 

way in which technology is used, Technology Enhanced Language Leaming replaces the 

previous reliance on Cornputer Assisted Language karning. The environment, the 

learning theory and the way in which technology is used wili dictate a change in activities, 

techniques, roles and learning expenences to allow for an  approach which this study 

refers to as the Digital Approach. 

The following table s rna r i z e s  this evolution of approaches during the p s t  100 

years and indicates where the Digital Approach lies in the evolution. The vision of 

learning FSFL corresponds to the far right hand column which siimmarizes the main 

components of h g u a g e  leaming in the 21" cenniry. 



Table 2.3 Su- of the evolution of approaches and of technology use in the teaching 
of FSFL 

Whether or not the vision for learning FSFL m the 21L century c m  be realized 

will depend on the uses which teachers make of OLEs. The cornputer does not constitute 

a method in itself rather it is a medium or an environment m which a wide variety of 

methods, approaches or pedagogical philosophies may be irnplemented (Garrett, 199 1). 

Yet, as Mather (1996) explains, the didactic approach is not the most appropnate for use 

........................................................................ ................................ :.. %....... . ..... 
$ . , ; : r j - 2 $ ~ : , ' ~ ~ m  $?-;:i . . . . . . . . .  ................................................... , ... ..:. ............. ............................. _.._......_ . . .  

.: ::- 

: t;:.;;;j; ;. c,.::;;j?;:: ;.:?y .-.. ::.3:;: ;:; :; :,ii::;.;. 
;i.:,-;:i:;:;:.;i-r:;-:;]:i;sii;;i ;i;-:ii;!s,;:) ;ii+;.2:?;: ........................ .... . . . . . . . .  :.r :x: : :Y-?:  ;. ,r-.-XI 

The Digital Approach 

Technology Enhanced 
Language Learning 

Constructivism 

Online - 

......... :.. .:,;: :; ....... ;... ......... ..;:........ ......... . . . . . . .  . . . . .  

. . . . . .  ............. . ::: .::~;~pa~gc;;;i;;jj;j: . .  :.. ................ ....... _; ......., .;. .. ,. .;.... .. ..... .......................... 
_..i ..................... ........... .+.;.. ;; :;.:: 

i. *. ................ ............ .................... 
:..;.:::.y3 ....... :~~q)mso~.z::: :;.;y,. ........ :.;: >,. ................................................ .... : .................. . . . . . . . . . . . . . . . . . . . . .  ..___ ......... ........, ._;... S............. ...................... . ............ . . . . . . .  : y : . . : . . . :  .K.. ......... '............... . . .... . .......... ..; ..;; ...., .,.... 2 

....................... 
. . .............................. :.;. ....:. .: .: ... :,; : -.--.-.-.. 

. _...... .... - : :: :;APPRoACHE8i~~~, ...... . . .  ......... ...................... . . . . . . . . _ . . .  .......:... ,. .............. .:::.:..: . . ....... 
'2. ... ...... . : . " & ; 1 ~ ] ~ ~ ~ ~ ~ ~ i : ' i . . ! ~  .... ........ . . 

, 
..... . . :-;,:..:::;:..;fi.; ;..: > ;:::: ....................................... 

.:-:...A.;::-::.. ;-; -..-: ..., :;. ..: ....................... _............._._.._ ._._(._____ ...... ..........:............... . .....A.. .... . . ... - _  ... :. ...............:........._..... _ _ _ _ _ . . . .  A...... ...__ . . . . .  . . . . . . . . . . . . . . . . . . . . . . . . . . .  . . ......_ - ...... - ................................ ................ . . .  
. . . . . . . . . . . . . . . . . . . . . .  ...... ................. ........ .:.... ............................ . . , .  . . . :. ........................................ > .... 

i':. ... ...................................... iTECHNoLO:GiY~$:,. - . - . . . . . . - . - - . . . - .  2 ........... : .;. ::.. .. 1: :' ................ . , . . . . . . .  
.. :.-y.-: :.:::  USE^^:^:^^^^^^^<^^^ . . . . . . . . . .  ................... . . . . . . . . . . . .  ... ;. .............. :..:.;.;::r ..: .-::: 

. .: 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . .  . . .  . . . . .  _ ....................................... ................................ . . . . . .  
-. .... . . . . .  : : . . ': T . ~ O R ~  OF: :"; ;:; ;; . . . . .  . . . . . . . . . . . . . . . .  . . .  ..................................... ............... ................. 

::. ...... ::. . m m G . :  ......... :::-: :.: ::: 
......... . . . . .  . . .  . . . . .  .............................. ....................... : .... ..::Y .... ..:: .................. 

. . .................................... ;. .......... ............................................. . . 

:.: E ~ O - N I M E N T ; , ;  > ...._.. ......................... . . . . .  

with the Internet. Mead,  constnictivism is a more natural partner and meshes nicely with 

......... ....,...... ................. .., . . . . . . . . . . . . . . .  , .....'...... ............................................................................ ;... ............................... .--; 
i - i : ; ; : , ; ; i ; n i ~ ; . i ~ ; ; ; ; < i j i : ; i ; i ~ ~ ; C ~ Y  ;.:i;:,- . . . . . . . . .  ........ ............:,. .:.:.:.::.: :;r::;.,. ............................. ................ , . . .  ,.... ...... .................. ................. . . .  . . . . . . . .  .;.. ...% " 

>i;>:?:.:;7::,:.:;.$:.jj.;< :;:< :.y :::.; :,:- ;.ri- :;;..::.::.::;.,!Ti ;;.z:;.i.;;; +jj i,;;: ;;:,;.y:;<;.; .. - .-.y::-~~:::?!:i.+~70$i;.,.f;;i.:; .;. ......... ';,;:~.;;f;;~;i;.;1;970+~;~:.i;ii:i.i.;i .;;;; . . . . . . . . . . . . . . . . . . .  ...... ..;. ...................................-......................... ........................... ....................... .. ............................................... . . . . . . . . .  . . . . . . .  ,. ., i.':..:.:::: ::.::.Y..::: 

A udio-Lingual Communicative 
ethod, Mguage  

Direct Method Teacbmg 

B ehavio u&ic Co --catiVe 
C&L CALL 

B ehaviounsm Humanistic 
influences 

Tra&ional Traditional 

the strengths that educational technology has to offer. As Mather posits: technology may 

well force the issue in the ongoing dispute of constructivisrn versus didacticism, giving 

the upper hand to the former. Indeed, new technologies make new kmds of interactions 

possible and thus affect theories of learning in the same way that changes in theories of 

learning affect Our uses of technology (Cognition & Technology Group at Vanderbilt, 

1996). 

Bracewell et aL (1998) conducted a review of the literature on the contribution 

of online resources to teaching and, as  such, i d e n e  perspectives, modek and trends 

which provide an organi;rjng fiamework within which to conceptualize the constituents 

of change. As part of their review, they seek to idenw models of use for online 

resources and tools, and iden te  two perspectives. According to the first perspective, 



technology serves to extend or replicate the classroom i.e. to digitize exkting practices- 

The second perspective focuses on technologies that transform the instructional 

paradigm, restructure the organization of the classroom, and allow educators to make 

use of technology to do things differently- This dichotomy of uses corresponds to the Type 

1 and Type II applications as identified by Maddwr, Johnson and W î b  (1997). 

If the vision for teaching and 1ea-g FSFL in the 2 lR century is to be realized, 

teachers' use of OLEs may necessitate a transformation of paradigms and practices. Use 

of OLEs m u t  exploit to the funest the tools and the potential that they have to offer. This 

wiU mean that teachers must not simply do better what they have always done but that 

they must do things differently. This study is premised on the argument that what teachers 

do represents a reflection of what they believe- What they believe wiii determine the uses 

they make of OLEs. The uses they make of them will determine whether or not they are 

able to realize the vision. Thus, understanding teachers beliefs about teaching and 

learnùig FSFL in online learning environments constitutes an important fÏrst step in the 

process of transforming beliefs in order to help achieve the vision of learning FSFL in the 

21* century. 

2.5 Conclusion 

Some of our most important prionties for the teaching of second and foreign 

languages can be strongly supported by intelligent use of technology: "But these will not 

be accomplished uniess and und teachers themselves take the initiative to think through 

what the technology shodd be able to do for them and for their students and make their 

needs known" (Garrett, 1991, p.95). The airn of the present research is to look at 

teachers' thinking about the technologies presently available to them in OLEs. The 

evolution traced in this chapter has provided important historical information, a 

theoretical background and concepts which fiame current thought about the possibilities 

and potential of OLEs. 

B ehavio ristic CALL fit weli with the prevailing Audio-Lingual Method. 

Communicative CALL suits a communicative appro ach to language teaching. And 



constructivist use of the Intemet suits and supports the vision of learning for the 21" 

century outlined m this chapter. But what happens in situations where the teacher's 

didactic or traosmic;sionist appro ach meets the po tentially cons tmctivist environment of 

the Intemet? Prawat (1 992) argues that constmctivist appro aches to teaching and 

learniag are inconsistent with what many teachers believe- WiIl teachers' beliefs about 

teaching and learning FSFL using OLEs result in nothing more than old wine in new 

bottles or simply a means to digitize exkting practices? Where do teachers' beliefs fdl 

in relation to the evolution outlined in this chapter and, more speciEcaiiy, in relation to 

the vision? Do teachers' beliefi about teaching and learning FSFL in online leaning 

environments reflect elements of the vision of learning for the 2 ln cen- espoused 

by this study? In responding to these questions, this study seeks to idenw, describe, 

and analyze teachers' beliefs in order to be better able to gage the potential of the 

Intemet to be effectively exploited as a learning environment. The follo wing chapter 

will provide a review of the literature related to teachers' beliefs. The review will add 

to the framework provided in this chapter through its consideration of studies previously 

conducted in the area of teachers' beliefs. The chapter will &O provide information 

ab out beliefs themselves, their characteristics and their relationship to practice and to 

change. 



Chapter 3 

The Heart of Teaching: 

Review of the Literature 

The more one reads studies of teacher belief, the more strongly 
one suspects that this piebald form of personal Imowledge Iies 
at the very heart of teaching. (Kagan, 1992) 

3.1 Introduction 

The study of teachers' beli.e& has the potentid to provide significant and profound 

insight into many aspects of the teacher's profassional world. Pajares (1992) notes that 

attention to teachers' beliefs c m  inform educational practice in ways that prevaümg 

research has not and is essential to improving their professional preparation and teaching 

practices. Kagan (1992) affnms that the study of beliefs is cntical to educational practice. 

She argues that beIiefi may be ''the clearest measure of a teacher's professional growth" 

and that understanding them is "instrumental in determining the qualïty of interaction one 

finds among teachers m a given school" (p.85). Rokeach (1968) concludes that beliefs 

are the best indicators of the decisions made by individuals in the course of their Methne. 

In 1990, Pintrich posited that beliefs will eventually prove themselves to be the most 

valuable psychological construct for teacher education. 

Ironicany, in spite of the fact that beliefs play such an important role, they have 

not received much attention fkom researchers. Nespor (1987) has remarked that we h o  w 

very Iittle about ho w beliefi corne mto being, ho w they are supported or weakened, ho w 

people are converted to them. He notes: 

However, in spite of arguments that people's beliefs are important 
idluences on the ways they conceptualize tasks and leam fkorn 
experience, relatively little attention has been accorded to the structures 
and functions of teachers' beliefs about their roles, their students, the 
subject matter areas they teach, and the schools they work in. (p. 3 17) 

The lack of attention to the study of this important area may be due, as Pajares 

(1992) explains, to the fact that the constnict does not lend itself easily to empiricd 



investigation and Ïs dificult to define. More specifïcally, Pajares argues that "the 

difficulty on studying teachers' beliefs has been caused by definitional problems, poor 

conceptuaiizations, and differing understandhgs of belÎefs and belief structures" (p.307). 

Current Jiterature on teachers' beliefs is heterogenous and widely focused with separate 

research agendas (Kagan, 1992). The research on the topic tends to be categorized into 

domain areas such as teachers' beliefs about teachmg math or teachers' beliefs about 

teachmg reading- 

The purpose of this study is to profile the beliefs of  teachers of FSFL about 

teaching and learning in o n h e  kaming environments. No studies were found by this 

review on this topic speciffcally. However, Chapter 2 provided a review of some of the 

literature on the evolution of the use of technoIogy in second- language teaching. Included 

in that review was a discussion of teaching and leaming FSFL in online learniug 

environments, The review of the literature in this chapter wiU focus on the following 

areas: 

1. beliefi about teaching and learning; 

2. beliefs about use of technology in teaching and learning; 

3- beliefs about teaching and learning FSFL. 

In order to appreciate the place and role of teacher beliefs in the teachmg of FSFL, 

it wilI be necessary to consider the nature of beliefs themselves, their definition and 

relation to other constructs such as that of kno wledge. This review will begin therefore 

by describing the nature of beliefi and building a definition which will be used in the 

context of this study. Related to the nature of beliefs is thek openness or resistance to 

change. Following the review of the literature on the nature of beliefs, will be a section 

related to beliefs and change. Prior to the review of teachers' beliefs about use of 

technology in teaching and learning and about teaching and leaming FSFL, we win. 

explore teachers' beliefs about teaching and leaming in general. 

While there is no section in this review spedically devoted to teacher's beliefs 

and learning theones, an important aim of this review and of the entire study is to 

understand the relationship between teachers beliefs and personal theories and the 



"~fficial" theories of c o n s t r u c t i .  and behzviorism. As the review will show, teachers' 

beliefs relate to such fimdamental issues as what constitutes kno wledge, what learning 

is, and what the rob  of the teacher is. The emphasis in Chapter 2 of this study was on 

tracing the evolution of approaches and the use of technology in the teachmg of FSFL. 

The chapter provided insight into how theories of learning have impacted on practices 

throughout the past one hundred years. No doubt, these theones have had an impact on 

teachers' beliefs as weIL This review provides an opportuxiity to better understand the 

tacit, invisible beliefs and implicit theories that drive teachers7 practices and how these 

compare and contrast to the c'~fficial" theories of constnrctivism and behaviourism. 

3.2 The Nature of Belie& 

While beliefs have been described as the most valuable psycho~ogical construct 

to teacher education (Pintrich, 1990), they also are one of the more difficult to define. 

Pajares (1992), in his review of the research on the topic, refers to beliefs as a "messy 

constmct", one that has not always been accorded much precision and which :'travels 

under the alias" of: "attitudes, values, judgements, axioms, opinions, ideolo gy, 

perceptions, conceptions, conceptual systems, preconceptions, dispositions, implica 

theories, personal theories, internd mental processes, action strategies, d e s  of 

practice, practical principles, perspectives, repertories of understanding, and social 

strategy, to name but a few that can be found in the literature" (p.309). 

Pajares explains that confusion with the concept centres around the distinction 

between knowledge and belief. However, as mauy researchers have found, it is not so 

much that knowledge differs fkom beliefs, but that beliefs thenselves constitute a form 

of knowledge. h his atternpts to characterize beliefs, Nespor (1957) provides some 

distinctions between the two. He singles out four features of the construct previously 

identified by Abelson (1979) and considers them in relation to teachers: 

1. Existential presumptions or personal truths are generally 
d i t e d  by persuasion and are perceived by the teacher as beixlg 
beyond fUs/her control or Muence. These types of beliefs would 
include a teacher's beliefs about students' innate abilities or 
characteristics. 



2. Alternativity is a feature of beliefs that would include situations 
such as when teachers attempt to establish an instructional format 
of which they have no direct experience but which they mÎght 
consider id& Nespor theorkm that it is in this respect that beliefs 
"serve as a means of deking goals and tasks, whereas knowledge 
systems corne into play where goals and the paths to theîr 
attaÏnment are wen defined". (p.310) 

3. Belief systems can be said to rely much more heavily on eect ive 
and evaluative components than knowledge systems. For this 
reason, knowledge of a domain can be distinguished from feelings 
about a domain such as a subject area taught by a teacher. 
Teachers' values and feelings often affect what and how they teach 
and may conQict with their knowledge, 

4, BeIief systems are composed mainly of episodically stored 
material which is denved fkom personal experience, episodes or  
events which continue to innuence the comprehension of events 
at a later time. Whereas beliefs reside in episodic memory, 
howledge is semanticdy stored. 

A m e r  distinction between belïefs and Zcnowledge, notes Nespor, is that, while 

knowledge often changes, beliefs are "static". As well, whereas knowledge can be 

evaluated or judged, such is not the case with beliefs as there is usually a lack of 

consensus about how they are to be evaluated. Furthermore, there do no t appear to be 

any clear nrles for determining the relevance of beliefs to real world events. W e  there 

are no doubt other distinctions that codd be made between the two constructs, a better 

understanding may be gained by exploring the relationship between the two and by 

considering beliefs as a forrn of knowledge. This form of knowledge could be referred to 

as personal knowledge. Kagan (1992) refers to beliefs as a "particularly provocative form 

of persona1 h o  wledge" and argues that most of a teacher's professional h o  wledge c m  

be regarded more accurately as belief. 

According to Kagan, this howledge grows richer and more coherent, as a 

teacher's experience in classro oms gro ws and thus forms a highly personalized pedago gy 

or belief s ystem that actually constrains the teacher ' s perception, judgment, and behavior- 



In ternis of beliefs as king personalknowledge, Kagan explains: "A teacher's knowledge 

of his or her profession is situated in three important ways: in context (it is rehted to 

specific groups of students), in content (it is related to particular academic material to be 

taught), and in person (it is embedded within the teacher's unique belief system)" (p.74). 

Like Clark (1988) who equates 'hplicit theories' with beliefk, Nespor (1987) 

explains how beliefi becorne personal pedagogies or theories to guide teachers' practices: 

. . .teachersy beliefs play a major role in defïning teaching tasks and 
orga-g the knowledge and information relevant to those tasks. But 
why should this be so? Why wouldn't research-based knowledge or 
academic theory serve thiç purpose just as weil? The answer suggested 
here is that the contexts and enviromnents withm which teachers work, 
and many of the problems they encounter, are ill-dehed and deeply 
entangled, and that beliefs are peculiarly silited for making sense of such 
contexts. (p.324) 

Rust (1994) describes beliefs as sociaIly-constnicted representational systems. 

These systems then are used to interpret and act upon the world. Smce beliefs are 

generdy contextualized and associated with a particular situation or circumstance 

(Kagan, 1992), it is no t surprising that systems of beliefs may contradict each other 

@nnis, 1994). Furthemore, wide variance can be found among the systems of beliefs of 

different teachers from within a similar group (Bussis, Chittenden, & Armel, 1976). 

Wehling and Charters (1969) discuss beliefs in terms of complex organizatiom consisting 

of discrete sets of inter-related concepts. They indude beliefs m the category of 

representations, or cognitive maps of the extemal world which serve as mediators for 

experiening and responding to reality. This conception of beliefs fits with the notion of 

beliefs as personal kno wledge, personal pedagogies and implicit theories. 

Munby (1982) also equates implicit theories with teachers' beliefs. Clark and 

Peterson (1986) in their review of the literature on teachers' thought processes, argue that 

teachers' theories and beliefs represent a rich store of Imowledge. Teachers make sense 

of their complex world and respond to it by formixig a complex system of persona1 and 

professional knowledge and theories which, as Kagan (1992) describes, are often tacit 

and unconsciously held assumptions about students, classrooms and the matenal to be  



taught. 
Pajares (1992) provides a synthesis of the hdings on beliefs which he drew from 

his review of the literature on the topic: 

Beliefs are formed early and tend to self-perpetuate, persevering 
even against contradiction caused by reason, time, schooling, or 
experience. 

lndividuals develop a belief system that houses all the beliefs 
acquired through the process of cdtural transmission. 

The belief system has an adaptive function in helpiag individual 
define and understand the world and themelves. 

KnowIedge and beliefs are inextricably intertwmed, but the po tent 
aEective, evaluative, and epjsodic nahue of beliefs makes them a 
filter through which new phenomenon are interpreted. 

Thought processes may weli be precursors to and creators of 
beliefs, but the filtering effect of belief structures ultimately 
screens, redefines, distorts, or reshapes subsequent thZnking and 
information processing. 

Epistemological beliefs play a key role in lmowledge interpretation 
and CO pî t ive monit O ring. 

Beliefs are priontized according to their connections or 
relationship to other beliefs or other cognitive and af5ective 
structures. Apparent inconsistencies may be explained by 
exploring the functional connections and centrality of the beliefs. 

Belief substmctures, such as educationd beliefs, must be 
understood in terms of their connections no t only to each other but 
also to other, perhaps more central, beliefs in the system. 
Psychologists usually refer to these substmctures as attitudes and 
values. 

By their very nature and origin, some beliefs are more 
incontrovertible than others. 

The earlier a belief is mcorporated into the belief structure, the 
more difficult it is to alter. Newly acquired beliefs are most 
vulnerable to change. 



Belief change during adulthood is a reIatively rare phenornenon, 
the most conmon cause being a conversion fkom one authority to 
another or a gestalt shik Individuals tend to hold on to beliefs 
based on incorrect or incomplete knowledge even after 
scientEcaUy CO rrect explanations are presented to them. 

Beliefs are instrumental in d e m g  tasks and selecting the 
cognitive tools with which to interpet, plan, and make decisions 
regarding such tasks; hence, they plajj a critîcal role in d e m g  
behaviour and organizing kno wledge and information. 

Beliefk strongly d u e n c e  perception, but they can be an unreliable 
guide to the nature of reality- 

Individu&' beliefs strongly af3ect their behavior. 

Beliefs must be inferred and this inference must take into account 
the congruence among individuals' belief statements, the 
intentionality to behave in a predisposed m e r ,  and the behavior 
related to the belief in question. 

BeIiefs about teaching are well established by the time a student 
gets to college. (Pajares, 1992, p.324) 

For the purposes of this study, beliefs will be d e h e d  based on the common elements 

described in this review of the nature of beliefs. From these common elements, we can 

derive speci£ïc statements about beliefi as follows: 

B eliefs represent teachers' personal kno wledge. 

Beliefs represent implicit theories. 

Beliefs serve as cognitive maps. 

Beliefs serve as mediators for experiencing and responding to the 
enviro nment. 

B eliefs represent a complex mter-related s ystem. 

w Beliefs have a CO gnitive and an affective component. 

R Beliefs are often tacit and unconsciously held, 

From these statements, we can establish a definition of teacherst beliefs which will be 



used in this study: 

Teachers' beIiefi represent a complex and inter-related system of personal 
and professional knowledge that serves as implicit theories and cognitive 
maps for experiencing and responding to reality- Beliefs rely on cognitive 
and a,Eective components and are often tacitly held. 

3.3 Beliefk and Change 

One common theme or conclusion in the literature about teachers' beliefs is that 

changing them is a complex, perhaps even, mysterious, process. Contrary to the 

attempts of theorists and thosz involvecl in tqing to promote teacher professional 

development, teachers' beziefs appear to be static (Nespor, 1987), resistant to change 

(Brousseau et al, 1988), and are generally not affected by reading and applying the 

findmgs of educational research (Hall & Loucks, 1982). Pajares (1992) provides insight 

mto how Mie& function and ho w this funçtioning actually contributes to their resistance 

to change: 

@eliefs] provide personal meaning and assist in definhg relevancy. They 
help individu& to identm with one another and form groups and social 
systems. On a social and cultural level, they provide elements of structure, 
order, direction and shared values. From both a persona1 and 
so cio/cultural perspective, belief s ystems reduce dissonance and 
confusion, even when dissonance is logically justified by the inconsistent 
beliefs one holds. Tbis is one reason why they acquire emotional 
dimensions and resist change. People gro w cornfortable with their beliefs, 
and these beliefs become their "self' so that individuah corne to be 
identified and understood by the very nature of the beliefs, the habits they 
own. (p. 317) 

A number of researchers have found that the more central a belief, the more it wiIl 

resist change (Rokeach, 1968)- Woods (1996) speculates that when teachers' beliefs are 

very tightly interconnected with other beliefs, they are more diEcult to change. On the 

other hand, when the belief is less densely connected to other beliefs, change is a less 

complex operation. The implication is that, in order for change to occur, there must be 

some deconstruction of beliefs before another set c m  be constructed. This process, argues 

Woods, can 'lead to periods of disorientation, frustration, even pain" (p. 293). 



Furthemore, he notes, because each belief is part of an mterwoven network which 

includes many other beliefs, teachers cannot simply at will 'change' one belief by itself. 

Instead, teacher change can only be encouraged but not mandated. 

Nespor (1987) argues îhat instructional change is not a matter of abandoning 

beliefs, but of gradually replacing them with more relevant beliefs. Dwyer et al. (1992) 

concur with Nespor when they argue that implementmg change in education must include 

changing teachers' practices and beliefs by graduaIly replacing them with more relevant 

beliefs shaped by experiences in an altered context. They argue that it is this altered 

context that may make the clifference in temu of impacthg on the beIiefs. The altered 

context in which their study was situated was that of  a technology-based environment- 

Their research was conducted in the context of the Apple Classrooms of Tornorrow 

project (ACOT) and focused specifically on the evolution of teacher beliefs in 

high-access-to -technoiogy classrooms. They found that "teachers ' beliefs may be best 

modified while they are in the thick of change, taking risks and facmg uncertâintf 

(Dwyer et al, 199 1, p.52). Conikonted with change, teachers are forced to reevaluate their 

beliefi about learning and instruction and only by changing these beliefs can instructional 

change take place. 

Bracey (1993) considered three technology reports including the ACOT pro ject 

to determine the iduence of technology use on teaching. Bracey's interpretation suggests 

that technolo gy use serves as a catalyst for change and that computers "appear to change 

teachers in ways that educational reformers have been calling for7' (p.9). The resulting 

changes iuvolved teachers adjusting their beliefs about effective teachuig. He concluded 

that teachers were more willing to take risks, that they allowed for more independent 

student work, that they worked more as facilitators and that they provided for more 

dynamic leaming experiences. A similar conclusion was reached by Schofield and Verban 

(1988) in an investigation of computer use on the teaching of mathematics. They 

remarked that mtroducing computers into the classroom, not only changes the teacher7s 

role, but results in a shift from a didactic to a constructivist approach. 

Nonetheless, this ability for beliefs to change in the altered context of a 



technology-based environment involves a process that is fkaught with conflict. Even when 

innovative teachecs try to alter their practices and beliefs, the cultural oorms continue to 

support lecture-based instruction, subject-centered cumculurn, and measurement-dnven 

accountability (Dwyer et aL 1992, p.2). Whereas teachers may be committed to 

investigating the potential of modern technology, they are "held in check by the 

principals of 19th centurymstniction" @wyer et al 1991, p.51). At the sarne tirne, the 

demands of the profession of teachmg can also provide a certain resistance to change in 

bekfi. Teachers cope with the signif~cant demands of their job b y relying on their beliefs : 

'Teachers are, by nature of their work, pragmatists. They must survive the day; they must 

be ready for the next. Confronted by large numbers of cornputers or no t, they arrive at 

their classro oms the very f i s i  day of their careers with a deeply-rooted belief about 

schooluig that wi7I help them weather the storm of the demands they face" @wyer et aL 

1992, p.8). 

Changing how teachers think about teaching and learning is a complex and 

chdenging process. Mandating a change in the way people think about technology or 

about new ways of teaching and of leaming is Unlikely to be effective. Providing people 

with training and with new information and knowledge to help make them think 

differently may present si&nificant challenges as  well. As the literature on the subject tells 

us, people's beliefs are so ingrained and so interwoven with their He's experiences md 

with what they laiow, that they are irnmune to direct manipulation. Changing people's 

beIiefk is tantamount to changing who they are as indMduals. As Nespor (1 9 87) explains: 

"... belief systems often include affective feelings and evaluations, vivid mernories of 

personal experiences, and assump tions about the edtence  of entities and alternative 

worlds, all of which are simply no t open to outside evaluation or critical examination. .." 
(p.321). 

3.4 Belietk about Teaching and Leaming 

As the studies d e s c n i  m this section will illustrate, researchers O ften categorize 

the dserences in beliefs of teachers as either behaviorist (transmissionist) or 



constructivist. It should be noted fiom the start however, that such a dichotomy, while 

usefid in tenns of being able to clearly categorize beliefs, may be simplistic and 

misIeading. Theories of learning such as constmctivism are so diverse (Emest, 1995) that 

it is questionable whether we c m  possibly categorize sets of beliefs in terms of a 

behavioristlconstructivist dichotomy. Not only are these theones of learning cornplex and 

open to a variety of interpretations, but teachers' beliefs themselves are cornplex, 

sometimes contradictory and therefore resis t a concise classification. 

Klien (1996), m his study of presenice teachers, argues that teachers' beWs c m  

be eclectic and contradictory and that teachers rnay hold both transmissionist a s  well as 

constructivist views. In his study of the learning and knowledge beliefs of 279 preservice 

facuIty of education students, the majorïty endorsed a view of learning that included both 

constnictivkt and transmission-oriented themes. While the participants in the study may 

have agreed with the study's constructivist items, they did not simultaneously reject a 

transmissionist view of teaching. An interesting conclusion reached by Klein was that 

whde "constnictivism denotes a set of related beliefs for some educahonal theorists, 

these same beliefs appear independent of one ano ther to many students" (p.3 69). He 

concludes that -y preservice teachers may hold contradictory sets of beliefs dep ending 

on the context and that these beliefs may reflect, at the same time, a constructivist and 

trâtismissionis t p hilosop hy. KI ie  explab  these fïndings b y suggestmg that beliefs "are 

not orgaDized into a coherent body of knowledge" or that the preservice teachers ia some 

way reconcile the different approaches, themes or philosophies (p.370). 

Collinson (1996) conducted a case study on K-5 staff development and found 

d i f f e ~ g  beliefs about teaching and learning which "pro duced tensions between adherents 

of behaviorist and constructMst paradigms"(p .lO). While some of the teachers were able 

to articulate the reasons behind their preference for a particuk paradigm, others sirnply 

"did not have specific vocabulary to descnbe what they felt" (p. 10). Nonetheless 

teachers' pedago gical beïiefs surfaced in their group discussions through "no ticeably 

different vocabularies". While some teachers t alked about "integrating the curriculum" 

and "hding the kid's level", others referred to the need to "cover the curriculum" and 



"straight grades" (p.11). The teachers who adhered to the behaviorist paradigm believed 

in the effectiveness of teaching to the test, worried about being "able to cover everythïng" 

and about having their performance measured by their students' test scores. 

In his review of the literature on teachers' beliefs and knowledge, CaIderhead 

(1 99 6) summarized beliefs related to teaching and Iearning. He categorizes teachers 

beliefs in two categories by arguing that some teachers view teaching as a process of 

knowledge transmission, while O thers view it as a process of guiding children's learning 

or as a process of developmg social relationships. He also distinguishes between beliefs 

of teachers based on their experience. PreseMce teachers start with control-onentted 

belief systems that emphasize the importance of maintainmg order and good discipline 

and guiding the activities of the chïidren. During training, these attitudes become more 

liber al and child-centered. Ho wever, when teachers enter full- time teaching, they once 

again revert to a control-oriented belief system. 

Teachers' beliefs about curriculum are also pivotal in tenns of bringing about 

signincant change in education. Taylor (1990) tefers to the "determinist beliefs" of 

teachers that the curriculumis determined by the state and that teachers have little control 

or Siauence over it. Teachers may &O perceive the curriculum as a real O bject instead of 

the subject of socially-negotiated knowledge (Ibid.). A s  a result of holding such beliefs, 

argues Taylor, teachers fail to adapt their role to suit local circumstances and, 

furthemore, adopt the role of manager who is concemed with delivering the syllabus and 

controllhg students interactions with it. Instead, he explains, they should assist students 

in 'hegotiating the nature of their learning activities". Prawat (1992) sees teachers' 

belie~ about teaching and learning as closely linked to the5 beliefs about cumculum. He 

descn'bes teachers' ctdichotomous view of the learner and of the cUfTiculum7~ as one of the 

sets of beliefs that will impede the adoption of a constmctivist view of teaching and 

learning. He argues that teachers need to adopt an ccopen-systems" view of curriculum 

whereby they begin to perceive the curriculum as a "a network of important ideas to be 

explored" rather than "a course to be run" (p.382). 

Prawat (1992) argues that teachers' beliefs pose a major obstacle to educational 



reform "because of their adherence to outmoded forms of instruction that ernphasize 

factual and procedural knowledge at the expense of deeper levels of understanding" (p. 

354). Teachers ' beliefk, claimx Prawat, are inconsistent with constructivist appro aches 

to teaching and learning. At the start of their professional training, many teachers view 

teachùig as telling, and learning as remembering, a beIief that presents difficulties in 

terrns of moving teachers towards a more constnictnrist approach (Cdderhead, 1988; 

Russel, 19 8 8). Chdenging teachers fundamental beliefs about teaching and learning 

therefore represents an important step in any effort to bring about educational refom 

Constnzcivist theory requires a radical shift in thinking and in teachers' roles and 

places greater demands on teachers (Prawat, 1992). For teachers to shift their beliefs to 

accommodate a constructivist epistemolo gy would require them to develop new practices 

and to abandon weII-established and seemingly successfül practices (Taylor, 1990). To 

accomphh this, teachers would first need to overcome some of the obstacles to changing 

their practices. Taylor observed that the teacher in his study was "limited by constraints 

which he associated with the inherent name of both the curriculum and the students" 

(p.19). Beliefs about student expectations of a central role for the teacher as well as 

concems about being accountable and progressing with the syllabus Limited the teacher's 

development of a constructivist pedago gy. Taylor concluded that the teacher's positivist 

epistemology, dong with constrâints which the teacher associates with students and 

cumcuI~m policies, limited the adoption of more constnzctivist beliefs. The teacher's 

reconstruction of beliefs requjres, no t only self-nego tiation but, as well, social nego tiation 

with teachers, students and the larger school community. 

A further obstacle to teachers' adoption of constructivist teaching beliefs relates 

to the nature of constnictivist theory itself. Constructivisrn is a new theory and many of 

its implications have not yet been made clear. WhiIe constructivist views of learning rnay 

be well developed, such is not the case with constmctivist view of teaching (Prawat, 

1992). Fuahermore, notes Prawat, comtructivism is open to many interpretations. Thus, 

wfiile the major impediment to educational reform may well b e  teachers' beliefs, 

changing these beliefs to reflect constnictivist philosophy may represent a formidable 



challenge. The following section wiII provide sorne S g h t  mto the curîous and complex 

interplay between change, constructivism, technology use and teachers' beliefs. 

3.5 Befiefs about Technology in Teaching and Learning 

Honey and MoelIer (1990) conducted an exploratory study of teachers' thinlüng 

related to how and why they use or do not use technology in their teaching. The authors 

of the study conducted interviews with twenty teachers to detennine whether or not there 

were discernible patterns in teachers' pedagogicd beliefs and practices which facilitate 

or detract fiom technology mtegration, They found that, while the high-tech teachers 

represented a fairy homogenous group in terms of their pedagogical beliefs, low-tech 

teachers tended to be more heterogenous as a group. Arnong the 10 w-tech teachers, tho se 

teachers wah student-centered beliefs were hesitant about using technology because of 

th& personal fears and inhibitions. The teachers in this group who held more traditional 

classro om practices feared that technology might "alter their relationship of control and 

authority with their students" and they also believed they did not have the t h e  for any 

additional activities (p.3). There was a M e r  group of teachers whose practices were 

student-centered and who wodd have liked to use cornputers in their teaching but who 

did not because of either lack of equipment or scheduling problems in the computer lab. 

The high-tech teachers in their study engaged in activities such as collaboration, 

project-oriented work and hands-on activities, inquiry-based and discovery-based 

les-g. These teachers perceived themselves as leamers and expressed a belief in the 

need for different learning styles and 1e-g requirements for students. These teachers 

perceived technology as a facilitating tool and one that enhanced the curriculum. Honey 

and Moller noted that there was a widespread belief among tbh group of high-tech 

teachers that technology could expand students' horizons, make learning more fun and 

more meaningful, allow them more time to help individual students, and aUow them to 

take a more process-oriented approach to teaching that involved small-group work and 

pro ject-oriented activities. In general, this group of teachers used their student-centered 

pedagogical beliefs to faciltate the effective ùitegration of technology into their curricula 



and made a conscious and dehierate effort to find applications that support the kmds of 

student-centered practices that prevd m their classrooms. 

Of the twenty teachers in the study, there were three whose pedago @cal beliefi 

appeared almost identical to those of the high-tech teachers but who expressed fears and 

"deep-seated personal ambivalence about the technology itself ' (p. 8). One of these three 

teachers described the experience of using cornputers as being Iike "a whole new 

languageT7 and "new culture" and that many aspects seemed %range and foreign". One 

of the other teachers in this group was reluctant to use compter technology because he 

felt he lacked the technological know-how and because his first experiences had been 

negative. Honey and MoeIier described the beliefs of these teachers as '%onservativey'. 

These teachers saw technology as a means to remforce basic skills, as a motivator and 

an "add-ony7 to the curriculum. The authors made sorne recomrnendations about how 

teachers might be encouraged to effectÏvely integrate technology. These recommendations 

suggest that changes may be required, not only in teachers' beliefs but, as well, in the 

educationd system itself: 

For teachers whose educational beliefs and practices are traditional, there 
eicist different and much more complicated barriers for technology 
integration In order to integrate technology into their curricula as the 
hi&-tech teachers have done, the very nature of thek practices would have 
to change. Ln order to bring about such change, however, Werent layers 
of the educational system would have to be effected, ranghg fkom 
changing how assessrnent is done to helping teachers rethink how students 
leam and develop. (p. 16) 

The Apple CIassrooms of Tomorrow (ACOT) research project ran fiom 1986-89 

and included 32 teachers and 650 students in four elementary and one high school 

classroom, The ACOT classrooms offered teachers and students constant access to 

interactive state-O f-the art hardware and software in "true rnulti-media environments". 

The research focused on understanding the dynamics of teacher beliefs and practices in 

high-access-to-technology classrooms. The research demonstrated the need to take into 

açcount and recognize teachers' belief systems in order to implement significant change. 

At the same time, the research concluded that changing one's inner-most beliefs about 



teaching and learning involves entering into a process rïdden with self-doubt, subject to 

extemal idluence, exhausting, and never unidirectional @ wyer et aL, 1992). 

The authors of the study summarized the five developmental phases through 

which their research subjects passed- The phases characterize the pro cess of evolution of 

teachers' beliefs and practices fiom a traditional, text-based curriculum to more 

constructivÏst approach. In this model, teachers' 'lecture-recitation-seatwork mode" is 

at first strengthened by use of technology and then gradually replaced by more dynamic 

IearnUlg experknces as teachers move through the phases. These phases are: 

1. Entry: 
This is the initial stage which involves rewiring and rearrangement 
of classrooms. The stage is characterized by problems related to 
discipline, resource management and persona1 fnistration. 

2. Adoption: 
In this second stage, concems shift kom connecting cornputers to 
using them. Teachers begin to adopt techmlogy to support 
traditional text-based drill and practice instruction, whole-group 
lectures and indi~dualized seatwork 

3. Adaption: 
This stage is characterized by thorough integration of the 
technolo gy. 

4. Appropriation: 
hi the appropriation stage, there is a shift in roles and new 
instructional pattern emerge. There is an increasing tendency of 
teachers to refiect on practice and to question old patterns. 

5. Invention: 
The authors describe diis &al stage as "a placeholder for further 
development by ACOT's teachers and for the new 1ear-g 
environmentsi that they will create". (Dwyer et al-, 1991, p.50) 

AIL of these stages build what the authors refer to as a "readiness for purposefül change'' 

(Dwyer et al., 1992, p.8). Whereas m the earliest stage, teachers were more inclined to 

use technology to replicate traditional learning practices, they gradually moved towards 



the realization that technology could change their students' learning experiences. As the 

authors observed, durnig the appropriation stage: 

When they reached this phase, teacher quotes commmicated a workmg 
cornfort with beliefs about teaching and leaming that were no t common 
among the staff at the project's outset. For the most part, ACOT teachers 
have becorne more disposed to view learning as an active, creative, and 
sociaIly interactive process ttm they were when they entered the program. 
Knowledge tends to be viewed more a s  something cMdren must constmct 
and less like something that can be transferred. The nature of these 
teachers' classrooms, the permissions they have granted their students, and 
their O wn instructional behaviours demonstrate that s hift in action. (Ibid., 
P-8) 

In the initial stage, teachers were more preoccupied with the technolo gy itself. As 

teachers progress in their use of technology, they begin to focus more on issues related to 

instruction and learning. It is at this stage that they begin to critically examine their 

beliefs . Ho wever, the stud y revealed that teachers fkequently experienced intense inner 

connict, vacillation in and stmggIes with these beliefs as they explore alternate 

approaches about classro om management, curriculum and collabo rative learning : 

The direction of change was towards child-centered rather than 
curriculum-centered instruction; to wards CO llabo rative rather than 
individual tasks; towards active rather than passive leaming. Each of 
these dimensions brought deeply held beliefs about traditional schooling 
into con£lict with what teachers witnessed M their classrooms. The 
conflict never transformed those beliefs outright; the process seemed 
more gradual: an erosion of the old, an accretion of the new. (Ibid., p.3) 

The authors of another ACOT report focused more specifically on the role that the 

p hysicd environment plays in bringing about change in teachers' practices. They noted 

that the traditional model of school organization emphasizes student control, 

teac her-centered didactic appro aches to teachùig and learning, They argue that the 

environment itseif, which is based on an "eggcrate" model, actually perpetuates a 

traditional approach to Iearning. Furthemore, they found that teacher beliefs about the 

physical environment actudy limit the number of possible options for change. Teacher 

beliefs appear to control the process of change and lunit the number of possible options 



for change. Two of these beliefs in particdar were that (1) al1 students need an assigned 

desk; and (2) primary grade teachers need to be able to see al l  the computer screens at the 

same time. They found that teacher beliefs of this nature tended to be contrary to a highly 

interactive and creative learning environment (Stuebing, Celsi & Cousineau, 1994). 

Niederhauser and Stoddart (1994) conducted a large-scale snidy involving a 

survey of the perspectives on cornpater-assisted instruction of 2,170 teachers. They 

divided their findings into two categories of beliefs: 1. Computers are tools for students 

to collect, ilIlitlyze and present information 2. Computers are machines for teachers to use 

in presenting information, giving immediate feedback and tracking student progress. They 

also concluded that teachers' beliefs about effective uses of computers are closely linked 

with their use of computers in the classroom. Teachers who used more open-ended, 

constructivist-type software with their students believed that computers c m  be used more 

effectïvely as a tool for snident construction of knowledge while teachers who used more 

traditional, behaviourjst types of software believed that computers were effective as 

teaching machines. The hdings revealed that, whiIe elementary scho 01 teachers tend to 

favour a more transmission-oriented view of how computers cm  be effectively used m 

the education of their students, secondary teachers tend to fzvour a more constnictivist 

view. 

FIannafm and Freeman (1995) conducted an exploratory study of teachers' views 

of knowledge acquisition. Their aim was to understand how their views might influence 

their decisions of whether or no t to use computers in the chsroom. The authors worked 

from the premise that teachers' conceptions of knowledge acquisition range on a 

continuum fkom objectivism to constmctivism and that the computer may be more suited 

to teachers who hold constmctivist beliefs. They hypothesized that teachers who hold 

objecavist views will use the computer only for lower-order ski7ls. Likewise, those with 

constructivist views would be expected ta use computer programs that facilitate more 

open-ended and problem-solving approaches to curriculu~lz. The study's kdings revealed 

that experienced teachers held more O bjectivist perspectives on iearning than did 

p r e s e ~ c e  teacher candidates and that the greater number of years of teaching, the more 



likely the teacher would hold an objectmst view of knowledge acquisition. The authors 

did not h d  any relationsriip between teachers' views of kno wledge acquwtion and the 

likelibood they wouTd use cornputers in instruction. However, they questioned 

committting resources to develop constructivist-based software applications if teachers' 

views of knowledge acquisition are generaily objectivist, 

Olech's (1997) examination of the relationship between teachers' pedagogical 

beliefs and the level of instructional computer use bears some resemblance to that of 

Hannafin and Freeman in tenns of the aim and the findings. Olech found that teachers 

demonstrated an eclectic pedagogical orien~auo n. The researcher s ampled 10 1 elernentary 

teachers using a 57-item questionnaire. One of the scales used in Olech's study assessed 

teachers' pedagogical orientation and categorized them as having behàvîorist, information 

processing or constmctivist beliefs. Usîng a second scale, she measured their level of 

computer use along a continuum fkom utilization to integration. In general, she concluded 

that the more behaviorist the teachers were m pedagogical orientation, the less likely they 

were to use the computer instnictiondy. The negative correlations suggested that teachers 

with stronger behaviorist tendencies might benefit e o m  inservice education that p r ovides 

models for implementation in classro om situations closer to their own. 

In the context of a study on Internet use in which approxiïnately 2,250 teachers 

of 4m through 12& grade classes in U.S. public schools responded to a survey, Becker 

(1999) found that the third major predictor of teachers' Internet use is the teacher's 

pedagogical beliefs and practices. One of the important conclusions of the study is that 

'Teachers who regard education as primarily the distribution of facts and skills to students 

accordhg to a fixed curriculum sequence are much less likely to exploit the Internet than 

more 'cconstructMst" teachers." More specifically the author found that "the more 

constructivist the teacher the greater their average use and the more positively they viewed 

the Intemet". 

Becker (1991) has also explored issues related to the interaction between teachers' 

beliefs and systemic practices m an effort to heighten awareness of ho w "conventional 

beliefs" and C'institutional constraints" can "impede even the best of intentions to improve 



schooling through technology" (p. 6). Becker argues that teachnig practices are a result 

of teachers' "own schooling, training and experience as teachers". He also points out 

however that, teachers' teaching styles are iduenced by their beliefs, on one hand and 

"the regularities in the social structure in which most of them work" (p.8)- He posits that 

'The circumstances of teaching aIso intervene to affect teachers' proximate goals in ways 

that often distort their more conscious longrange goals" (p.8). An important circumstance 

of teaching to which he makes reference is that of time which he singles out as "the 

biggest impediment to better computer use". He explains: 

For most teachers, the time required to plan even modest variations to 
the routine of direct instruction of specitic facts and student practices is 
hardly present.. ..The more complex the software and the more it offers 
student-centered discovery leamhg appro aches' the more dBcult  
teachers wïil find the task of getting some constructive benefits fkom its 
use-even if the potential for student accomplishment is that much 
greater. (p.9) 

Like Oiech (1997) and Becker (1999), Hannafin and Savenye (1993) explore the 

issue of how beliefs iduence teachers' computer use. They summarïze the literature on 

teacher's use of computers in order to determine reasons why teachers do not use 

computers and to examine the role of those teachers who do. From their review of the 

literature pertaining to why teachers resist micro-cornputers, the authors found the 

I Frustration m learning how to use the computer causes some 
teachers to give up early; 

œ poorly-designeci software; 

I M e  faith in the computer's ability to improve learning outcornes; 

I concern that the computer can become a mental crutch for some 
students ; 

I resentment of the cornputer. The cornputer is seen as a cornpetitor 
for students attention; 

compter use requires increased investment in time znd effort; 



m fear of losing control over students or of 'looking stupid" m front 
of the cks, (p.27) 

The authors were interested in documenting not ody  teachers' resistance to use 

of microcomputers but, as well, their resistance to the 'hew roles" of rnicro-computer 

users. The authors explaixi that the teacher's role changes "ody to the extent to which a 

shift of responsiillity to the leamer occurs". The role c m  be represented on a continuum 

fiom the traditional lecturer and imparter o f  kno wledge (O bjectivist-based) to that of a 

coach or facilitator (constructivist-based). A change in the role of the teacher fiom that 

of lecturer to facilitator represents a corresponding sfiift m leaming theory. Resistance 

to the role of facilitator may be symptomatic therefore of a resistance to the underlying 

learning theory. 'Tt may b e  that the teacher is receptive to technology but resists the 

accompanying change m learning theory" (p.28). On an epistemological level, resistance 

to technology c m  relate to the teacher's view of lmowledge: 

Teaching with technology can help to brhg about shident responsibility 
for leaming. ImpIicit in this shift is the subtle achowledgment that 
knowledge does not exist in discrete chu& that can be transplanted fkom 
the teacher's head to the leamer's. Resistance to using computers for 
high-level student-centered activities may not be a resistance to 
"technology" at all. It may be an uneasiness with the change in the way 
lmowIedge and leaniing are defined: there Xs no 'absolute' knowledge and 
there rnay be more than one correct answer. (p.29) 

Hannafin and Savenye emphasize the ineicate, covert and complex nature of 

teachers' m g  and beliefs. As other authors and researchers in this review have 

shown, technology use is Linked with issues of learner control, authority and with 

epistemolo gical and theoretical issues. H a n n e  and Savenye remind us that we canno t 

effectively consider teachers ' beliefs about, understanding or use of technolo gy without 

considering the underlying theoretical issues. As was pointed out in Chapter 2's review 

of the evolution of language learning and technology use in language teaching, how 

teachers view knowledge, the nature of leaming, and their role are not only important in 

understanding how teachers use technology, but in understanding the approach that 

teachers take to language instruction m general. The following section of this review 



considers the issue of teachers' beliefs about teaching and learning second and foreign 

languages. 

3.6 Beliefi about Language L e d n g  

Johnson (1994) argues that the field of second-language education lags behind 

maiastream educational research m that it has neglected to focus adequate attention to the 

affective dimensions of second-language learnjng. Ody since the late eighties and eady 

nineties have researchers begun to shift from studying effective teaching behaviours, 

p O sitive learner outcomes, and teacher-student interactions to consideration of the 

influence of teachers ' thoughts, decisions and judgements on second-language instruction. 

Such research is necessary to understand why teachers make the decisions they do and 

why they choose certain instructional materials over others or why they prefer certain 

practices over others. 

JO hnson conducted a qualitative study of the preservice beliefs of four English as 

a second-llanguage teachers. Beliefs were iderreci from teachers' nmatives, intentions 

and instructional practices. One of the more important implications of the f4ndings of this 

study was that the teachers' beliefs were largely based on images from their formal 

Ianguage learning experiences and that these beliefs may have been responsible for the 

teachers Ineffectual teaching practices. The four teachers in the study cnticized their own 

teacher-directed instructional practices. At the same the,  "they described feeling 

powerless to alter their instructional practices because they had few, if any, alternative 

images of teachers and teaching to act as a model of action" (p.449). Feelings of being 

overwhelmed bydassroom restrâints and issues related to cIassroom management led to 

more teacher-centered instruction in spite of the desire to want to have more 

student-centered teaching. Freeman's (1991) fïndings of a study of the evolution of 

perceptions and understandings of four foreign hguage  teachers are similar in many 

ways to Johnson's findings. Issues of classroom management led to tension in teachers' 

thinking. As foreign-language teachers, the study 's participants iinders too d the need for 

genuine and spontaneous interaction in order to promo te hguage  develo pment , Yet , 



with class sks of 20-30 adolescents, spontaneous interaction resulted in discipline 

pro blems and required teachers to provide more control and discipline. 

WiIliams and Burden (1997) affirm that teacher beIiefk play an important role in 

the language l eamhg process and that, for this reason, teachers must understand their own 

beliefs, theo- or philosophy. They argue that teachers must maintain a con-tinuous 

process of personal reff ection and that it is by becoming aware of their beliefs that they 

corne to understand their own "implicit educational theories and the ways in which such 

theories influence their professional practice". The authors also posit that, although a 

syllabus or curriculum may be set down precisely for teachers, it is personally shaped by 

the teachers' own belief systems. The authors explain: 

Teachersy beliefs about what leamhg is will afFect everything they do in 
the chsroom, whether these beliefs are implicit or expliçit. Even if a 
teacher acts spontaneously, or fi-om habit without thiriking about the 
action, such actions are nevertheles prompted by a deep-ro oted belief that 
may never have been aaicukited or made explicit. If the 
teacher-as-educator is one who is constantly re-evaluathg in the light of 
new bowledge his or her beliefs about language, or about ho w language 
is learned, or about education as a whole, then it is crucial that teachers 
fist understand and articulate ttieir O wn theoretical perspectives. (p. 56) 

A similar argument is put forth b y LeLoup (1 995) in her longitudinal study of the 

evolution of beliefs of preservice language teachers, LeLoup's study is premised on the 

argument that students who enrol in foreign-hguage methods' courses already have a set 

of beliefs about h g u a g e  learning. These beliefs are formed by their 'ciutemalization of 

how they were taught and their perceptions of how they learned" (p. 137). These beliefs 

often result in teachers having misconceptions about language Iearning which could not 

only negatively impact on their understanding of the course content, but which could, as 

well, impinge on  their success as FL teachers. 

For this reason, argues Leloup, it is important that these beliefs be identifid and 

examined and that erroneous concepts and myths be replaced by "sound language learning 

theory". The study on language learning beliefs combined a Likert-type questionnaire with 

a more descriptive, open-ended questionnaire. LeLoup concluded that while some of the 



beliefs held by preservice teachers represent "accurate appraisals of the knowledge base 

in Ianguage learniogm, others represent "FL, learning myths" that need to be informed and 

revised according to second language acquisition research. Many of the beIiefs held by 

the preservice teachers underwent revision by the end of their FL methods' course. 

Woods (1996) considers how teachers ' beliefs, assumptions and h o  wledge shape 

their understanding of teaching and their decisions. Through interviews, teachers ' sto ries 

and video-recordings of their lessons, Woods contributes to the knowledge of second- 

language teacbg by chîfjmg how teachers' beliefs, attitudes and experiences influence 

classro om practices. His perspective contrasts somewhat with LeLoups7 in that he argues 

strongly in favour of recognition and acceptance of teachers' personal pedagogies and 

multiple interpretations of theory and top-down curricdum. He M e r  argues that there 

is insuf5cient research "on what the second language teacher brings to the process of 

second language learning" (p -2). 

Woods found that, &en a new curriculum and two different teachers, two very 

different interpretations result in the course to be taught. Teachers' underlymg beliefs, 

assumptions m d  kmwledge (BAK) about "what language is, how it is learned, and how 

it should be taught" resulted in differing classroom experiences for the learners. &en a 

new curriculum, the two teachers in his study experienced conflict between interpreting 

the curriculum in a way which would be consistent with his BAK as opposed to 

interpreting it in a way that would be more consistent with the "iinstitutional system". 

Woods found that, no t ody  do teachers interpret curriculum innovations in light of their 

BAK, they also mterpret theoretical and pedagogical concepts related to second-laquage 

leaming . 

The study suggests that "each teacher bas an individual system of interwoven 

beliefs, assumptions and h o  wledge, a system which has evolved in an individual and 

organic fashion when aspects of that teacher's B AK have interacted with experience, 

especially experknces that resulted in a con£Iict with the B M s  curent state" (p. 248). 

Woods affinns as a result of his investigation that whiIe teachers' BAK infiuences their 

mterpretation of the curric'dum in the case of a cwricular evolution, the curriculum itself 



infiuences the evofution of a teacherys BAK- The overall role of a teacher's beliefs 

assumptions and knowledge is emphasized by Woods as he comments on their 

' 'p ervasiveness" : 

It was not as if teachers' networks of beliefs, assumptions and knowIedge 
were activated in particular cases in order to resolve ambiguous cases or 
deal with conflicting situations. Rather it seemed to underlie everything 
that the teachers did and said: as if it was through thek individual BAK 
systems that the teachers structured their perceptions of the curriculun and 
their decisions as to how to implement that curriculum, fkom overd  
organization of the units down to the specinc classroom actxvities and 
verbalizations. (p.282) 

3.7 The Contribution of this Study 

This review of the literature has drawn attention to the importance of beliefs in the 

teaching process. The present study provides a definition of beliefs which emphasizes the 

importance and value of teachers ' personal howledge, pedagogies and theories as a 

means of gaining insight into the complex world of teaching and learning. A signifjicant 

body of research has focused on the area of beliefs and change. Nesporys (1987) work 

as well as that of Rokeach (1968) has emphasized the ability of beliefs to resist change. 

The conclusions of the Apple Classrooms of Tomorro w Project also address the issue of 

change in beliefs. The ACOT conclusions relate more specifically to the focus of the 

present study. The project's notion of the "altered context" as a catalyst for change 

parallels the premise of this thesis. It is the "altered context", the new territory or new 

environment, that challenges traditional beliefs. This study takes an ecological perspective 

in its attempts to understand the relation of teachers' beliefs to traditional and online 

learning environments. The important contniution of this study is the emphasis placed 

on understanding teachers' beliefs in relation to online environments or an altered 

context. Unlike the ACOT study, the present study does not focus solely on teachers who 

are working presently with technology. The present study was interested in capturing a 

range of beliefs about teaching and learning FSFL in online environments and therefore 

included thern in thjs study. No doubt there are teachers who, while they are familiar with 



online enviroments, have chosen not work in them because of their beliefs. This study 

aims to capture the beliefs of these teachers as weU as those who are familiar and 

experienced with working in online environmentS. 

A M e r  contribution to the understanding of teachers' beliefs made by this study 

is the attempt to relate teachers' beliefs about teaching FSFL to a historical and 

conceptual fkamework, or context of approaches to language teaching and to use of 

technology in teaching FSFL. Rather than sirnply categorïzing teachersy beliefs as being 

either constnictivist or behaviourist as some studies might do, this study will aim to 

understand teachers' beliefs in relation to a larger, more complex fiamework that 

encompasses the entue context for language learning throughout the century with and 

without techlogy. Included in this fkamework is an outline of a vision of Iearning FSFL 

in the 2 lL century which is based on a constnictivist approach and which is facilitated by 

odine learning. 

W e  there Is a sigruficant amount of research and literature that seeks to explain 

the role of constnictivism in teaching and learning, there is little research that considers 

constructivism m relation to FSFL learning. The present study's focus on constructivism 

in relation to language learning represents therefore one of the few attempts at 

understanding the relationship of this theory of learnïng with second-langnage learning. 

This study recognizes that constnictivism is a sficiently broad theory to allow it to 

encompass a wide variety of domains beyond those of science and mathematics. 

A iFurther conixi'bution of this study is its attempt to understand teachers' beliefs 

about using technology in relation to a particular content area or domain. Many studies 

will focus on teachers' beliefs about cornputer or technology use. This study recognizes 

that teachers use technology generdly to deliver a particular content or focus on a specific 

content area WhZe the inclusion of the content area makes the study more complex, it 

parallels more closely the complexity inherent m teacbing and learning. The present 

review of the Literature uncovered no such studies. The present study is very broad and 

has a large scope. Such an approach was deemed necessary and important in order to gain 

a frrst insight into this complex and new area. 



AfÏual but sigdicant contribution of this study to o u .  knowledge about teachers' 

beliefs relates to the focus of the study. Studies on teachers' beliefs often tend to focus 

specifically on the teachers themselves promg for example the system of beliefs held 

by individual teachers. Such studies are important and necessary in order to understand 

systems of beliefs and how beliefs affect practice. This study focused on individual beliefs 

while s d l  recognizing the fact that individuals possess belief systems which house all the 

beliefs of that individual and that these systems represent complex organizations 

consishg of discrete sets of inter-related concepts (Wehling & Charters, 19 69). 

While it might appear beneficid to study entire systems of beliefs, such a focus 

may provide ambiguous results. As m e n  (1996) observed, teachers' beliefs can be 

eclectic which means that teachers may hold contradictory sets of beliefs. For example, 

they may hold beliefs which reflect, at the same time, a constructivist and a 

transmissionist philosophy. This should not be surprising since teachers' beliefs or 

implicit theories are &e official theories in that they are no t organized into a CO herent 

body of lmowledge or an interrelated set of propositions or principles. Identifying 

particular, individual beEefs may assist in better understanding belief systems in general 

and the contradictions often inherent in them Understanding indi'vidud beliefs c m  help 

to i d e n w  those beliefs which may be more central to a particular Iearning theory. On a 

practical level, an understanding of individual beliefs can assist in the design of 

professional development sessions, 

3.8 Conclusion 

The Iiterature considered in this review reminds us of the importance of beliefs in 

understanding the behind-the-scenes realities of what happens in the classroom. More 

importantly, the review provides us with a preliminary perspective o n  how teachers 

respond to new ideas, knowledge, new theories and technologies. Many of these studies 

will no doubt serve as useful points of cornparison and as a means of understanding some 

of the beliefs in the present study. 

Along with the literature which was reviewed in this chapter, we have a 



conceptual and historical framework on which we c m  draw in order to interpret teachers' 

beliefs about teaching and leaming FSFL in OLEs. This fiamework draws on exishg 

knowledge about methodologicd approaches used throughout the last 100 years in 

Ianguage teaching. It also draws on our curent knowledge about use of technology in 

second-language instruction The role of the theorieç of behaviourism and constructivism 

in technology use and m second-language instruction is also highiighted. Such 

background knowledge about 'Lofficial theories" win assist in our understanding of 

teachers' "implicit theones", persond JmowIedge or cognitive maps which they use to 

respond to reàlity- 

One important contribution which this study makes to the literature on teachers' 

beliefs about teaching and leaming FSFL in OLEs is the use of technology to collect data. 

Through one-to-one, one-to-many, and many-to-many conversations and discussions, 

teachers are given the opportunity to reflect on, share and articulate their beliefs. The 

methodology used in this study is Mique, not only because it has not been used in other 

studies to gather beliefk but because of the way in which the methodology suits the topic. 

Using online environments to gather beliefs about online environments seems a logical 

approach to adopt Not only is it logical, it is also innovative and effective. The follo wing 

chapter explains in detaiI how the techniques of multiloguing, dialoguing and 

rnonologuing are combined in order to state what would otherwise be tacit, to make 

explicit the implicit, to make known what would otherwise be unknown, to reveal that 

which is hidden. 



Chapter 4 

Methodology : 

Malring Sense of a Teacher's Complex World 

We do not describe the world we see; 
we see the world we c m  describe. 

(Senge, 1995) 

4.1 Introduction 

The methodological approach chosen for this study is multifaceted relying on a 

variety of means to probe and profile the beliefs of teachers. The potential of the Internet 

as a tool for research is exploited by the present investigation which relies on an oniine 

discussion list, e-mail correspondence and questioning to collect data  The study also 

included use of a more traditional research technique, that of a mail-out, open-ended 

questionnaire. The investigation privileges teacher talk through multilogue, monologue 

and dialogue in order to make explicit and articuIate the tacit. The multiloguing or 

discussion is accomplished through use of an online discussion list. The monologue is 

represented by the use of questionnaires. The dialogues are one-on-one exchanges that 

took place between the researcher and select participants in both the discussion list and 

the questionnaire. The data are coIiected and anaiyzed withm the historical and concepnial 

fiamework outlined m Chapter 2 of this study. 

The questions that guided the research are as follows: 

1. What are some of the beliefs of teachers of F S E  in relation to 
teaching and learning in online learning environments? 

2. What do these beliefs reflect in texms of the evolution of 
approaches and use of technology m the teaching of FSFL? 

This chapter descnbes m detail the approach taken to the investigation of these 

questions. For each method used to collect data, a description is provided of the 

procedures, participants and the characteristics of the method. Prior to the description is 



an o v e ~ e w  of the general research paradigm as well as a discussion of the parhcular 

challenges related to studying beliefs. 

4.2 Multiple Worids: Research Paradigm 

In his discussion of paradigm and research programs in the study of teaching, 

Shuiman (1986) highlights the complex nature of the world of teaching: 

I begin with the assumption that there is no "real world" of the classroom, 
of l e h g  and of teachmg. There are many such worlds, perhaps nested 
within one ano ther, perhaps occup ying paralle1 universes which 
fiequently, albeit unpredictably, intrude on one another. Each of these 
worlds is occupied by the same people, but in different roles and striving 
for Werent purposes simultaneously. (p -7) 

Schulman's assertion fits well with the epistemological fiamework or perspective of the 

present research. This investigation i s  premised on the notion that a teacher's world is a 

diverse and complex phenornenon. It a s m e s  not a hear ,  rather a cyclical or circular 

direction of causality In the chai- of behaviors of students' and teachers' classroom 

actions. Furthemore, it considers of primal importance the experiences of individuals and 

the meanings and interpretations they attach to these experiences. Learning is understood 

as being the social negotiation of shared meanings and interpretations which groups of 

individuals construct based on experiences and interactions with their environment. 

Research is seen as a means of gaining insight into these experiences in order to 

understand the meanings of events and not to influence them This inqiIiry is thus 

interpretive and reflective. It does not attempt to explain how things work, nor does it 

attempt to predict how they might work. The orientation of the present research aims to 

understand the meanings which mdividuals in a particular context have evo2ved. 

Specificdly, it seeks to understand some of the underlying beliefs or irnplicit theones of 

teachers. It attempts to make sense, to understand, to make more explicit, this underlying 

aspect of teachers' complex world. 

The present study c m  be descnlbed as '~Ïnteractive" in the sense that the researcher 

actively participates in the discussion list dong with the other participants. While the 



researcher's role m the list may be more of a leader and an individual who prompts others, 

the role nonetheless involves active participation. Such research cari be described more 

specifically as ethnographie. Ethnography can be defined as "malyticd description of 

social sciences, individuals, and groups that recreate their s h e d  feelings, beliefs, 

practices, artifacts, folkknowledge, and actions" (Mc- & Schumacher, 1997, p.427). 

Ethnography is a form of "naturaIistic enqujl" (Tafi, 1988). The emphasis on subjective 

realities as the focus of the investigator's attention has much in common with the 

philosophy of naturalism which purports that "there exkt multiple realities which are, m 

the main, constructions existing in the h d s  of peopleyy (Guba &Lincoln, 1988, p.81). 

These multiple realities are synonymous with S hulmads (1 986) multiple w orlds 

d e s c r i  in an earlier section of this chapter. The role of the researcher as ethnographer 

is to observe these multiple realities, to articulate, interpret and reconstruct them 

(McMlllan & Schumacher, 1997). 

The methodological appro ach adopted is designed to take hto consideration the 

challenges related to investigating beliefs. Innovative and non-O btrusive techniques are 

required to elicit tacitly held beliefs and to provide an environment m which teachers will 

be encouraged to reflect on and articulate their beliefs. Many approaches might or could 

have ken used to probe and profile teachers' beliefs. However, ensuring the integrity of 

these beliefk has to be a guidhg factor m the choice of metho do10 gy. The present research 

mode1 has been designed spec5cally to ensure the integrity of the beliefs and to provide 

teachers with an optimal opportunity to reflect and articulate their beliefs. The following 

section describes in detail the challenges rehted to studying beliefs. 

4.3 Hidden Worlds: Challenges Related to Investigating Beliefs 

Much of educational research has traditionally focused on teacher actions which 

represent observable and measurable phenornena that Iend themselves easily to empirical 

research. Beattie (1995) notes that the major goal of  this research was to determine the 

effects of teacher actions and performance on student achievement. Brophy and Good 

(1986) describe this type of research as process-product studies. Such research typicdy 



concerned itself with causatity and was conducted using quantitative research methods. 

Fang (1996) notes that this research was conducted under laboratory or  contnved 

conditions and describes it as follows: 

[Such] research assumed that the relationship between teachers' actions 
and their O bsenrable effects is linear and unidirectional. Data anaiysis was 
relasvely decontextualized and objecti£ied in a search for positive, 
generalizable principIes which can be used to formulate teaching and 
learning theories. Statisticd procedures used in these studies were often 
correlations and analysis of variance. (p.48) 

In recent years, advances in cognitive psychoIogy have resulted in a shift away 

from process-product studies towards a growing interest in understanding teachers' 

thought processes (Fang, 1996). This tendency has led to various attempts at 

investigating teacher beliefs. However, focusing on what happens inside teachers' heads 

presents certain obvious research challenges. Pajares (1992) argues that the constnict of 

belief does not lend itself e ady  to empincal investigation. Beliefs have a very covert 

nature, might not be observable and even the teachers holding them may not recognize 

them (Milne & Taylor, 1995). Teachers' beliefs are O fien tacit and inarticulate (Driver & 

Erickson, 2983). They belong to the area of thought processes that occur inside heads and 

are thus unobservable m the same way that behaviour would be (Clark & Peterson, 198 6). 

Kagan (1992) has identîfied a number of challenges related to studying beliefs. 

She notes that they cannot be inferred directly fkom teacher behaviour, because teachers 

can folow similar practices for very different reasons. Furthemore, notes Kagan, "much 

of what teachers kno w or believe about their craft is tacit. For example, teachers are often 

unaware of their O wn kiefs, they do no t always possess language with which to describe 

and label their beliefs ..." (p.66). She therefore cautions against a style of direct 

questioning such as ' m a t  is your philosophy of teaching?" and characterizes it as "an 

ineffective or counterproductive way to elicit beliefs" (p.62). 

Varying approaches have ken taken by reseanhers m their attempts to understand 

teacher beliefs. One of the more common approaches is the use of Likert-type 

questionnaires to which teachers indicate agreement with direct statements on beliefs. 



Another approach is that of forced-choice options that require teachers to endorse a 

parfcdlar option. Such approaches, however, are *e1y to provide an accurate 

indication of teachers' beliefs. Munby (1984) points to  a number of drawbaclcs to such 

approaches to studying beliefs: 

While the items of the instrument generate a response, they may be doing 
so not because the teacher would necessariiy have thought of the belief 
represented by the items but because the test developer did. In other 
words, the scores represent what the teacher says is believed when he or 
she is physically presented with various beliefs of interest to the researcher 
(and possïbly identified by many other teachers), and these do not 
necessady correspond to the beliefs which are paramount to the 
individual teacher's handhg of the immediate and unique professional 
environment. (p -29) 

Like Kagan, Woods (1996) emphasizes the tacit nature of beliefs and the 

difficulties of accessing them. Even in an interview situation, direct questionhg can 

produce misleading results: 

. . . beliefs (and their interrelationships) may no t be entirely consciously 
accessiile, and teachers may, in responding to questions about generalized 
beIiefs, answer according to what they would like to believe, or would like 
to show they believe m the mterview context. When a belief or assumption 
is articulateci m the abstract as a response to an abstract question, there is 
a much greater chance that it w;II tend more towards what is expected in 
the interview situation than what is actually held in the teaching situation 
and actualiy Muences teaching prachces. (p -27) 

A fbrther problem arises, accordhg to Woods, in relation to the way in which the 

questions may be posed. Terms Iike whole Zmguage c m  have varying meanings for 

different individu& and theu use by the i n t e ~ e w e r  may be misleading. As Woods 

explains "..,hguage teachers know a lot about themselves in language teaching 

situations, but although they have had the experiences, they may not have categonzed and 

Iabeled them. Therefore using abstract questions, s ymbols and catego ries that the 

interviewer might feel cornfortable with may no t allo w themselves to express what is 

important to thexn" (p.27). 

Fang (1996) expresses a similar concem about the approach of much of the 

research on teachers' thought processes and beliefs. He posits that smdies of teacher 



cognition and beliefs must address the personal expenences of teachers and their 

mfluence on shaping these beliefs. He recommends approaches such as life history, 

narrative, and autobiography in order to capture the complexities of teacher beliefs. 

Woods makes sirnilar recommendatiom and proposes investigatuig the contexts of what 

he refers to as teacher Stones about events, behaviours and plans. Munby (1984) argues 

that special attention needs to be  given to providmg teachers with opportunities to taIk 

about fundamentai beliefs. 

The present study recognizes the challenges related to studying beliefs. It is in 

recognition of these challenges that the research was designed. Emphasis in the research 

design is on providing a means or mechanism to d o w  teachers the opportunity to bring 

to the surface their O wn theories, personal h o  wledge, or beliefs about the teaching of 

FSFL in oniine learning environments. The study has taken a broad focus as a means of 

providing an initial foray into an area about which iittle is yet kno wn. Expressed in this 

study therefore is an interest m understanding the beliefs of both teachers who do and do 

not operate in O B .  The broad range aiIo ws for an understanding of the beliefs of those 

who may value and those who may not value the use of the Internet m the teachmg of 

FSFL. The study dowed  for participation fkom a wide range of teachers fiom diverse 

educational and geographical backgrounds. At the same tirne, the study provided an 

opportunity to probe more deeply into the beliefs of a certain nurnber of the study's 

participants. 

An approach often taken to the study of teachers' beliefs is to focus in on a small 

number of three or four teachers and to probe their belie£s in-depth. The present study 

takes a very cMEerent approach. The study's data collection techniques allowed the 

opportunity to probe in-depth the beliefs of certain participants. The teachers involved in 

the study were able to participate in the large group discussion where many issues were 

raised and a broad range of topics discussed. Ho wever, at the same time, these teachers ' 

beliefs were also probed in a more in-depth fashion through individual dialogues 

conducted via e-mail for the discussion participants and via telephone for the 

questionnaire participants. The range of topics generated allo wed the researc her to capture 



a broader range of beLiefi than might have been possible if ody  three or four indMduals 

participated in the study. The fonowing section provides a brief ovewiew of the data 

collection techniques. 

4.4 Overview of Data Collection 

The data were c o k t e d  over a period of ten months ie., fiom September, 1998 

to June, 1999. Two primary methods were used to collect data for this study: 

1. a French online discussion list and an English online discussion list 

2. an open-ended, mail-out questionnaire 

The En&h and French discussion h t s  were comprised of teachers from more than four 

continents but primarily Erom North America The questionnaire was circulated among 

teachers of FSFL in the province of Nedoundland and Labrador, Canada Comments 

made by participants in the djscussion lia inspired questionhg or probing in the 

questionnaires. Some of the comments made in the questionnaires were recirculated by 

the researcher in the discussion kt, Thus, the research could be described as cyclical and 

integrated, with each method of data collection influencing the content of the other 

methods. 

In-depth probing, or dialoguing as it win be referred to in this study, formed a 

secondary means of collecting data- Sixteen participants fkom the discussion list were 

involved in e-mail dialogues with the researcher in order to gain further insight h o  

indMdual beliefs. In the case of the questionnaires, five of the respondents were selected 

to participate in dialogues or interviews with the researcher. The following sections of this 

chapter descnï in detail, the participants, procedures and instruments used in this study. 

(See Appendix A for a s m a r y  of the study's research methods). 

4.5 Discussion List: MnItiIogue and Dialogue 

This section provides in-depth information on the use of discussion as a means of 

favouring teacher talk, reflection and of brhging teachers' implicit beliefs to the explicit 

level. Cornparisons will be made throughout this section in order to highlight the 
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s i m .  and differences between onlnle discussions in asynchronous t h e  and face-to- 

face discussions in synchronous time. An overview wïii be presented of the participants 

in and procedures of the onIine discussion that took place in the context of this study. The 

individual dialogues or discussions wilL &O be explained. 

4.5.1 Discussion List: D e M  tion and Characteristics 

Of all types of sustained direct oral communication, none is more common or 

important to our way of He than discussion (Brilhart, 1978). The foIlowing definitions 

of a discussion indicate the many interpretations that can be given to the term. These 

definitions also highlight many commonalities, The definitions include: 

a process of shared talking and listening by two or more people; 
(Brilhart, 1978, p.3) 

a small group of people taIking with each other face to face in 
order to achieve some interdependent goal, such as increased 
understanding, coordination of efforts, or  a solution to a shared 
pr O blem; (ibid. p S) 

a form of group dialectic; (ibid. p.7) 

the purposefd, systematic, primarily ord  exchange of ideas, facts, 
and opinions by a group of persons who share in the group's 
leadership; (Potter & Anderson, 1976, p. I) 

... one or more meetings of a small group of people who thereby 
communicate, face to face, in order to f û E E  a common purpose 
and achieve a group goal; (Borman, 1975, p.53) 

an effective technique for intefigent and productive self- 
expression. (Bergevin & Morris, 1965) 

These definitions were created at a time when the o f i e  discussion was a yet non- 

existent phenornenon It is therefore easy to understand why many of the authors cited 

above relied on the importance of face-to-face contact in their definition. In this age of 

asynchronous communication facilitateci b y the many to ois of the Intemet such as e-mail, 

the World Wide Web, chat rooms, MUDs and MOOs, discussions c a .  occur without the 
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need for either physical or temporal proximity- Thus, for the purposes of the discussion 

that formed a major part of the research method of this study, the face-to-face element 

need not figure as part of the deftoïtion Using these clariEications and with reference to 

the established definitions listed above, the discussion used in this study c m  be defked 

~ O ~ O W S :  

A purposefid and systematic exchange of experiences, anecdotes, personal 
kno wledge and implicit theories, by means of electronic, asynchronous, 
-en communication by a group of teachers sharing a cornmon mterest 
in the teaching and learning of French as a second or foreign language in 
online learning environrnents . 

There are numerous differences between a 'live" discussion and an online 

discussion. The elements of time and distance play no role in the online discussion. E- 

mail discussion operates in asynchronous t h e  whereby "messages are either e-mailed 

or posted on a system where, upon login, users are notified of the new postings they have 

not yet accessed" (Bush, 1996, p.2). Discussions are fiozen on the hard drives of the 

participants and the discussion can be entered into at an interval convenieent to the 

participant mgan, 1995). The characteristic of asynchronicity means that participants do 

not have to be logged ont0 the cornputer system at the same time in order ?O 

communïcate, thus fieeing them fiom t h e  and distance limitations. Asynchronicity also 

aUows either reflective or spontaneous interaction (Harash, 1986, p.6). In tenns of 

distance, whether the discussion Iist member sends a message fkom 500 or fkom 50 d e s  

away, the resulthg message and relative speed of its delivery are the same. Physical 

presence is not a requirement for online discussion which has the capacity to "unite" a 

geo grap hically dispersed group of individuals. In an O nline discussion, participants 

"share a common corner of cyberspace rather than sit at a banquet table" (Logan, 1995, 

p.276). The absence of physical presence means that members of the discussion cannot 

see each other. 

Absence of physical presence has important implications for the discussion. The 

benefit of fteedom fkom spatio-temporal limitations aIlows for more interaction and 

flexibility in communication among mernbers and thus potentidy more exchange of 



ideas, increased participation and variety of mterchange (McComb, 1993). The fact that 

the communication is taking place online has important implications for the amount and 

types of participation. 'The tÏme for reflectim and the distance of the written interaction 

aIlow the slow thinker or shy person opportwrity to interact just as much as the quicker 

or boIder person, who can, however, still interact at his or her own pace without having 

to wait for petmission" (McComb,1993, p.8). While some might argue that online 

discussions are Iimited by lack of physical interaction, others see signifxcant benefits to 

the W o r n  of spatial limitation, Feenberg (1987) considers the advantages of computer- 

mediated communication (CMC) : 

CMC users often feel they gain a more immediate access to each other's 
thought processes, undistractecl by the status signaling and social games 
that are played simultaneously with speech in face-to-face encounters.. . . 
or- individuals possess the literary' capab%ty necessary to project 
their personalities in written texts. The loss of the interlocutor's bodily 
presence does not s i g n .  impersonality, but fieedom fi-om undesirable 
social constraints. (p. 174) 

Cornputer-mediated communication facilitates a greater equality of participation 

than does a face-to-face discussion. Such communication can benefit most those who 

would normdy be shut out of the conversation because of shyness but &O because of 

other factors. In a review of the literature on cornputer-mediated collaboration, 

Warschauer (1997a) smumrizes some of the Smdings related to the eqrrRlizing nature of 

cornputer-mediated discussions. He explains that factors related to race, gender, status, 

handicap, accent or status do not impact on the discussion. Certain non-verbal ches such 

as fio wning and hesitating which might normdy serve to mtimidate certain participants 

are eliminated- Finaliy, individuals c m  contribute at their own time and pace. 

Another characteristic of oaline communication that distinguishes it from its real- 

world counterpart is its oral nature. In spite of the fact that colpmunication via e-mail is 

written, the style of communication in an onlirie discussion bears more resemblance to 

oral commurücation.. Logan (1995) explains: 

The protocols and ntuals associated with the use of the htemet are not the 
formal patterns characteristic of Literate communication but are more like 



those of an oral society, despite the underlying iiterate substrata that 
*ses the use of cornputers. The primary mode of comm~cat ion,  e- 
mad, is WZitten, but, in contrast to traditional literacy, the form of wnting 
is not formal Grammatical structures are frequently relaxed and 
shorthands and jargon are hieral2y used. The writing is frequently infused 
with hieroglyphic signs used to connote feelings and tone and are meant 
to replicate the kind of information that facial gesture and vocal tone 
convey during face-to -face conversation. (p. 268) 

Shank (1993) likens Internet communication to a conversation* He notes that 

messages tend to be informal and phrased in conversational. fom, and c m  engender a 

great deal of interchange. He also distmguishes the online discussion from al1 others 

through his reference to the term ccmul~oguing". Shank distinguishes between three 

types of conversation: the monologue where 'Yhere is ody  one sender, and one or more 

multiple receivers who listen passively to the message of the sender"; the dialogue 

whereby "the sender and receiver take turns" (p.2). The third type of conversation is the 

discussion whereby 'bve have one person who starts as the sender, and multiple receivers. 

While it is important for the recekrs to take tunis as senders, in the discussion, the initial 

sender still retains control of the conversation" (p.2). However, argues Shank, these 

models of monologue, dialogue, discussion, do not capture the dynamics of Internet 

communication, For this reason, he cküms, a new linguistic model is needed - that of the 

rnuldo gue: 

In the multiiogue, we have a number of players. We have the starter, or 
the initial sender, who starts the %read" (a well-established Net tenn, by 
the way). Once a thread has been started though, it is no longer under 
sender control. This is because the mechanics of Net response do not 
require tum taking. From the oral side, it is as if everyone who is 
interested in talking can aIl jump ni at once, but s t i I l  their individual 
voices cm be clear1y heard. From the written side, it is as if someone had 
started writing a piece, but before hdshe gets too far, people are there 
magically m print to add to, correct, challenge, or extend the piece. 
Therefore, what we have is a written quasi-discussion that has the 
potentid to use the strengths of each fonn. Since the "feel" of Net 
communication is st i l l  oral, I think it is b a t  to cal1 this fonn of 
comunication "mdtiloguing", to retain the link with its oral heritage. 
(p.3) 



The pattern of communication or conversation m the online discussions that took 

place ni the context of this study's discussion hts c m  be descriied as multiioguing. The 

researcher served most ofken, though not dways, as the starter. The participants 

developed the thread such that the researcher as participant-observer needed to intervene 

to maintahi momentum, to start a new thread where necessary, to probe m e r  or to 

request clarification. Multiloguing seive-d as an effective technique for ensuring a context 

in which teachers could "tak", share ideas, opinions, questions and debate without too 

much intervention by the researcher. 

Besides defining the term discussion, it is important to understand in detail its 

characteristics. Hyman (19 80) highlights seven such characteristics. The hrst of these 

characteristics is that of the discussion as a social activity whereby several people react 

to each other. A miriimum group of five individuals is necessary to provide the 

opportunity to talk and yet allow some shilling of roles within the group. Secondly, a 

discussion is &O a cooperative endeavor without winners or losers iiTilllce the argument 

and debate which thrive on cornpetition. Thirdly, unil'ke the fiee conversation among 

friends, the discussion can be distinguished by reason and purpose and a focus on an 

agreed-upon topic. Participants are required to think reflectively and to weigh arguments. 

The characteristic of being systematic implies that there wïü be some progression in the 

discussion. The f32h characteristic of the discussion is that it is creative. It is through the 

participants asking of, responding and reacting to questions, that remarks are shaped and 

that the discussion is created. A discussion requires participation. Active, attentive 

listening as well as active responsive speaking constitutes a sixth characteristic of the 

discussion-that of participation. The speakers and listeners constitute the integral 

participants. The discussion benefits fiom a broad range of participants. 

The online discussion conducted m the context of this study foLZowed a systematic 

exchange among teachers. The discussion provided them with the opportuaity to reflect 

on their practices, the curriculum, their theories and kno wiedge. Through a cooperative 

sharing of ideas and experiences, teachers were able to respond and react to each other, 

to weigh arguments, ask questions, compare practices and ideas, express concerns and 



chi@ issues m order to better understand how b a t  to work and learn in OLEs. Providing 

teachers with the opportunity to talk about their experïences, theories and knowledge 

meant that they were having to reflect on their practice as weU as on the environment m 

which they work Such reflection brings closer '?O the surface" issues, laiowledge, 

theories, ideas and feelings that might otherwise have gone unexplored, unquestioned and 

unnoticed. Teachers were guided in this process by the researcher who served as a leader 

of the group discussion, 

A discussion requires leadership in order to keep it focused, rational, purposefid, 

creative, systematic and participatory The leadership of the discussion may take at least 

three dif5erent forms: that of the leader-centered group, the Ieader-guided group or the 

group-centered group (Hyman, 1980). In the first group, it is the leader who provides the 

motivation and direction and makes decisions for the group. The leader functions like the 

hub of the group without whom the group might cease to function It is the leader who 

chooses the topic, sets the tone and focuses the discussion. Zn the leader-guided group, 

the leader functions as a facilitator who guides the discussion, contriiutes facts and 

opinions, cianses ideas and raises questions. The third type is the group-centered group 

in which case there is no officia1 leader. Instead, aIi members function as leader so that 

the discussion is not focused by .one person rather each participant is responsibIe for 

providiog the focus. 

S p d c  discussion skills are required in order to lead the discussion. Hyman lists 

six skiB which he identifies as being necessary to ensure an effective discussion. The 

first of these skills, that of contributing, involves supplying requests for information, 

pro viding information not provided by the participants themselves, offerhg opinions, 

and suggesting new ways to view a point. Crystallizhg is the second important skill for 

the discussion leader and essenMy involves statmg concisely, summarizing or 

interpreting the remarks of the participants in order to get at bo th the explkit and implicit, 

overaU meanings. The leader rnay cla- statements made, offer alternative ways of 

perceiving meaning of remarks or offer a reflection on remarks. The thïrd ski11 is that of 

focusing or putting the discussion on its intended course and ensuing that progress is 



made in the discussion. Focusing may also invoIve linking remarks wîth previous 

remarks, settmg IUnits on what c m  and cannot be discussed. 

Ln addition to the three leadership skiIls is the skill of introducing/cIosing the 

discussion Introducing the discussion involves getting it off the ground by presenting the 

topic wMe closhg the discussion involves ensuring that the discussants have a sense of 

satisfaction about their participation, The introduction also provides an important 

opportunity to deal with procedural issues related to the discussion. Closhg the discussion 

involves more than ending it- A summary or recapitulation of the important points made 

dong with suggestions for future discussions are important parts of the closing process. 

Participants can &O be asked by the leader to perform the role of summarizing the 

highlights of the discussioa The fifth discussion skill is that of questioning or probing 

which serves to stimulate greater participation by the discussants and allows opportunitties 

to solicit M e r  opinions, explanations or generalizattions or to explore relationships 

between ideas and remarks. Mixing the skiU of questioning with other skiIls allows the 

leader to avoid dominating the discussion by interrogating. The final, but not the least 

important skin for the leader, is that of supporting. Praise, humourous remarks, and 

facilitating participation by shy or inactive members or even reducing any tension in the 

discussion cons titute different ways of supporting. 

The discussion that took place m this study codd be described as a leader-centered 

discussion. The researcher functioned like the hub of the group, provlding the topic, focus 

and direction of the discussion. The skills of contributing, crystaUizing, focusing, 

introducing, closing and questioning were exercised m order to ensure the flow of 

participation, and to elicit comments, and remarks that would provide insight into 

teachers' beliefs. leader, the researcher also had to ensure that the motivation in the 

group remained sufEcient to ensure continued participation of members. Members no 

doubt needed to feel that the discussion was of benefit to them in their attempt to better 

understand how to work and leam in the new environment of the Internet. The 

participants volunteered to join the group knowing that the ultimate purpose was to 

collect data on their beliefs. At the same time, a second purpose for them or incentive to 



participate was that, in so doing, they might corne to a better understanding of teaching 

and learning in OLEs . 

The role of the leader in the discussion used in this study could also be 

characterized somewhat as that of the participant-observer. Bnüiart (1978) descnbes the 

role of the participant observer in discussion groups: 

The participant-observer is a person who is a regular member of the group, 
engaging actively in its deliberations, but who at the same t h e  is 
obsenring, evaluating, and adapting to its processes and procedures. In 
terms of role, the participant-observer directs part of his attention to task 
fünctions and part to maintenance functions, trying always to be aware of 
what the group needs at the moment. (p.45) 

In the role of participant-observer, the researcher did not actively engage in the 

deliberations except to provide questioning, probing, direction and focus. It was 

important, however, as participant observer, to observe, evduate and to adapt the 

discussion in ways rnost conducive to making beliefs explicit. In this sense, as 

participant-observer, the researçher acted more as a leader-observer thm a tnie 

participant. Certainly? the online, Wtud nature of the discussion that took place in tbis 

study allowed the researcher to play a more invisible role than what might have been 

possible in a face-to-face discussion In the online discussion, there is no physical 

presence of the participants or the leader. In the case of this discussion, the participants 

had never met physically. bstead, theU interactions were aIl virtual - i.e. via their 

individual e-mail messages sent through the list. Thus the focus becomes less on who is 

delivering the message than on the message itseIf. 

As leader and participant-observer, it was important to constmct what 

Hammersley and Atkinson (1 9 83) refer to as a working identity, This identity allo ws the 

researcher to exploit any relevant skrlls or h o  wledge that she p O ssesses. In this way, the 

participants c m  perceive the participant- observer, no t as an "exploitive interloper", but 

as someone who has something to contribute. Tc maintain the participants' interest and 

continued participation in the list, it was necessary for the researcher to provide such a 

contribution This contn'iution took the form of suggestions of sites, contacts, resources, 



answers to technical questions, some support with and feedback on projects and 

occasional summaries of infonnation or research A collaborative and cooperative tone 

was thus fostered m tiiis discussion, 

4.5.2 Discussion List: Procedure 

Internet discussion lists c m  also be referred to by the generic term of mailing lists 

which is a collection of e-mail addresses (CarroIi & Broadhead, 1994). Thus, any 

message sent to the list is automatically distributed to all members of the list in 

asynchronous tirne. Messages and information f?om mailing lists are distributed via 

regular Intemet e-mail Speciai software is not required to read or send a message to the 

List (Ibid.). Anyone with an Internet e-mai2 address c m  choose to join a maihg or 

discussion Ikt Mailing lists represent interest groups or topics of discussion (Falk, 1994) 

and constitute a convenient method for people on Herent  cornputer systems ikom 

different parts of the world to discuss particular topics or share information. This study 

provided for discussion in both French and English by means of an English list called 

CREDO and a French Iist called CREO . Invitations to join CREDO were sent to six 

lists that relate to education andlor language learning (see Appendix B). Invitations to join 

CREO were also sent to six lists (see Appendic B). These lists in turn distributed the 

invitation to their members who wodd have immediately received the invitation to 

subscribe. Subscriptions were processed by a listserve (a specialized piece of software 

provided by the service provider) that managed the process of list administration 

(subscribing and unsubscribing). To send out a message to the list or to respond to any 

message on the Est, subscribers needed only to send their message to 

credo @stemt.nf.ca or to creo @stemet.nf.ca Kaughey & Anderson (1998) explain ho w 

the listserve pro gram manages the list: 

A list server program maintains a b t  of the names and e-mail addresses 
of everyone who is subscribed to the list. The list owner has the capacity 
to restrict membership in any way that he or she chooses. When a List 
member wishes to send a message to the other members on the list, he or 
she composes the message on e-mail software and addresses it to the k t .  
When the message arrives at the server, it is reposted to ail the members. 



Each member then receirves a private e-mail message in his or her "inbox". 
Replying to this message sends it to all the members of the list, which m 
tum supports e-mail interaction among many people. (p.23) 

The questions and topics for the discussion came fiom various sources. Besides 

topics, issues or questions raised by the participants themselves, questions and topics 

were aIso generated fiom the topics and issues raised in both the review of the literature 

in Chapter 3 and the conceptual and historical fkamework in Chapter 2. The discussion 

lists represented a highly effective means of providing an opportunity for teachers to 

articulate their reflectiom, recount their experiences, present anecdotes, ask questions, 

provide comments and suggestions, express fnistrations and seek and share advice. The 

discussion list was meant to be an indirect means to provide teachers with an opportmity 

to express beliefs. For this reason, the questionhg did not focus specificaIIy on beliefs 

but rather on issues that might generate a discussion in which beliefs would be indirectly 

expressed- 

In terms of the postings, their fiequency was irregular with an average of 

approlrimately four to five postings per week over a period of approximately 40 weeks. 

Certain threads of discussion might prompt numerous responses during a week-long 

period. Other threads or comments and questions raised by the researcher elicited few, 

if any, responses. The number of postings and their frequency was highly irregular and 

unpredictable. The total number of postings, excluding those of the researc her, exceeded 

200 for the duration of the study. While some of these may have been as much as two 

pages in length, others were a few Lines or several paragraphs long (for examples of 

participant postings see Appendix C). Not a l l  discussion was initiated or directed by the 

researcher (for examples of postings by the researcher see Appendix D). Participants 

frequently asked questions or posted comments in reaction to the comments of others. The 

English list CREDO was more active than the French k t  which had fewer members and 

which represented a more geographicdy dispersed and diverse range of individuals who 

may have had less in common pedagogically than their counterparts in the English list. 



4.5.3 Discussion List: Participants 

AU participants in the discussion volunteered themselves after having seen the 

mvitatiodannouncement about CREDO and CREO which was sent out to other lists m 

the Internet (see Appendix B). TmmedÎately follo wing their subscnp tion, participants 

were sent an initial message (see Appendix E), a welcome message (see Appendix F) 

outlinkg procedures for unsubscribing , a fonn indicating their willingness to participate 

m the study (see Appendix G) and guidelines for participation in the list (see Appendix 

H). As well, all questio~maires contained an invitation to participate in the discussion list. 

While some of the individu& who completed the questionnaire agreed to j o i .  the 

CREDO k t ,  none posted any messages. 

The participants represented a select sample or group in the sense that they would 

an possess a minimum level of skin in use of the Internet. To be able to receive the initial 

message, they had to have been already subscribed to a discussion list because it was 

through the discussion lists that the invitation was distributed. Participation in a 

discussion list implies that the user has esîablished an Intemet account, has achieved a 

basic comfort level in the use of e-mail and is familiar with ho w to subscribe to discussion 

lists. As such, the participants in the CREDO and CREO lists represented Internet users 

as opposed to non-hternet users. 

Dernographic information on the participants was provided by means of an 

introduction to the group which each individual was asked to provide using a ''template" 

in the form of the introduction of the researcher to the group (see Appendix I). Not all 

participants adopted the format of the introduction template. Thus, some participants 

provided more demographic information than O thers. This study did no t aim to focus on 

or control for any variables related to gender, experience, programs, or geographic 

location. The demographic information was necessary for both the researcher md the 

participants in order to contextualize certain comments pat-eicularlly in relation to the grade 

and pro gram that the individual was teaching. 

The individu& came from diverse backgrounds with a range in teaching 

expenence from pre-kindergarten to college and university level. The rnajority of 



participants were, however, teaching school-age children Core French and French 

Immersion progams were represented among the participants. Many of them had been 

mvolved in Intemet projects and some were mtensely imolved in integrating the Intemet 

into their teaching. m e r o u s  continents were represented by the participants- WhiIe the 

majority of CREDO participants were fiom Canada and the U.S.A, there were also 

participants from Australia and Austria. In the CREO list, there were participants 

primarily fi-om Europe ie., France and Italy. Ho wever, there were also some participants 

fkom South America, M c a  and Québec. 

4-54 Discussion List: Dialogues 

In the course of the discussion which ran for a period of ten months, it was often 

necessary or usefûl to contact certain participants individually ie., without posting to the 

entire list. Such was the case, for example, when clarification was required on a point or 

when the researcher wanted to probe more deeply or  even when the researcher wanted to 

encourage greater participation fiorn a member of the group. As well, it was not 

uncommon for some participants of CREDO or CREO to send an individual e-mail to the 

researcher to request information on a topic, to express an opinion which, for 

participants' own reasons, they chose not to express to the entire group. This type of 

exchange is referred to in tbis study as dialoguing as opposed to the multiloguing 

exchanges which took place between aU members of the group in the context of the 

discussion lists. 

Besides the informal dialoguing that took place as described in the above section, 

a more formalized system of dialoguing was also incorporated into the discussion list. The 

purpose of the formalized dialoguing, like that of the informa1 dialoguing, was to probe 

more deepLy into beliefs of some of the discussion list participants, to seek further 

~Iarification on comments made in the context of the kt, to encourage participation and 

exchange and flow of "conversation". The prirnary difference between the informal versus 

the forma1 dialoguing was that the latter involved the sanie question sent out 

app rod t e ly  once per week to each participant in the dialogue. The question served as 



a catalyst for M e r  questionhg or dialoguing with the participant (see AppendYc J for 

s ample dia10 gue questions) . 

In terms of the participation in the diaIoguing, 22 members of CREDO and 14 

members of CREO each received an individuai e-mail fiom the researcher inviting them 

to participate in dialogues (see Appendix K for the invitation). These 36 individuals were 

hvited to participate based on a variety of factors. The majority were invited to participate 

because of what the researcher perceived as an ability on the participants' part to articulate 

their beliefs and experiences. Others were chosen with an aïm to increase participation 

fiom a wider range of experience in t e m  of geographic location or pro gram. Whereas 

16 of the 22 individu& invited from the CREDO Est agreed to participate, no members 

of the CREO list agreed to join in the dialogues. We can speculate that as to why no 

C m 0  members agreed to participate. The general degree of participation on CREDO 

was greater than on CREO for the discussion list as a whole. As such, the researcher was 

more easily able to  create a rapport with the participants of CREDO than with those of 

CREO. Although it cannot be determined conclusively that the rapport contributed to the 

wiIlingness of participants to dialogue, it may have been a contnbuting factor in their 

decisio n. 

For those who did agree to participate, their involvement amounted to responding 

to approeately one question every one or two weeks. The questions were determined 

by the researcher. In terms of the number of p o s ~ g s  by individual dialogue participants, 

these were iiregular. n iere  were some weeks when certain individu& did not respond 

because they were unavailable for various reasons ( see Appendix L for an example of a 

dialogue posting or message). It is possible as weD that they did no t respond because the 

question was no t meaningfbl for them or sirnply because they were too busy to fînd the 

tirne to respond. 

The nurnber of posthgs for the dialogue as well as the rnultilogue were irregular. 

Their length also varied considerably. W e  some may have been more than two pages 

in length, others were no more than a few Iines. Certain threads of discussion for the 

multilogue or questions for the dialogue might prompt numerous responses during a 



week-long period. Other threads, or questions raised by the researcher elicited few, if 

any, responses (see Appendix M for an mdividualized summary of the postings of the 

multilogue and dialogue participants). For certain participants, their multilo gue and 

dia10 gue postmgs combined exceeded 20. Others exceeded 10 or 15 which represented 

a large amount of m-depth data (see Appendyc N for a numerical comparison of the 

participation in the multilogue and cidogue). Those participants who posted little 

nonetheless provided an important peripheral contribution jn the sense that their 

messagedp ostings often served to stimulate discussion in O ther participants. 

4.6 Questionnaire: MonoIogue and Didogue 

The online discussion list provided an opportunitv for teachers to reflect, share 

information, express concerns and to articulate their own theories about teaching and 

leaniing FSFL in online learning environments. Those who volunteered to participate in 

the o n h e  discussion Iist generaliy represented a group of individuals experienced in 

using the Internet. The fact that these individuals were willing and able to participate in 

an online discussion meant that they had to have a certain level of competency in the use 

of e-maiL Many of the participants were mvolved in Internet p rojects and some were even 

responsible for trainhg other teachers in use of the Internet in teaching. 

These teachers represented a select group who, it might be expected, would hold 

some similar beliefs about use of the Internet in teaching and Iearning. The aim of this 

study was not only to p ro f i  the beliefs of teachers who were comfortable and competent 

Hi teaching mOLEs, but also, to gainïnsight into the beliefs of those teachers who work 

in these environments very little or not at a?l. Even though these individu& do not work 

in these environments, they are still adequately famiZiar with them to be able to express 

their beliefs about them. It may well be because of their beliefs that these uidividuals do 

not choose to expetiment with online Iearning environments. Thus, the beliefs of these 

individuals are important in building an understanding of teachers' beliefs in general. 

These beliefs provide a point of comparison to the beliefs of those who work fiequently 

in onIine environments. 



4.6.1 Questionnaire Design 

In order to capture the beliefi of a wider group of teachers, a mail-out, open-ended 

questionnaire was used. The sampling for the questionnaire targeted a wide geographic 

range including all ten school districts in the provbce of Newfoundland and Labrador 

as well as a range in grades, programs and smdl versus large schook The instrument 

(see Appendix O) mclluded a consent fom and a two-page questionnaire with eight, open- 

ended questions. The questions were designed to elicit responses that would reved 

underlykg beliefi. No attempt was made to ask explicit questions such as ' m a t  are your 

beliefs about the value of the Internet as a teaching and learning environment?'. Mead ,  

the aim was to provide teachers with an oppomnity to provide information on o r  to 

ccdiscuss", in general, issues related to the following: 

their approach to teaching with and without the Internet; 

the strategies needed by teachers and students for Internet use; 

m the impact of the Internet on their teaching; 

1 their experiences in using the Internet; 

rn the types of activities m which they engage when using the 
Jitemet ; 

why they do or do not use the Intemet. 

The questiomaire was designed to assist teachers in revealing jmplicitly their persona1 

theories about the teaching of FSFL in onhe learning environments. The following 

section of this chapter outlines the procedures of the questionnaire. 

4.6.2 Questionnaire: Procedure 

The questionnaire was piioted by 1 1 individuals during the months of Octo ber 

and November, 1998. The participation m the pilot study was requested b y the researcher. 

The individuals chosen represented a range of participant types and included a university 

professor, teachers in training, Core French and Immersion teachers. The mos t important 

changes made in the design aliowed for wording that would accommodate users who 

either did not use the hternet or who used it 1ittle. 



The questionnaires were mailed to French Program SpeciaEsts during the month 

of January and distri'buted to schook and the individual teachers through district rnaii. 

Teachers were asked to retum the questionnaile by Febmary 15'4 1999. This time of year 

was chosen to avoid the busier times of year such as at the beghmhg or end of year or 

reporting times. Each questionnaire included a return, stamped envelope as well as a 

smail button with a slogan related to the teaching of French such as J'aine parler 

français. If the questionnaire had not been retunied by the end of Febmary, a follow-up 

letter was sent to the teacher (see Appendix P) . If the questio~maire had not been received 

by the middle of March, a second follow-up letter and questionnaire were sent out (see 

Appendix Q. This letter also included an Internet address of a site created by the 

researcher where participants could complete the questionnaire online. The hal response 

rate was approximately 68% with 88 out of 130 questionnaires returned. 

4.6.3 Questionnaire: Participants 

The questionnaire was distributed to 130 teachers fkom Kindergarten to grade 12 

in the province of Newfoundland and Labrador, Canada. AD ten districts were 

represented in the study. The districts represent ten geographic regions of the province 

iacluding the i s h d  portion of Newfoundland as weIl as the mainland portion of Labrador 

(see Appendix R for a map). The regions represented include scho 01s in urban as weIl as 

rural centres, large and small schools, centrally located as well as extremely isolated 

schools. The inclusion of ail ten districts as well as a selection of schools from within the 

district was based on the premise that technoiogy integration and teacher exposure to the 

Intemet would Vary based on a large number of factors some of which would include the 

size of school as well as its location. 

A foxm was sent to French Program Specialists in each of the ten boards to request 

participation (see Appendix S ) . The Pro gram Specialists were asked to cho ose teachers 

fiom as Wde a range of schoolî as possible as opposed to choosing all the teachers from 

the one schooL The selection included Core French and French Immersion programs and 

ail grades fiom K- 12. Using combinations of grades and pro gram (i-e. Core French K-3, 



Core French 4-6, etc), each Program Specialist needed to select 16 teachers. Since some 

districts do not offer certain programs such as French Immersion at the primary level, they 

were not able to provide the researcher with a name of a teacher at that leveL For this 

reason, specialists provided 130 names as opposed to the 160 requested (10 districts X 16 

names). 

4.6.4 Questionnaire: Dialogues 

Recipients of the questionnaire also had the opportunitty to participate in 

mdMdual dialogues or questioning in the same way that participants in the discussion list 

were involved in individual dialogues with the researcher. The cover of each 

questiomaire contained a section inviting participants to participate in an o d h e  

discussion and/or an interview. Twenty two individuals expressed an interest in 

participahg in in te~ews .  Five individuals fkom this 22 were selected to participate. 

These individu& were selected because they indicated in their questionnaires that they 

never used the Intemet for teaching. Some of them had not used the Internet at all for any 

purposes. The discussion list profÏled primarily the beliefs of individu& who were 

comfortable with online technologies and who were, in the case of many of the 

participants, teachg and Iearning iIsing the Internet. An essential aim of the research was 

to capture a range of beliefs. The dialogues between the researcher and these f i e  

indMduals provided the means of capturing beliefs of individuals, who, in tems of their 

online comfoa level, were at the opposite end of the continuum of use as compared to the 

discussion list participants. 

The dialogue was conducted using the telephone smce the participants all lived 

in rural areas at some distance fkom the researcher. Our discussion began by taking about 

Our experiences. The researcher as weli as the participant, exchanged stories about 

professional and, sometimes, personal lives. Following the establishment of a basic 

rapport, the discussion centered around responses made in the questionnaire. From this 

discussion, we engaged in a more general dialogue about the Internet, its use m the 

classroom and, most often, the participants then taIked about the challenges related to 



Intemet use. The dialogues could be descnbed as open-ended and non-directive 

(Hammersky & Atkinson, 1983). The participant was encouraged to converse at Iength 

and on hif ier  own terms- 

4.8 Data Analysis, Coding and Categorization 

The purpose of analysis is to "make sense of the data" and to "make meaning" 

(Merriam, 1998, p.178). It is an "ongoing cyclical process integrated into alZ phases of the 

research" that begins with the data collection ( McMillian & Schumacher, 1997, p. 502). 

As Merriam (1988) e x p h :  

Data collection and d y s i s  is a simultaneous activity m qualitative 
research. Analysis b e g h  with the f h t  i n t e ~ e w ,  the fkst observation, 
the Eirst document read. Emerging insights, hunches, and tentative 
hypotheses direct the next phase of data collection, which in turn leads to 
refinement or reformulation of one's questions, and so on. (p. 1 19) 

In the case of this study, there were seven stages of data analysis. In each stage, the data 

underwent a certain reduction and transformation. The stages which are each described 

separately in this section of the chapter, are as fonows: 

1. On-going analysis during data collection; 

2. organization of the data; 

3. reading of and conversation with the data; 

4. data reduction; 

5. descriptive coding leading to the presentation of the data; 

6. pattern coding leading to the interpretation of the data; 

7. thematic coding leadmg to conclusions and recommendations 
about the data 

The e s t  stage was conducted during the gathering of the data In the context of 

the discussion lists, ongoing analysis of participants' postings Ied to the researcher's 

posthg of paaicular questions or comments. The analysis of the postings led, as well, to 

the formulation of questions for the dialogues with discussion list participants. A 



preliminary analysis of the responses m the questionnaire led to the formulation of 

parti& questions m the discussion k t  Finally, analysis of the questionnaires led to the 

formulation of questions for the dialogue with the 6ve questionnaire respondents. 

The second stage of the andysis begm once an the data had been collected fkom 

aii sources. The aim of this stage was to organize the data mto manageable formats. All 

the posthgs fiom the discussion list multilogues and dialogues were fïrst organized 

chronologically and incIuded the postings of the researçher. Such organization was 

necessaq in order to follow the 'train of thought7' of the discussion. The total p o s ~ g s  

amounted to approlamately 300 pages and filled two large binders. The questionnaires 

were assembled together into a binder but not accordhg to any classification system. 

The third stage of the research involved becorning familiar with the data that had 

been collected. Unlike the ongoing analysis where the data are viewed in isolated bits, 

this stage dowed for viewing of the data fiom a holistic perspective. The multilogue and 

dialogue postings as weil as the questionnaires were read through several times. The 

tapes were played through numerous h e s .  Memam (198 8) descnbes this stage of the 

andysis as one of %oIding a conversation with the data, asking questions of it (sic), 

making comments, and so on" (p.131). Notes taken during this process cornprised a 

preliminary organization and sorthg which led to the foIlowing stage: that of data 

reduction. 

The data collection yielded several hundred pages of postings, 176 questionnaire 

pages as well as approxhately two hours of recorded telephone dia10 gues with the f k e  

questionnaire participants. Some data could not be used because of risk to anonymity of 

informam. Reporting of certain comments made would have possibly revealed the 

identity of some of the participants. Many pages of data could be compressed because of 

the nature of discussion List postings. On occasion, an mdividual's response may have 

constituted only two or three lines. However, their message may have comprised as many 

as two or three pages because of the i d e n m g  headers, signature mes, and, rnost of all, 

because, they were replying to previous comments made and these comments were 

included in their message. Thus, once the postings were printed, it became O bvious that 



there WM considerable repetition of postmgs. Other postings were not relevant to the 

issue. For example, at one point m the discussion, a long posting was made by one 

participant in relation to an ongoing political dispute between the United States 

government and a middle-eastern countrytry Other postings were of a personal nature or  

simply unrelated to the discussion whereby individuals may have related anecdotes, 

described their education, or asked questions related to personal issues. F W y ,  the 

postings of the researcher were removed from the collection of data 

Reduction or elhination of material fkom the discussion list postings could be 

easily accomplished. The entire collection of postings hom CREDO and CREO codd be 

retrieved as one file from an archive created on the computer of the service provider, The 

files were imported into a word processor where cutting and pasting aIlowed for  easy 

organization of the data. Any data not relevant to the study were cut fkom this He. 

Headers were removed, repeated postings were deleted, signature nles removed and 

comments fiom the researcher were removed as weU The dialogue postings could not 

be retrieved £rom the archive but were saved m a 'cmailbox" from which they could be 

easily retrieved. For each message, the headers and repeated or second postings were 

removed. The remaining postings were combined or added onto those of the mdilogue 

to create one large file which comprise& at the end of reduction, approximately, 70, smgle 

spaced pages of data 

In terms of the questionnaires, it was possible once again to eliminate some of the 

data however, there was far less data reduction than with the discussion list postings. This 

is not surprishg given that the questionnaires were fat more stmctured and responses 

were directed by the questions in the questionnaire. The questionnaire comment5 were 

read and reread. Using a highlighter, it was possible to isolate dl parts of the data that 

were relevant. Once these comments were highlighted, they were then typed into a word 

processor. While there were 88 questionnaires each two pages long, many respondents 

did not d e  for the fuIl two pages. The reduction in the data resdted kom abbreviating 

the respondents' comen t s  m order to highlight the essential points. 

A similar procedure was follo wed for the cassette reco rdings of the dialogues with 



the five participants fiom the questionnaires. A certain portion of these dialogues could 

be elimmated or reduced because the discussion centered around developing rapport, 

getting to know the individual, making M e r  feel comfortabb, explaining the purpose 

of the research and answering questions about the research. The tapes were listened to 

repeatedly, notes were taken on the comments made to assist in the later development of 

themes and patterns. The final product of merging all the data into one text resulted in 

approltimately one hundred single-spaced pages of typed text. 

The next important step in the process of analysis was to code the data. "Codes 

are tags or labels for assigning units of meaning to the descriptive or iderential 

information compiled during a study" mes & Huberman, 1994, p.56). They are 

astringent in the sense that they pull together a lot of matenal (Ibid.). The initial coding 

simply involved writing a descriptive word next to a given excerpt in order to siimmarize 

what the excerpt was about: for example, resources, training, time, teaching, learning, 

Internet, equipment etc. Once aii the data had been coded in this way, categories and sub- 

categories codd be established. 

All of the data were coded manually with the categories written in the margins 

alongside each excerpt. Then, through the use of the cut and paste features of a word- 

processor, all excerpts could be moved into the categories into which they had been 

coded. At this stage, the data could be reported or descriied. Chap ter 5 thus presents the 

data grouped into categories. This presentation of the data does not include any 

mterpretation. The presentation provides an answer to the Eirst research question which 

wax What are some of the beliefi of teachers about teaching and learning FSFL in OLEs? 

Once the beIiefs had al l  been identified, it was possible to move to the next level 

of analysis, stage six, the aim of which was to interpret the data. The data were interpreted 

in light of the conceptual and historical fi-arnework which was outlined in Chapter 2 of 

this study and the aim was to provide an answer to research question 2: What do these 

beliefs reflect in terms of the evolution of approaches and use of technology in the 

teaching of FSFL? The interpretation was accomplished through a search for patterns in 

the data which related to elements identified in Chapter 2. In the descriptive coding of 



the data, key words were used in order to group the data according to topical categories. 

In order to iden* patterns, similar types of beliefs were grouped analyzed, explained 

and interpreted. 

The final stage in the analysis of the data involved i d e n m g  overall themes. 

These themes d o w  us to draw conclusions fkom the data, to determine the implications 

of the fîndmgs and to d e  recommendations for educationd practice. The conclusions, 

implications and recommendations are presented in Chapter 7. 

4.8 Data Reporting 

The process of reporting the data did not aim to group all the beliefs of one 

individual together. Instead, the aim is on grouping the beliefs based on the codes, 

patterns and themes. This means that the data are reported as excerpts. In the course of a 

discussion, a teacher might have revealed numerous beliefi some of which might relate 

to dinerent topics. Such beliefs may therefore be reported in dinerent sections under 

different categories. Insome cases, it was necessary to report onlypart of a sentence in 

order to focus on particular beliefs. Every atternpt was made to ensure the integrity of the 

individual's comments and beliefs in spite of the fact that oniy parts of comments might 

have been reported and in spite of the fact that many beliefs are not presented in the 

context of the discussion in which they were generated. 

Every effort was made to ensure the anonymity of the participants. Therefore, 

names of places or persons which might serve to attribute a comment to a particular 

individual were replaced by fictitious names. In cases where reference was made to a 

country or continent and where the reference is significant in terms of the meaning, the 

place name was not changed if it did not appear to compromise the identity of the 

participant. In cases where the identity could not remain anonymous in spite of changing 

the names of the place or person, the data were discarded. 

In relation to gender, use of ''his/her" was avoided. Teachers are referred to 

instead with the ferninine "she" or 'lier". Also in terms of the reporting, it shouId be 

noted that teachers' discussion postings often contained errors. Logan (1995) reminds us 



that e-mail correspondence is often l a s  formal that other forms of wRtten 

correspondence, Errors are noted with a "sic". However, missing accents, in the case of 

the French postings are not noted with a While some participants were able to make 

use of the computer's capacity to transmit accents, others were not. Some participants 

asked of others that they expressly not use accents because their own e-mail software did 

not support them and because they had difficulty reading them. 

4.9 Condusion 

S h u h a n  (1986) reminds us that, in terms of the classroom, there is no "real 

world". The worlds experienced by teachers may each be different. However, they have 

in common that they are all complex worlds. What the teacher believes about these worlds 

is no doubt eq i i dy  complex and, added to that, it is O ften hidden, no t conscious but tacit- 

The only way to effectively 'observe' these multiple, complex and hidden worlds was, 

therefore, to become a part of them. Thus, the researcher joined in a discussion with 

participants m order to improve the vantage point fiom which to 'observe' these worlds. 

Senge (1995) reminds us that 'bve do not describe the world we see; we see the 

world we can descnbe". However, perhaps too, our efforts in describing these worlds, 

in bringing to the surface our beliefs, leads us to see this world dBerently and more 

clearly. In this sense, the research has served more than one purpose. The teacher was 

@en the opportunity to see how others view their world and to thirik about ho w they see 

their own world. The participants may well now have a greater ability to describe their 

world and therefore to see it. 

In the chapters that preceded this one, a conceptual and historical fiamework was 

presented. The review of the literature presented relevant studies of beliefs. This present 

chapter has expiamed the approach which was taken to collect the data. This chapter has 

also shown how the informationpresented in Chapters 2 and 3 were incorporated into the 

analysis and interpretation of the data. In the chapters that foIlow, the results of the study 

are presented and interpreted. 



Chapter 5 

Landscapes Without Bearings: 

Presentation of the Findings 

The classroom is a place where order prevaiIs. The m i o n  of 
information and communication technologies (ICTs) creates a zone of 
uncertainty for both teachers and leamers, engaghg them in a process of 
risk and exploration for some time to corne. (Bracewell et al., 1998) 

5.1 Introduction 

This chapter presents a synthesis of teachers ' beliefs about teaching and learning 

French in O E s .  The focus of this chapter is on descnbing the beliefs and, as such, 

considers research question 1: What are some of teachers' beliefs about teacbing FSFL 

in online learning environments? The aim is to present the beliefk without extensive 

interpretation or analysls. The following chapter, Chapter 6, will present an interpretation 

and more extensive analysis of the kdings. 

The analysis of the beliefs involved coding using key words. As a result of this 

coding, 12 categories were established. These 12 categories represented 12 topics into 

which a l l  of the data could be grouped. However, among these categories, it was 

apparent that there were differences and sHnilarities between each of the 12 categories. 

Whïle some categories grouped data which viewed use of OLEs in a positive way and 

expressed their advantages, other categoxk appeared to group data which emphasized the 

challenges related to the use of OLEs. The next step therefore involved regrouping each 

of the 12 categories into two broad categories: beliefs that emphasize the advantages of 

OLEs for the teaching and learning of FSFL, beliefs that emphasize the challenges rekted 

to the use of OLEs. Although there was no attempt whatsoever to group the categories 

evenly, there were six categories of advantages and six of the challenges. Thus, the data 

were grouped into what this study refers to as two categories with six sub-categories in 

each of the two broad categories. The two categories are: 

1. beliefs that emphasize the advantages of OLEs for the teaching and 
leaming of FSX.Z; 



2. beliefs that emphasize the challenges related to the use of such 
environrnents for this purpose. 

These categones were useful and effective in terms of finding a boundary for the data 

The data did not need to undergo extensive interpretation or andysis in order to be 

cIass5ed iu one or the other category. Within each of the two broad categones six, more 

specific sub-categories were ÏdentifÏed as a resuIt of coding the data These categories are 

Teachina 1 Online learning environments 

Advan tages 

Res ources and info nnatio n 

Communication and collaboration 

Real-world l e h g  

Motivation 

Learning 

Table 5.1 Beiief sulcategorks 

Challenges 

Time and the curriculum 

Training, support and vision 

Access and equipment 

Control and monitoring 

S tudents 

The presentation or description of the findings in this chapter attempts 

the essence of the beliefk which are ofien expressed in cornplex and conflichg 

use of a dichotomy of categories (advantages versus challenges) does not 

to capture 

ways. The 

imply that 

participants expressed either one or the other set of beliefs. On the contrary. The same 

teacher ofttimes expressed both categories of beliefs simultaneously. For example, it was 

not uncornmon for a teacher to express the belief that the use of OLEs aIlo wed her to 

improve or advance her teaching practices while simultaneously arguing that she lacked 

the necessary b e  and training to achieve effective use of OLEs. The next chapter 

provides an interpretation of the beliefs and therefore an exphnation for the confIicts and 

contradictions which arise in the beliefs described in the present chapter. This chapter 

does not attempt to interpret the beliefs instead it describes or presents them only. This 



description begins with the fkst category of beliefs which relates to the advantages to use 

of OLEs. 

5.2 Beiiefs Related to the Advantages to use of OLEs 

The kliefs that have been grouped into this category share a positive experience 

or perception of use of for the teaching and 1earning of FSFL. This section includes 

beliefs of teachers m which they express the value of the to 01s and technologies associated 

with online learnïng. The first sub-category groups those beliefs which emphasize the 

value of OLEs in providing access to resources and information which c m  be used to 

enhance teaching and leaming. Global comunication and collaboration constitutes the 

second sub-category and presents examples of how teachers believe OLEs c m  facilitate 

contacts and cooperation with Francophones around the world. The third sub-category - 
that of real-world leamhg desmies the value of OLEs in making learning more relevant 

and authentic. Mo tivating students constitutes the fourth sub-category. The h a l  sub- 

categories emphasize the capacity of OLEs to enhance teaching and learning. 

5.2.1 Resources and Information 

Beliefk on thk subject descriid Internet information and resources related to the 

teaching of FSFL as king current, varied, appealing to a variety of senses and a range of 

interests, useful, immediate, cheap, authentic, universally accessible and O ften uniquely 

available online. One teacher described her reaction to the avaihbility of online 

resources: '73ecause educational leaders are always talking about resource-based learning, 

we are delighted to find resources at Our hgertips, fiteraiif'. Not only are the resources 

described as being easily accessed, they are also described as being volurninous: "There 

is a wealth of mformation and resources available". One teacher described how the 

Internet "permits access to a multitude of information". The information and resources 

are described as being readily available, not only m English, but &O in French: Tf 1 I d  

any more Francophone sites, 1 am afraid we will need to add another five - ten hows to 

the day. 1 believe we have a wealth of information available in French. .. more than we 



will ever be able to use". Whether the information comes fkom a Francophone site is not 

important to some teachers because, even when it is in another language, it can be 

translated online: believe there is plenty of materid in French. UsÏng the AltaVista 

translater you can even translate any site into French, Spanish, German and 1talh.n.'' 

Another teacher d e s c r i ï  how the avaiiability of resources has ~ e c t e d  her practices: '5.. 

now there are many resources available to the students in French. Previously 1 had to find 

al l  the resources needed to complete a certain task Many times the resources were not 

readily available since resource centredibraries dÏd not carry a wealth of French 

materiah. 1 fïnd the Internet to be a great tool, assistant, additional weakh of resources.. .." 

Teachers described a wide variety of ways in which students can use OLEs to 

access information and resources such as: "to search out background information", "to 

do smaU research projects", to access 'French literature, newspapers, sports, music", to 

access "up to date news articles" and "dictionary sites", to do "research of information 

on French-speab=ing cities, countries, ~ommunities'~, and to fkd "songs and lyrics of 

French music". As weii, teachers c m  find c c ~ o r m a t i o n  to support the literature 

component" of their programs. The foUo wing teacher describes ho w OLEs provide her 

students with resources that would not have been available to them prior to use of the 

Internet: 

1 required the schools to whkh I taught to have a French Ianguage 
newspaper (Le Journal des Jemes) in pre-Intemet times. Now, there is a 
great selection of newspapers on the Internet and many other resources 
that I have located for Core French. Now, 1 can require students to do 
Intemet searches for projects and class activities, 1 can prepare "Ralleys" 
that must be done on the Intemet .... My fear of students not having 
adequate resources with which to complete a project/assignment has no w 
disappeared. 

Access to information is useful m the French Language Arts' class, but, as well, in the 

teachmg of content using the French language. In the foIlo wing excerp t, a teacher recounts 

her expenences of using the Internet to h d  valuable online information in relation to the 

theme being studied: 

1 will be teaching immersion history after Xmas and 1 know that the 



intemet will be invaluable especially in my ancient history course--111 be 
taking the kids to the major museums of the worId to see the antiquities 
displays, especialIy the miImmies!! Just to complete the activity list: 
during the spring 1 s t  year m my Ancient and Medieval History course, we 
decided to have a Med. feast. We researched the traditional feast on the 
net (and Immediately decided that it was too elaborate to pull off during 
class) but found a wedth of recipes that my students took home and made 
and brought m. We invited the principals, brought in med. music and 
shared recipes after because some of the dishes were excellent! 

Resources are not only abundant but aIso more ' %p to date" than the resources to 

which teachers would traditionally have access. As one teacher expIained: "To have an 

effective Immersion program, one needs resources that are current, The internet provides 

this". It is m fact the nature of OLEs that rnakes the information appear so current: 'The 

impermanent nature of the sites m itself - constantly updated - gives students the feeling 

that they are dealing with living data, as opposed to the sometimes stultifïed, and 

definitely sancro-sanct (sic) nature of data in books". Access to current, updated 

information provides added benefîts for students and teachers : 

1 believe that the immediacy of the information adds another element to 
what the student is doing- When we use documents fiom current 
newspapers, jounials, etc. the student is interacting with something that is 
conternpo rary. He/s he reacts contempo raneously with w hat the native 
speakers are doing. This is appealing particularIy if he/she can connect the 
piece to what is happening globally at the present moment- The study of 
French then becomes the study of current events, social studies, etc. and 
speaks to the need of cross-disciplinary teaching. 

The wealth of information available online combined with its current nature may 

contrast sharply with the type and quantity of information traditionally available in 

libraries. In the fonowing excerpt, the teacher predicts ho w, in the future, school libraries 

may be replaced by high-tech retrieval of online information: 

1 believe that retrieval of information will become so high tech within the 
next 10 years that 1 want to get a head start. We already have seen the 
reel-to-reel taping system become a thmg of the put ,  making way for 
cassettes and CD's. 1 may be wrong, but 1 believe that school libraries will 
become obsolete in the same way, or will become a l u t  choice if the 
intemet is dom! The wealth of info that is available with a niouse-click 



just can't compare to the outdated mater& we have in our tiny library. 
1 dont think students, given a choice of traveîing to their public library or 
switching on their cornputer, will choose the former in years to corne. 

Teachers also expressed beliefs about the type of information availabie through 

the Intemet. The information and resources for French on the Internet were described as 

varied and urilimited. As one teacher noted: 'You c m  get information on just about any 

topic". Another teacher expressed the belief that the information available online was 

more diverse than what was avaïlable in "traditiond resource centers" and another, that 

the Internet makes it easier for teachers to expose students to "a wider base of knowledge 

and resources". One teacher explained how use of OLEs offers students access to 

information not available elsewhere: "it also allo ws me to direct m y  students to other 

sources of information no t read;ily avaiiable in O ther forms (books, magazines, etc.) ." The 

following comments provide an example of the convenience afforded by use of online 

resources: 

Avec Intemet, le chercheur a sa portee et a moindre fiais, acces a la plus 
grande majorite non seulement des medias, mais egalement de tout type 
d'informations . Par exemple, apres ecoute en classe de la chanson "LEA" 
du groupe 'Zouise Attaque" de nombreuses interrogations ont eu lieu: 
Combien de personnes? Jeunes? vieux? plutot punk? cheveux longs? gens 
normaux ? etc ... Un simple clic sur le site intemet grace au moteur de 
recherche Yahoo.fr que nous utilisons en permanence et voila nos 
apprenants informes par leur propre recherche. 

Onluze resources are described, no t only as being easily accessed, varied and 

affordable, but also as being able to meet the needs of a wide range of leamers: 'The 

Internet is an exceknt source of different topics to fit the interests of each student." This 

capacity of OLEs to meet the needs of a range of lemers may relate to the multimedia 

aspect as  one teacher explains: "The internet's World Wide Web has become the premier 

place online for hding multimedia resources and connecting students to real-world 

events and people. Students have iinlimited access to documents, photo grap hs, maps, 

video clips, sound bytes, references and other leaming rnatenals". The value of the 

multimedia aspect of OLEs is attributed by one teacher to its capacity to generally 



enhance learning: 'Use of stîU and animated graphics, sound and music clips can greatly 

enhance understanding and possibly promote greater retention of facts since it appeak to 

more senses. The students gain even more if they are the ones who create the material'. 

The multimedia format of the Internet &O presents certain advantages which may not be 

avaiiable in the regular text format: "I have used the Internet with one French class to 

research ~o on Francophone countries which they then used to create a travel brochure. 

This was much better than using an encyclopedia-easier to read, nice graphics, lmks to 

pertinent information". 

Besides its appeal to a wide range of learners, online information has the added 

value of being "authentic". OnZine access to such resources is described as filling "one 

of the voids that existed in pre-Internet tirne''. One teacher e x p h  the importance of 

such resources to teachmg: 'The availability of authentic French resources is becoming 

more and more important. I believe h the importance of authenticity in teaching 

materials, especially for second language learning, in order for the language not to be so 

" fo reign" afterall (sic)". The folIo wing excerpt illustrates how the Intemet's authentic 

resources have made a difference to one teacher and her students: 

Imagine the delight to &d so much authenticity on the Internet. The topics 
are pertinent and very high interest for my students, levels 1-5. The 'match 
book' poster search, dong with the resto menus are now downloaded so 
easily. 1 have always been in contact with MacDonald's in francophone 
countries, as weIl as with Burger King .... and have had to politely beg for 
any of their publications. Le resto St. Hubert in Quebec has always 
obliged me with publicity handouts, menus, etc., and fkom that point 1 c m  
initiate discussion which is meaningfixl to my classes, not to mention to 
the prof. 1 have always been a newspaper keak regarding Spanish and 
French newsprint, so the fact that 1 dont have to depend on my friends' 
generosity in mail-mailing me all those goddies is a relief- That being 
said, "La Presse" fiom Montreal is on my desk today --the cartoons, as 
weIl as local stories with a twist on the positive side of humanity. 

The capacity of OLEs to provide access to resources is a valuable one particularly 

for schools in remote or isolated areas: "I neglected to mention in m y  Iast posting that the 

htemet has iadeed helped m my teaching French to remote s d  schools. These schooLs 

do not have many French resources in their resource centres. They may have had a 



French-English dictionary, but that is Y'. Remote and isolated schook can also benefit 

fî-om online access, not only to resources, but to other cornrnunities, schools and 

individuals. Beliefs about the advantages of OLEs for such contacts are described in the 

next sectioon, 

5.2.2 Communication and Collaboration 

Teachers' bek& about o n h e  commufiication indicate that OLEs offer signifïcant 

advantages in terms of providmg opportunlties for meanhgfiii communication fiom the 

classro om. Teachers in this study remarked that the Internet "provides avenues for real 

commUI]ication, be it in the form of key-pals, mteractive projects, chat lines, net meeting". 

Students and teachers cm make use of OLEs for "kding, sharing and exchanging 

information and ideas", for "authentic conversation", for "interaction and 

communication with students and teachers in French-speaking schools", for 

"co~espondence by e-mail", for "contacting groups in O ther parts of the world" and for 

"journal correspondence with other schoo2s". 

The potential of online communication makes the Intemet of special value to the 

teaching of foreign languages such as French. This potential for communication is 

described in the following excerpt as f i b g  a void that existed up to now in second- 

language education prograrns: 

1 do believe that no one stands to gain more from les nouvelles 
technologies than foreign language classrooms. For years we have 
larnented the fact that our students have no concrete application of their 
language, and here we have, literally at our finger tips, a whole world of 
francophone kids, waiting for a chance to communicate with us- It is 
indeed, exciting . 

Online communication &O presents particular advantages to students living in 

isolated areas. As the experiences in the folIowing excerpt illustrate, geographic isolation 

no longer presents a barrier to meaningful communication and conversation between 

Francophones and students of French as a second ianguage: 

The fact that I'm a primary French Immersion teacher in a somewhat 



isolatecl community on the south Coast of Nova Scotia is M e r  impetus 
for lookmg to give m y  students and myseIf better options in u h g  the 
second language. Because of the school's location, it has been extremely 
difficult for OLU children to h d  meaningful opportunities to use their 
second language even though we are m a bilingual comtry. In essence, our 
students have had linle opportudy to tnily engage students fkom a French 
culture m honest conversations about who we are and who they are. W e  
the Internet offered potential and promise in the early years, it has corne 
to have reai application in my teaching. My students are actually 
comrnunÎcatinghteracting with other students. T now see it as a valuable 
and viable conduit to L2 success. 

Resources and information can be found in a library or a book and as such in the 

regular classroom with or without access to the Internet. However, communication 

cannot: "E-mail and chat rooms provide an environment that cannot be duplicated m the 

classro om". Online communication provides a means of 6cmeetÏng francophones", 

carrying on "authentic conversation7' and participahg in the reality of commicat ion as 

it ex&s outside of the classroom-something which cannot be found in a book: 

The realia is none other than real-IXe kids on the O ther end ! For m y  young 
French immersion students, the written informatim avaiiable on the 
Internet f secondary. A good book or CD-ROM is usuaily far superior to 
anythmg they'd fïnd on the Net. But the opportunity to communicate with 
kids their own age in real - or almost real- time i something we've been 
dreaming of for years. 

This capacity of OLEs to provide a communication tool is of particular value to young 

children. In the follo wing excerpt, a teacher argues that this capacity is what represents 

the important value of the Intemet for leaming: 

With young children, the Intemet is best used as a communication tooL 
There is little information available on the Net for elementary kids that a 
good book or CD-ROM couldn't do better. But for immersion kids to be 
able to communicate with francophone kids the worId over - that's 
something entireiy different. 

A particular online communication tool described by participants in this study 

is that of chat rooms. Teachers described such 'rooms' as a popular means of facilitating 

communication while at the same time sirnulating real-life communication situations and 



environments. This feature of OLEs allows students to converse in French with 

classrnates and presents particular advantages for certain types of students : 

My newest adventure is into the chatrooms. We have a site on the 
lmagi.net Page that has an empty room and we al l  sign hto it, take on 
i d e n e  and chat with each other in French! 1 circulate around the room 
and give advice on grammar errors or expressions that I see on the screens 
without everyone else knowing who I'm taIking to! Also, we debate 
certain topics and the anonymity lets the shyer kids who might not 
participate m an oral discussion express their comments- 

The capacity of OLEs to facïiitate communication is an important one. One of its greatest 

advantages is that it encourages participation fiom shier children. Chat rooms &O offer 

teachers the opportunity to focus on grammar using a different approach: 

. . . my kids sign into that chat room and take on 'handles' and chat with 
each other. I circulate around the room and comect/fine tune the grammâr 
or suggest little phrases that might add same spice or be more 
comic al... they love it! Sometimes the conversation degenerates and we're 
obliged to exit but usudy, they respect the d e s  and we have a civilized 
chat! Sometimes 1 let them f?ee chat, sometimes 1 assign a topic and we 
debate it It allows the shyer students to express their opinions whereas in 
the oral setting, they rnight never date to. It also allows me to c m  
grarnmar as al l  my kids are looking at the screens and they all see what 1 
am asking be corrected at the same tirne. Better than ushg an overhead! 
It's not peIfect but it gets everyone participating and hopefdly learning 
something. 

OLEs need not be used only to offer opportunities for conversation within a 

classroom, but as well as outside of the classroorn with native speakers. Such 

conversation provides students with opportunities to be exposed to other language 

rnodels. The Intemet "cm provide interactive communication with native speakers. The 

teacher should not be the only model". Opportunities for communication can also be 

coupled with global, vimial visits to other countries or places where French is spoken. 

The following teacher describes her experience with such visits: 'The Internet has been 

a great boon for me as a professor of French. It c m  work to the benefit of students in that 

they can now "visitY7 French-speakuig countries and it's really not that expensive - if your 



school has the appropriate access7'. Students can participate in 'Gimial tours which ~ O W  

the students to see parts of the francophone world". Online communication has 

represented a great advantage for this immersion teacher: "Of great value has been the 

communication that we have been able to carry on with other francophone classes and 

indMduals. This provides a much needed personal exposure to the French language for 

my immersion students". 

The exposure to the French language provides opportunities for communication 

as weU as collaboration. Collaboration represents an important means of linking students 

to the realities of learners in other classrooms around the world so that they c m  share 

ideas and leam together online: T h e  Web makes possible new levels of individuabation 

and encourages collaborations that take students far beyond the classro om; individual 

e-mâil account. enable students to initiate contact with other learners and resource people, 

take part in collaborative projects, and communicate with f d y  and fnends." Smdents 

can work on projects, carry on conversation and collaborate in OLEs with many added 

benefits: ccStudents have the oppominity to work on collaborative projects with other 

schools, other corntries, resulting in a sense of international solidarity." Racial tolerance 

as well as international solidarity may be achieved through online communication: 

1 also believe in the world being a global community. My students 
correspond with people in other corntries by e-mail, chat, icq whatever 
way they c m !  They are ravenous for contact with the outside world, and 
want tu leam about and share themselves with as many people as wiIl 
listen. That is why I am pushing e-pallïng. The more that our next 
generation l eam about people in other corntries and cornes to accept 
other cultures whde sharing their own, 1 believe we become one step 
closer to fulfilling the concept of a "global co~llfnunity" and one step 
closer to promotmg tolerance for all races and cultures. 

Online communication and collaboration c m  result in truly meaningful connections and 

CO mmunication particularly when friendships are formed between classes in different 

There's one particular school in France that Ive been corresponding with 
&ce 1995. Webe collaborated on many themes fkom Christmas rihials to 
preferred seasonal activities and have sent each other "care" packages with 



odds and ends (put together by the students) about our comrnunities. 
Wetre also done and exchanged a video presenhng our partic* schooL 
This has become a very s p e d  relationshrp, as you can appreciate. The 
Internet has certainly helped it to flourish. 

Global colll~unication and collaboration provide students with opportunities that 

might no t othecwise exist in their classrooms. These opportunities provide for greater 

contact with the world outside of the classroom - the 'real world'. Beliefs related to 'real- 

world' learning are described m the next section. 

5.2.3 Red- World Leamhg 

For students living in areas far £rom Francophone cultures, the study of French 

might not be easiIy associated with its real-world context. Certainly a challenge for the 

teacher of FSFL is to help students link with this world, its language, culture and people. 

However, when the only exposure to the language and its people is through books, it 

may be chakngbg for students to appreciate the study of French as being any more than 

the study of a subject with little relevance to the real world. However, as one French 

teacher remarked, in OLEs "students can see for themselves that French is no t just about 

what we do in school, books-grammar etc.. Tt is indeed a living language." The Internet 

can allow "students to see French as something real -not just a subject taught in school". 

Online learning experiences c m  thus help students "to see French as something existing 

O ther than in the classroom" and "to realize that French is not 'a dead language' when 

they surf the net and fuid miilions of sites in French, in both Canada and around the 

world." One teacher described the positive impact of real contacts made with another 

c h s  through OLEs: 

1 teach m a small c o m u d y  m Montana. Many of my students wiU never 
travel outside the United States, let alone the western US. Last year when 
a teacher fkorn Québec contacted me to set up a letter exchange, 1 saw 
how red the French became for my s tudents. Things 1 had been trying to 
tell for several months became very clear because they discovered for 
themselves the answers .. . . my students are exposed to more French than 
1 could ever provide in our classroom. 



The use of the Intemet can serve as a support to the teacher in her attempts to 

ensure that students appreciate the real-life applications of the French language: "I feel 

that it has made my teaching more 'real' for lack of a better term, My students feel more 

m touch with the hcophone world when they see what I'm talking about on a screen in 

fkont of them. 1 believe they corne to understand the value of French in a whole different 

way." In general, learning French in OLEs can have a positive effect on the learning 

environment even while students are not online in the sense that there is a certain carry- 

over of the positive effects to the classroom learning situation: 

Any leamhg must take place in relevant, real, challenging and connectiag 
contexts. htemet alIows teachers and students to make this happen, 
Leamhg a second language becomes far less contrïved and simulated. It 
is hoped that the experience then brings forth enough positive energy to 
create oral interaction in the classroom. It creates oral interaction when 
preparing and anticipating before an activity, it creates interaction when 
researching, questioning, discovering during the activity and it creates 
interaction when reviewing, giving feedback, discussing their t arning 
after the activity. 

Another important aspect of malong the study of French more 'real' is in 

providing students with an audience for their work Having an audience can affect the 

type of work that students produce: 'They also tend to be more carefid over what they say 

and how they Say it because of the wider and varied audience; they have a real audience 

and a real purpose." OLEs provide students with opportunities to produce original work 

and then share it online with others outside of the c~assroom: 

Bdding a web site to share student-generated work is another important 
use of the Intemet. Again, its use as a productive (rather than receptive) 
tool is what gives it its value. We baI ly have an audience for our kids 
stories and poems, and it's an authentic one. That's what the Internet 
means in an immersion school. 

According to the following teacher's comments, use of OLEs requires abandoning 

traditional models which were more suitable to book modes of learning: 

... we have to think Intemet as opposed to book leaniing when we use the 
Internet. The linear mode1 of learn, answer questions, test, is based on 
what is manageable for the book and paper form of l e h g .  Actual 



red-He leaming on the job takes place much more diversely and has an 
actud real application. Therefore why not get students to do more projects 
based on their real questions about the world, find info. talk to real experts 
on-he and find their own answers. 

The oppoaunities to taIk to "real experts" and to ask "real questions" can be made 

easier in an environment where the information in generai appears more reaL Such 

opportunities can aLso result in more effective learning as the following teacher's 

comments illustrate: 'The mternet is also a place where shock value has it's (sic) place. 

Nothing brings home the Holocaust better than a virtual visit to Auschwitz or to a 

Holocaust museu ,  or to a skinhead's hate page. It is really in-your-face learning and it 

hits home more effectively than looking at a distant TV screen up in the front of the 

class". 

The beliefs expressed on the topic of 'real-world' learning through use of OLEs 

suggest that such learning is, in some ways, more effective than reg& classroom 

learning. One of the reasons for this increase in effectiveness may have to do with the 

relationship between making learning more relevant for students and student motivation- 

In the following section, teachers describe how OLEs increase student motivation and 

generally result in a more effective learning environment. 

5.2.4 Motivation 

Participants in this study expressed the belief that OLEs had an influence on the 

motivation of students learning French. Teachers noted that students are "more interested 

in doing research this way than from books", that they "get very actively involved and 

interested", that they tend 70 be more positive about French", and "hd it fun and 

interactive". The Intemet 'malces the student more interested" and "increases 

motivation." In general, as one teacher noted about students: '7 k d  that they are more 

interested in French class and learn more when i (sic) assign Intemet activities". Another 

teacher concluded similarly and remarked that students "seem to respond a Iittle more 

enthusiasticalLy when you Say the information came fiom the net". The experiences of 

one teacher led her to conclude that, not only are her students motivated by working . 



onüne, but that they have an opportunity to learn how much French they understand 

while doing research online: 'My students seemed to be  motivated in a big way by the 

Internet technologies. They seemed to want to know how to use all these technologies, 

not only m French classes but across the curriculum. However, they have been very 

Ïnterested in doing research in French and very surprised at how much they understood 

in the second language." 

The foliowing teacher explâined just how positively her students responded to 

online learning experiences: 'I have a much more enjo yable time with these youngsters 

because they are so positive m th& response to my class. They are eager to l e m  and are 

wiUing to try any type of new activity- Even if the actMEy is a "disaster" they are 

supportive". Students wiIl exert a special effort in order to learn how to use the 

technologies and may show more interest m doing research in French when they do it 

online. The extra effort c m  be particularIy motivating for those who may normally 

encounter difliculties with learning : 

... students dways display an mterest in using computer technology 
regardles of the purpose. 1 have witnessed students putting more effort 
into assigned tasks simply because they are using a computer. They are 
always enthusiastic participants and most of my students are quite 
proficient widi computer use which provides them with feelings of success 
when they are able to successfully complete assigned tasks. This is 
especidy important to student (sic) who usually struggle with their 
regular class work. They often seek out extra assignments when they are 
finished. 

Students' high levels of motivation can resdt fkom having instant feedback, being 

able to visit exotic destinations and doing mteractive exercises. In the following excerpt, 

one teacher describes how she incorporates these sorts of online activities into her 

teaching and how, as a result, her students are motivated to use more French than n o d :  

1 love using the mternet for my French classes and my kids do too ! 1 have 
taken them into the Universisr of Texas e s t  year French mes and they 
have participated in interactive grammar exercises where they type in 
answers and at the end of 10 questions, they get an instant correction page. 
They love having the instant feedback and it is more interestkg than a 
worksheet. 1 have &O done guided travel tours, that 1 must research 
myself first, and the kids visit al l  kinds of exotic destinations-searching for 



the answers to questions on the guide sheet We have explored comic 
strips, wntten letters to Santa, listenecl to French Radio-looked up the 
kids' favorite music groups-Spice Girls, Blur, Hansen etc, the possibilites 
are endless! ! .... My grade 12 immersion did "Le Petit Prince" this 
semester and to break up the monotony, we came to the mternet lab to 
read the book on-line. The kids also were able to read reviews of the 
book. They thought that was kind of neat, even though they stiIl didn't 
want to read the novel!! 1 love this medium. It keeps their attention and 
they are readmg and conversnig 100% in French, something they woddn't 
do in the classroom 

Students' motivation may well derive fkom the fact that they have an audience for their 

work, thus making them more responsive and generally more interested: 

In general, this tool is a great mo tivator for the students, and 1 see this as 
pro bably its greatest benefit, at least given the amount and the types of 
uses to which we are Limitecl. The students want to discover the answers 
to the questions posed or follow up on activities they have been engaged 
in because it involves someone in another community or country even It 
lends a certain amount of exotic fiavour. 

The "exotic flavoui7 may help motivate students who would otherwise not be 

motivated to l e m  French. Lack of motivation may be observed amongst second-language 

leamers particularly when there rnay be cornpetition to leam other second or foreign 

languages such as Englirh. For students living in areas geographically rernoved fiom 

Francophone areas, and where other languages may have a greater influence than French, 

O B  can play an important role in mo tivating students to learn French: 

J'avoue que nos étudiants ne sont pas très moth6s pour apprendre le 
français. D'abord parce que l'anglais s'impose de plus en plus, 
deuxièmement parce que la deuxième h g u e  qu'on étudie maintenant est 
le portugais (du Brésil) à cause du Mercosur (marché commun de 
L'Am6rique Latine qui a comme principaux partenaires le Brésil et 
l'Argentine). Le français n'est plus pour nos étudiants ce qu'a (sic) été 
pour leurs parents ou grand-parents. Il y a beaucoup d'influence fiançaise 
en Argentine, surtout à Buenos Aires. Les générations du début du siècle 
jusqu'aux années 50 se formaient en France, ou en Europe en général. 
C'est 2 cause de cette démotivation pour l'apprentissage du français que j'ai 
commencé à travailler sur le projet d'introduire le fiançais par ordinateur. 

Lack of motivation rnay be more common, not only as a result of geographic 



isolation, but also as a result of the student's age, AIIowing students to learn in OLEs 

may counteract the Iack of motivation particuLarly when they can have fun domg so: 

1 have two reasons why 1 wish to use the intemet m my second language 
classes. First of ail, it d o w s  students to experience another place where 
French exists, As weIl, students at the intermediate level are not 
particularly motivated tc do much work in their other classes, let alone 
French which " sucks" as they so eloqueatly put it. They need motivation 
and 1 feel if they can have fun while still encomtering the target Ianguage 
either through comprehension or production activities, then they are more 
like1y to put an honest effort into the activities 1 choose for them. 

Motivating students may also be accomplished by focusing more specifically on 

students' particular needs and by generally improvhg or enhmcing the learning pro ces .  

The beliefk descnied in the next section highlight ways in which use of OLEs can allow 

teachers to concentrate more specifically on the needs of their students and hprove the 

learning process in generaL 

Many teachers in this study expressed the belief that OLEs represent an effective 

means of meeting the changing ne& of today's students: "The nature of student learning 

has changed drarnatically m the past decade as teachers have a more difficult task of 

motivating their students. The students are accustomed to numerous stimuli? (ie. (sic) 

virtual video games, etc.), thus the teacher has to be more creative to obtain and maintain 

their attention'?. In the following excerpt, a teacher describes how she maintains 

students' attention and meets their changing needs through use of technology: 

Today's students are quite Merent fiorn those of even 2-3 years ago. 1 
am motivated by the desire to make my classes as interesting and relevant 
to my students as possible. Let's face the fact that today's students gro w 
up in a world that is super hi-tech. These youngsters are raised in a world 
in which they are "turned on" to a very audio-visual environment from 
infancy. As a teacher 1 must deal with this situation on a daiiy basis. So, 
my decision is to make the class as stimulating/mterestinglrelevant as 
possibIe through the manner m which 1 introduce/reinforce information. 
1 have made a decision to implement al l  types of technology in the 
classroorn Withm the past two years 1 have added e-mail exchanges with 



students in other countries; the use of CD-ROMs; internet sites, etc- into 
my curriculum. 

The way in which students are changïng can affect the way in which they do 

research and the tooIs with which they do this research. One teacher described her 

students as bemg more cornfortable with an 'carborenscence'? (sic) approach of the Internet 

rather than a 'linear and traditional approach" comrnon to text-book learning. This 

teacher's comments focus on students' growing dependence on the use of electronic tools 

such as the computer and provide a prediction about ho w their needs will continue to 

change over the course of the next decade and beyond: 

1 also believe that students are becorning lazier..-fist as they must use their 
calculators as a crutch because most of them are unable to do simple math 
calculations in their heads, so will they begin to depend on the 
instantaneous reply of the computer to respond to their research needs. 
Most will probably not know the inside of a library and how books are 
classfied or ever consult a card catalogue within 15 years ! 

Not only does use of OLEs d o w  teachers to better meet the needs of students, but 

it c m  enhance Iearning in other ways as welL Teachers descnbed how the Internet 

c%roadens the students' horizons" and aIlows ''students to be creative and leam through 

experience", to have "more independent leaming in c h s "  and "to learn on their O wn 

whïie ushg an alternate approach to teachmg." One teacher commented that the Internet 

is a 'hice change of Pace fiom the regulat classroom sening". Teachers commented on 

the range of activities in which students c m  engage online such as "internet 

CO mpetitions", "interactive activities, treasure hunts, crosswords", activities for special 

occasions, ie., Christmas, Valentine's day, holidays, festivals". They c m  also access 

"games, puzzles, rnaps", or have fun "sending greeting cards". 

The multimedia capacity of OLEs can have a positive effect on the learning 

expenence: ''Use of dll and animated graphies, sound and music clips can greatly 

enhance understanding and possibly promo te greater retention of facts since it appeals to 

more senses." OLEs may also appeal, not only to more senses, but, as well, to different 

types of leamers: c'DBerences in leaming styles and individual abilifes and strengths c m  



be addressed through the variety of skills and Spes of activities involved with projects 

which take advantage of the compter  and the Internet in particular". 

OLEs c m  have an overall positive effect on the lear-g situation by allowing 

students to reconceptualize their role and the role of the teacher: 'Vsed in the conte* of 

group work and resource based learning, it c m  help create a situation in the classroom 

whereby the students become more responsible for their Ieaming. They realize that the 

teacher does not have to be a font of uiformation, rather a guide. Hopefully, this will 

encourage them to become Welong leamers." One teacher provided support for this 

change in the role of the student: "Students become more responsible for their own 

learning and research and this is a good thmg. It makes them become more responsible 

and independent learners." In general, use of OLEs can make students l a s  dependent on 

the teacher to provide them with the necessary information and tools thzt they need: 'My 

students are becoming less dependent on me to fhd information, They often fïnd the* 

O wn sites". OLEs can allow students more autonomy in learning, by providing them 

with the tools and information necessary to construct their own knowledge: 

Les équipements actuels rendent surtout plus facile le travail en 
autonomie. Parce que l'apprenant possède, virtuellement, toutes les 
sources d'informations dont il a besoin, il lui est possible de constniire 
seul son savoir. Parce que le matériel de formation en autodidaxie est plus 
accessiile et plus facile à manipuler, la formation devient plus facile (mais 
cela ne signifie pas que "l'autonomisation langagière" de l'apprenant - ses 
capacités 2 se débrouiller seul en langue/culture - soit rendue plus aisée). 

Along with a change in the role of the student may corne a change in the level of 

thhkhg that they do while learning. One belief about OLEs suggests that learning online 

draws on higher levek of thinking skills than might be found in traditional learning 

environments ' m e n  students use the Internet in their second language leaniing certaidy 

they have to problem solve: analyze, interpret, synthesize the matenals that they are using 

on the Internet". In the following excerpt, one teacher explains how a simple Internet 

activity c m  require students to engage in critical thinking and problem-so1ving : 

If, for example, in plarinirig a trip to Quebec City, the students had to use 
the Intemet to develop an itinerary for their trip, they would have to be 



within a certain budget So, they would do a guided search under the 
supervision of the teacher (provide some sites for the students), they 
wodd have to make comparisons, deckions, and report back to the class 
with the planned itinerary They must also be ready to explain why they 
chose a certain actFvhy and not another. This, to me, would be an example 
of students using critical thinking and problem solving in an Internet 
actMty in the French classro o n  

Changing students' role and bringing them to higher levek of th inhg are some 

ways in which OLEs are described as affecting students' learning in generaL However, 

OLEs were also described by participants Ht this study as specifically affecting students' 

language skills. In general, use of OLEs with students is described as some thg  which 

" e ~ c h e s  their language experkcer7. In particular, "opp ortunities to develop written 

commUI1ication skilIs are abundaut". In tenns of the types of writing activities in which 

students can engage, participants in this study noted that students can create Wass web 

pages where students cm post auto biographies and display their art work", that they can 

engage in ''creative writing with onIine feedback" and that they can engage in "writing 

for publication". 

As well, according to some teachers, online learning can make up for the lack of 

interaction in the regular classroom by providing opportunities for the development of 

listening skilis and by helping students to see a purpose for language learning: 

1 also use web sites for listening activities - there are many radio stations 
online with reports that can be downloaded, music clips, etc. It does take 
planning and lots of time to mcorporate such activities into the curriculum, 
but 1 th& the time is well spent as the students enjoy the lesson so much 
and begin to see a purpose to learning a h g u a g e  and even to learning 
grammar! This year 1 will be using a discussion board and chat ro oms with 
guest "speakers" from various French-speaking countries in ali level of 
classes that 1 teach. Granted, ifs not oral communication, but this is more 
of a cultural exercise. As the students go through the lessons 1 want to 
inco rp orate several "side tripss" (sic) to webtites to make France and 
French more of a reality to them. What they lack in classroom interaction 
could, in part, be helped through use of the Intemet. 

Opp ortunities for 

experiences. Furthemore, 

online communication provide for enhanced learning 

enhanced interest 1evel.s in students as a resdt of working 



online can possibly encourage students to use more French than in the regular classroom: 

1 figure the more time they can work in groups and chat amongst 
themselves in the target language the better, and using the mtemet 
provides the dual o p p o d t y  of leaving the classroom settîng, and 
presenting an actMty that is relevant and interesthg so that they are too 
involveci in the task to begin speaking English. 

OnLine learning also provides an opportunity to develop an appreciation for the 

cultural aspects of French. The Intemet "opens up the classroorn to many more cultural 

inputs than the library did, especially because of direct contact with francophones, be it 

through listservs such as CAUS ERIE, or W W V  sites which can Iinger on cultural details 

books simply carinot afford to do econornicaIIy ...". As well, the exposure to these 

cultural aspects may be more enriching than what students typically encaunter in the 

classroom: "At k t ,  we have a chance of t rdy integrating that cultural piece that seems 

always to elude us. At k t ,  we can get past the beret and baguette!" 

Accordmg to some teachers, OLEs appear to provide students with an opportunity 

for a learning experience which the teacher cannot provide: 'The internet is enhancing 

their 1earning.k filling in blanks that 1, as a stand-up teacher, can't possibly hope to 

and it is keeping them on task for the whole penod..something that rareIy occurs in a 

regular classroom setting (for me, anyway!)". Increased use of OLEs in the classroom c m  

have an effect not only on the students but, as weU, on teachers. The following section 

groups those beliefs that centre on how technology is changmg and improving teachers' 

role and their teaching p ractices in general. 

5.2.6 Teaching 

One of the important advantages described by teachers in the use of OLEs is the 

wide range of activities available for students and teachers. Teachers described a Iarge 

variety of ways in which OLEs can be used in second-language teaching such as for the 

'kreation of tailo r-made multimedia learning activities", for ccenrichment", for 

remforcement of "grammatical points and structures learned in class", to access "dictées, 

shoa stories, proverbs", for the "development of themes" and ''vocabuLary development , 



70 access games and enjoyable activities for students", to "search for ideasfiesson plans 

or articles to share with students", to "improve the cultural content of program", for 

"reir&orcernent of previously learned concepts", and "incorporation of sites to be used in 

learning centres", to "provi.de opportunities to go beyond expected cumcular outcornes", 

for "skills development", to "access to teaching strategies" and to promote "bands-on 

learning". Teachers may ako hnd OLEs usefbl 'to access upgrades for software and 

information on various topics, mostly software or cI;tssroom relater .  

Many teachers in this study expressed the belief that OLEs were influencing their 

teaching practices and their role in a positive way. Participants gave different reasons 

why they appreciated using OLEs. One important use discussed was that they can use it 

to "share ideas and to take part in on-line discussion lists dealing with second language 

pedagogy". One teacher commented that the Internet provided her with "a much broader 

perspective on education" and another that it provided "access to the latest trends, ideas 

and philosophies, good and bad, on education from around the globe". Teachers 

commented that reseatching on the Internet gives them teaching ideas as well as a variety 

of ways to approach more f& concepts: ''The 'Net' is a source of knowledge, ideas, 

inspiration, solutions to problems .... You dont always find what you are looking for, but 

ofien you corne upon something of real value that you rnight never have discovered 

othemise". The Internet was also described as providing "anuther teaching technique", 

and "a means for alternate teachmg methods" to which students are exposed, In the 

following excerpt, a teacher d e s m i s  the positive effect that the use of OLEs has had on 

her teaching and has made her a better teacher: 

1 get to Vary my teaching styie, it pushes me to keep changing-it i s  so easy 
to get into a cornfortable nit! 1 get to offer the students worI& by visual 
aid of the computer that 1 could have never dreamed of by "normal" 
t e acbg  rnethods. 1 guess it is making me a better teacher and 1 am more 
proud of the product 1 am delivering--it is now multi-dimensional rather 
than dry and boring. 

S orne participants focused on how use of OLEs assisted them in the delivery of 

the curricuIurn by serving as "a great resource to supplement the current curriculum 



material'by providing c'support for the cultural objectives of the Core French Program" 

and by supplyhg 'Wuable supplementary i~fomi~tion" for use in "developing the 

themes contahed in the Junior High French curricuiumr'. One teacher noted 

enthusias tically that "There are more and more valuable French resources appearing 

online, which is a boon to those of us in cccuItural isolation" in tenns of French 

Immersion programs". Fuahermore, the Intemet offers oppo rturiities "to converse with 

O t her teachers to discuss and share ideas" and generally "promo tes contact among 

teachers" which makes it "excellent for sharing units of work etc.". Such contacts aIso 

can provide teachers with opportunities to keep up with their French as the following 

excerpt explains: "Persondy, 1 have found it a very valuable means of keeping up with 

my French 1 subscribe to several French listservs and have made some close (continuing) 

contacts over the years." Mâintaming one's French is made easier through use of OLEs 

particularly through use of chat features: 'I correspond by e-mail with French iiiends but 

it is when we move to the chat rooms and converse in "real time" that my h g u a g e  

maintenance and leaming takes place.. . ail those everyday expressions that you dont tend 

to bclude in letters. .and the gestures and yes, the sighs and fnistrations !". In generd, for 

a French teacher living in non-Francop hone area, maintaking one's French is a dificdt 

task made easier through use of the Intemet: 

As a non-francophone, French immersion teacher, 1 have to say that one 
of the greatest benefits that 1 derive fiom Internet access is the ability to 
keep up with my French. At least 75% of my e-mail correspondence is 
camed on in French, for the most part with fiancophones. In some cases 
this has also resulted in the development of valuable and lasting 
fiiends hip S. 

Use of OLEs c m  also make teaching and learning more interestmg and motivating 

for the teacher by providing opportunities to go beyond the prescnbed cumculum: 

Yes, the rninister wants a particular curriculum covered and yes, it is very 
tempting to just stick to the provided texts but how boring to use ONLY 
the prescribed mate& and not have enough interest or motivation to 
spice up o u  own teaching and the students' learning by experimenting 
with new methods of instniction.videos, cooperative leaming, intemet 
etc! Many of the old school teachers will stick religiously to the text book 



and they believe they are on the cutting edge and providing e ~ c h m e n t  by 
showing a pertinent vide0 in class--to me, that kind of stand-up debery  
classroom is Iike using a film-striip or a reel to reel tape. It has ment, and 
information will certainly be transmitted to the students, but how much 
more could be done in that room m the allotted time by using the advances 
and tools that are now available to  most of us in our schools. 

OLEs can also provide teachers with the oppommity to develop courses which are 

richer, better stnictured and which dlow for more independent leamhg on the part of 

students: 'Farce que l'enseignant a maintenant à sa disposition toutes les sources 

d'mformation qui lui faisaient naguère défaut, 2 est maintenant capable de construire des 

cours plus riches et mieux structurés (à condition qu'il accepte d'y consacrer du temps), 

et des cours permettant mieux le travail en mtonomie". 

OLEs' support to teachers by allowing them easy access to 'iip-to-date 

information" may explain why some teachers described the Internet as supporthg a 

resource-based and communicative appro ach to language teaching. They explained that 

they tend to teach more 'Rom a resource-based perspective'' and to give more research 

projects knowhg that they can a v d  of the Intemet. The Intemet's capacity to support a 

resource-based or project-based type of learning can also provide support for a change in 

the role of the teacher and the relationship between teacher and learner: 

Because of a number of factors, 1 have found myself moving more to w ards 
a cross-curricular, resource-based, project-centered approach with my 
students. To borrow a phrase, 1 am trymg to becorne more the "guide on 
the side" as opposed to the "sage on the Stage". 1 have foünd that the 
Internet offers resources and access that help foster the types of 
activities/opportunities that 1 want to create. This type of approach, 
though, can be very demanding. It requires a great deal of t h e  and 10 ts of 
organization and background work For the past few years, 1 have tried to 
develop and introduce one, new Internet based pro ject and add it to those 
that I have already developed. In addition, there are many worthwhile 
activities sponsored by other classes that 1 ericorporate (sic) into Our 
classwork - again, offering the same approach of making the students 
more responsible for and in control of their own Iearning. 

Some participants m this study dlscussed how OLEs provide support for and even 

forced teachers to adopt the role of ccfacilitator" as opposed to "a disseminator of 



knowledge": "One of the ways m which ushg the Intemet changes one's way of teachhg 

is that if you had not adopted the role of facilitator, technology will force you to take on 

this role." Another teacher provided support for this change m role: 'The teacher does no t 

have to be at the center of mstnictioe When one can get past this, then integrating the 

Intemet becomes fim and excitingy'. Instead of being the specialist, the teacher cm be 

researcher who sets up the learning experiences for students: 

The internet pennits the teacher to adopt the role of facilitator (so often 
espouseci in professional development but di£EÏcult for many to achieve in 
the classroom) rather than dl-knowing sage. It also allows the generalist 
teacher to Inik fiom an area of strength, i.e., information researcher rather 
than French specialist, to effect leaming opp O rtunities for students. Many 
of the generalists with whom 1 work have fine reading skills in French but 
are hampered by poor oral skillslconfidence; the medium of internet 
increases their ability to participate and lead effectiveIy. 

For some teachers, use of technology can move teachers towards a more 

facilitaive approach. As one teacher explained: "I used to apply the direct approach with 

repetitive drill, teacher led lessons. My style now is more constnictivist, facilitative, 

multi-disciplinary in nature and 1 tend to approach themes with the given, that the 

cornputer is an integral part of activities, center work, etc." Changing the teacher's role 

can help breath a new life into the profession providing that the teacher is willing to 

reconceptualize hidher role. The new role requires a shift in the Iocus of control between 

teacher and student : 

... the Intemet has changed my practice of teaching, by allowing the student 
more control and therefore encouraging more active leamhg in the class. 
As long as  a teacher is willùig to give up the 'sage on the stage' concept, 
and become a 'guide on the side',--the technology becomes an asset and 
not a liability. We needed a breath of new He, teachiing had become 
stagnant, and now we are on the nght track, in m y  humble opinion- 1 look 
forward to surfhg the net, to make the language current and pertinent. 

The change in roles means giving more control to students and allowing them to explore- 

One teacher offered encouragement to other teachers about the new role but also stressed 

the importance of k ing  willing to change: 



Teachers have to be open-rninded and not worry about losing 'the spot of 
authority' that they have traditionally held m nont of the class. If they are 
not f@ of empowering the students to explore, than that wïil enable the 
teachers to expand their horizons. The willingness to watch other teachers 
in action, and to see what their approach is also critical to proper use of 
the Internet, 

The beliefs expressed in this section provide evidence of the enthusiasm felt by 

teachers as they experiment with new online technologies. In the following tables, the 

beliefs related to the advantages of use of OLEs are surnmarized. 



Communication 
& collaboration 

Motivation Rcsources & 
information 

Resources easily 
available at 
bgertips 

Provides avenues 
for real, authentic 
communication 

Students are 
actively involved 
and interested 

1 
Students see 
French as a living 1 laquage 

- 

Provides 
meaning ful 
opportunities to 
use their second 
language 

Students prefer the 
arborescence 
approach of OLEs 

-- -- 

Students are more 
interested in doing 
research using this 
format 

Promotes 
contact among 
teachers 

Provides 
teachers with a 
broader 
perspective on 
education 

Wealth of 
information 
available, 
voluminous & 
abundant 

Makes clearer 
things that are 
being taught in the 
regular classroom 

Students grow up 
in a high-tech 
world and OLEs 
appeal to them 

Enghh sites can be 
translated using 
online tools 

Reduces 
geograp hic 
isolation 

Students are 
exposed to more 
French 

Students find it 
fun and interactive 

B roadens students' 
horizons 

Supplements 
current 
curriculum 

Provides unlimited 
access to materials 
in a wide vmiety of 
formats 

Means of meeting 
Francophones & 
interacting with 
native speakers 

Provides students 
with an authentic 
audience for their 
work 

Students are more 
eager to l e m  
online & respond 
more 
enthusiastically 

Abundant 
opportunities to 
develop written 
skills 

Provides access 
to information, 
software & 
upgrades 

Able to meet needs 
& interests of a wide 
range of leuners 

Students c m  work 
on collaborative 
projects 

Students can 
consult real 
experts 

Promo tes hands- 
on & active 
learninp 

Counteracts lack Enriches students' 
of motivation for 
learning of French 

language 





Communication 
& collaboration 

Motivation Learning Teaching Resources & 
infornation 

4vailable t O 

r tudents regardless 
~f geo graphic 
location 

dakes teaching 
nore real 

j tudents put more 
:ffort into onlirie 
work 

4llows students to 
Je creative 

Ulows students 
nore control 

Large number of 
Francophone sites 
available in French 

Promotes 
international 
solidarity 

lesults in more 
:ffec tive, in-your- 
Yace leaming 

Makes French 
ippeal more to 
intermediate-IeveI 
3 tudents 

Students are 
becoming lazier & 
are dependent on 
vlectronic tools 

Teachers can 
~articipate in 
inline 
kcussions 

Multimedia format 
appeals to a variety 
of senses thus 
enhancing learning 

Provides 
opportunities to 
see parts of the 
Francophone 
world 

Provides leaniing 
in relevant, real, 
zhallenging & 
zonnecting 
Eontexts 

Students' positive 
attitude makes 
teaching more 
enjo yable 

Can be used to 
access activities for 
Christmas, 
Valentine's day, 
holidays, festivals 
etc. 

Source of 
mowledge, 
ideas, 
inspiration, 
çolutions to 
pro blems 

Information easier 
to read than an 
encyclopedia 

Promotes racial 
and cultural 
tolerance 

Useful as a 
productive rather 
than receptive tool 

Students display 
an interest 
regardless of 
purpose of activity 

Students often 
seek out extra 
assignments when 
finished their wo rk 

Provides 
opportunities for 
the development of 
oral skills 

Mows teacher 
to adopt role of 
facilitator 

Provides more 
diverse information 
& wider base of info 
than what is 
available in a ïibrary 

Can be used for 
finding, sharing 
and exchanging 
information and 

Students realize 
French is not a 
dead language 

- 

Allows for 
effective 
integration of 
culture & provides 
for enriched 
exposure to culture 

- -- - -- 

Supports a 
cross-curricular, 
resource-based, 
project-centred 







Resources & 
information 

Communication 
& collaboration 

Can be used to find 
songs and lyrics of 
French music 

Teacher should 
not be only 
linguistic mode1 

Useful for doing 
research on French- 
speaking cities, 
countries, 
comrnunities 

Online chat d o w s  
opportunity to 
c l a m  grammar 

Impermanent nature 
of sites gives 
students feeling they 
are dealing with 
living data 

Real-world 1 Motivation 

Jnternet is best 
used as a 
communication 
tool 

Helps in teaching to 
remote smali 
schools 

Provides interactive 
activities, treasure 
hunts, crosswords 

- 

Students are 
ravenous for 
contact with 
outside world 

Keeps students on 
task 

Today's students 
are different from 
those of 2-3 years 
ago and are raised 
in audio-visual 
environments 

Reports & music 
clips can be 
downloaded for 
listening activities 

Teaching 

Technology 
forces teacher to 
be a facilitator 

Provides suppon 
for cultural 
objectives of 
program 

If teacher is 
w i h g  to be 
guide on side, 
t echnolog y 
becomes an asset 

Can be used in 
the development 
of themes 



Resources & 
information 

Communication 
& collaboration 

Motivation Leaming 

Speaks to the need 
3 f  cross-disciplinary 
teaching 

Encourages 
coliaborations that 
take students far 
beyond classroom 

Opens up 
Aassroorn to more 
xltural inputs than 
library 

Provides access to 
most media 

Presents activities 
that are relevant 
and interesting so 
students are too 
involved to use 
English 

-- - 

Students interact 
with information 
that is contemporary 

Provides a change 
of pace from the 
regular classroom 

- - 

Access to info fdls a 
void that existed in 
pre-internet times 

Provides students 
with other language 
models 

Teaching 

Wilhgness to 
watch other 
teacher's 
approach critical 
to proper use of 
intemet 

Boring to use 
only prescribed 
materials & not 
spice up 
teaching with 
new methods 

AUows teacher 
to vary teaching 
style and pushes 
teacher to keep 

Can be used to 
search for ideas, 
lesson plans or 
articles 

Table 5.2 Summary of beliefs related to the advantages to use of OLEs 
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In many cases, coupled with the enthusiasm about the advantages of OLEs are 

the hstrations experienced by some teachers as a result of their attempts to make use 

of OLEs. The next sections of this chap ter concentrate on a different category of beliefs 

than what was presented m this section Leanmig and teaching may be enhanced through 

use of OLEs. Yet for some teachers, the hstrations expenenced or perceived have led 

the teachers to form beliefs that raise important issues and questions about the use of 

OLEs in ianguage les-g. 

5.3 Beliefs Related to the Challenges to Use of OLEs 

In contrast to the previous section which concentrated on the value of OLEs for 

the teaching and learning of FSFL, this section highiights those beliefs which generally 

question its value or which raise concerns about use of OLEs, Issues related to time and 

the cunïcuZum constitute the first sub-category in this section. The lack of training, 

support and vision constitute the second sub-category. The third sub-category focuses 

on issues rehted to comectivïty, online access, access to computer labs and supply of 

equipment. The fourth sub-category concentrates on beliefs which present the challenges 

related to monitoring students while onlùie and controIling what they do and access 

while onliae. Students themselves are the focus of the next sub-category as teachers 

describe their beliefs about how, sometimes, snidents may resist their attempts at trying 

to teach and prornote learning in OLEs. In the h a l  sub-category are beliefs which 

emphasize the particular challenges related to the Internet, and such issues as navigation 

and information overlo ad- 

5.3.1 Time and the Curriculum 

In this sub-category, two main issues provide the focus of beliefs: time and the 

cumculum. Some of the beliefs in this section could have been grouped separately, i-e. 

some in a sub-categoy of time and others in a sub-category related to the cumculum. 

However, while teachers might believe that the Internet is "good resource" for the 

curriculum, they rnay also see it as a "great time-waster". The importance of tirne 



management in teaching was expressed by this teacher's comments m relation to use of 

the Intemet: 'The is of the essence when teaching therefore one is apt to give up before 

achieving success." Many teachers m rhis study referred to lack of available tixne to be 

able to prepare for use of the Internet m their teaching : "AU of po tential (sic) for Uitemet 

is UnJimitecl but like many others there is no time to get on it. 1 do not have preparation 

time of any kind and 1 have to leave some time for a personal life". Teachers expressed 

the belief that use of the Internet in the teaching of French is "the-consuming", that it 

requires O pp O rtunities for "advance p reparation" and that "availability O E preparation 

time necessary to use the intemet in class is bited". Whjle a teacher may want to 

devote more time to the Intemet, 'There are so many demands put on teachers, it is very 

difI5cu.b to find the time to do all the things one would like to do". 

Time can be consumed by "surfing aimlessly", by students "browsing the web 

in other areas", by needing to screen sources "so as to ensure that communication is in 

French" waiting for information to be downloaded, translating sites and postjne student 

work on the Internet. Preparation time may be  lengthened as the technology becomes 

more sophisticated: "je passe plus de temps à analyser une vidéo qu'à analyser un vieux 

fiLm fixe ou une photo; je passe plus de temps à préparer, dans mon ordinateur, un 

exercice avec des Liens hypertextes qu'à ronéotyper un texte, je passe un temps fou à 

essayer de suivre les trop rapides évolutions informatiques.. .". 
The vast nature of the Intemet can challenge the tirne that teachers have avdable 

to them: "I am constantly exploring new sites that fnends or the listservs that 1 belong 

to recommend and trying to come up with innovative seasond projects as well. n e r e  is 

so much matenal on the web and so littIe fkee-time to access it!" Time is necessary in 

order to plan properly in order to make best use of instructional periods: 'Few teachers 

are willing to spend the time it takes to find sites, plan lessons around them and assess 

their effectiveness. Without that commitrnent, these projects can eat up valuable time 

and lead nowhere". Another teacher described needing the preparation time in order to 

reach a certain comfort level in the use of technology: "I can't seem to h d  the tirne to 

get prepared where 1 feel cornfortable using it as a teaching tool". 



In terms of teachers' beliefs about tïme and the Internet, the cumculum plays an 

important and conflicthg role. Having su£ficient t h e  to devote to the curricdum may 

mean that there is not time for mtegration of the Internet as this teacher explains: 

I'm afkaid that the projects will take a long t h e  to complete. L'rn always 
pressed to cover a.ü the objectives by Jme and I'm afiaid that I'll fall 
behind by taking my students to cornputer room The Intemet seems like 
something extra that needs to be taught, even though i now (sic) it's 
supposed to be integrated into the cumculum like any other tool. 

Sorne teachers in the study described not using the Internet more because of a lack of 

''instructional t h e  to complete the prescn'bed cUmCU1um7'. They noted that use of OLEs 

may actudy decrease "the necessary instnictional tane needed for the cornpletion of the 

prescnïed curriculum". Concem about thne led one teacber to aB5-m that 'Vsing the 

internet with young cMdren is no t using instructional time wiseIy". In the fonowing 

excerpt, a teacher described in detail the challenges related to use of OLEs and time at 

the primary level: 

The time needed to plan effective use of the intemet is daunting. Simply 
kding appropriate sites takes forever when you end up with over 500 hits 
on a certain topic and those hits have links, and the Links have links.. well, 
before you know it, you've been on-line for 3 hours and sti l l  haven't 
figured out what you're gomg to do for your intemet class! This being said, 
1 have to admit that this is very tirne-consuming. Working with young 
children dways is. Typing even a few sentences takes forever, and when 
you add typing in a second hguage, correcting, using accents, etc., it's 
even worse. (And thiî is a s m g  that your computers are up and ninning 
when you need them). This is the problem with keypal activities, too. 

Finding sites related to the cumculum that are at the appropnate level of 

di"cu1ty for the students and evaluating if the sites are at a level the students c m  

understand may &O consume valuable tirne: 'With such an intense cumculum, to iise 

the Intemet one must have appropriate sites to ensure objectives of Iessons could be 

achieved and make maximum use of time". Teachers remarked that they already have 

plenty of resources with which they are very busy, that their program is "already so jam- 

packed full of activities, you have to make an effort to fit in an Intemet activity usually 



at the expense of something else". Others explainecl that they cannot use the Internet 

because there is "too much other curriculum to cover". One teacher descnied the 

conflict between time, technology and the curriculum: 

Our educationd system works against these very valuable but time-eating 
leamhg projects, There's the "cuniculum to cover" - always more than is 
ever possible even without the extra projects. Why do just two themes 
when we c m  do six? And what's wrong with a system that has kids and 
teachers ninning fkom one subject (sometimes even one ro om) to the next, 
with no tirne to reffect, to process, to - gasp! - relax? It drives me crazy. 
And as long as teachers are wining to play by those antiquated d e s ,  the 
nouvelles technolo @es wiIl remain just that. 

As one teacher observed: 'Every one of my colleagues says the same thing: 'Td 

love to do that (e-mil correspondence, joint research projects, global surveys, etc.), but 

1 dont have tirne". The traditional curriculum always takes precedence, and 'covering 

the material' as laid out in the district curriculum guide is forever the driving force". 

Other teachers rnay argue that the problem is, not with lack of t h e  and curriculum 

demands, but with the teachers themselves: ' 3  think that teachers do feel pressured by 

many factors to cover their curriculum but 1 think the main problem why teachers dont 

"nit " anything else in is with the time-management skifi and the motivation of the 

teacher." Personal factors may also play a role: "There is no free time at school and 1 

have a very busy f d y  He* Cornputers and technology are not 'interests' of mine. 1 tend 

to focus more on creative aspects of teaching (ie. art, music, singing, w R h g  etc.)." It 

rnay also be îhat what is needed to balance tirne and the curriculum is cornmitment: 

The number one skiil to master is tirne-management! Teachers need tirne 
to search out international schools that seem promising for collaborative 
work; time to correspond with teachers on the other end and to plan the 
course of action; time to look at their own curricular needs - either 
thematic (Native Americans, the human body, the rain forest, etc.) or 
linguistic (literacy skills, vocabulary develo pment) and to embed those 
objectives into the project; t h e  to work on the project in class and still 
get in math, reading, science, etc.; tirne to assess the project and students' 
individual performance; and hally, time to learn the technical stuff. If 
teachers can manage all that, they have aJl the skills they need. But that 
is one huge task, and without a deep-seated commitrnent to looking 



"outside the box," that just ain't gonna happen!!! 

Certain issues reIated to curriculum and teaching independent of the issue of thne 

may, for some teachers, present challenges to use of OLEs- One teacher questÏoned the 

Internet's "relevance to the curriculum". Another noted that she did not "see a lot of 

benefit coming fkom it". Other teachers commented that "matching projects/activities 

with curriculum objectives is  sometirnes a problem" or that "the activities and lessons 

suggested are not conducive to Internet usage". Others explained that they do not use the 

Internet because they "...have a very good program to use and time is &O a factor -2'. 

Another teacher explanied: "I do not feel that I need to use the Internet more often since 

it is important to vary teaching rnethods and resources to provide students the best 

- ~pportunityforlearning'~~BeIie~aboutwhatconstituteseffectivelearningcanalsoaffect 

a teacher's wiilingness to use or interest in OLEs: "While a great deal can b e  learned 

fiom the Internet, it should not be used as the sole resource. There are many other 

valuable resources avaiIable which should not b e  overlooked simply because we, as 

educators, have jumped on the 'cornputer bandwagon'. Moderation and variety are the 

keys to successfbl leaming". 

Teachers may need to be reassured that there is indeed a benefit coming fiom use 

of OLEs. Cuniculum outcomes and objectives must be the driving force behind attempts 

at technology integration according to tbis teacher's beiiefs: 

It is a resource, however, that needs to be used with specific goals in 
mind which require fkequent evaluation to determine if the technology 
is indeed able to rneet cumcular outcomes. I find it somewhat disturbing 
that some educators feel they are progressive jn their methods simply 
because they use computers. Again we must keep our objectives in clear 
view and ensure that students are benefitting from the technology. 

Use of OLEs, on one hand, and the cumculum, on the other, may b e  seen as 

being in cornpetition with each O ther. Teachers commented that "there is to O much 

material to be covered in the curriculum to allow teachers to experiment with the 

Intemet". This rnay be the case particularly for primary teachers: "1 h d  the primary 



French Immersion program to be 'surchargé' aIready because we r e a y  have to build up 

children's language levels so that they can understand the materials and information 

which corne at them everyday." The foilowing primary teacher explains why she does 

not believe in encouraging online learning with her students: 

Teaching grade 2 students to go on the Internet (regardas of Fre-eng) 
when they should be taught sound reading and wrïting principles seems 
to me to be putting the cart before the horse. Our cun?culum is 
overloaded. Therefore one would have to be done at the expense of the 
other. Above all else, 1 want my kids to enjoy and value a good book 

Other challenges that were raised by teachers focused specifically on workmg in 

a second language in OLEs. In the following excerpt, the teacher argues that there are 

challenges that arise in online learning simply because of the fact that students are 

workmg in a language which is no t native to them: 

But moa  importantly, we are t a h g  (sic) about a second language here! 
Unless you happen to be forninate enough to have French-speaking 
support in your media center, it is up to the teacher to provide the 
linguistic help that non-natives need to navigate their way through the 
Intemet. Project-based leamhg is very different in the L2 classroom, 
where students' language acquisition is far below their inteiiectua.1 
abiIIties. It doesn't matter if you're in a third grade French immersion 
class, in high school or even at the university: d e s s  your L2 reading 
Ievel is on a par with that of your native language, everything takes twice 
as long, and the teacher's role as Ianguage resource is cntical if students 
are reany gohg to benefit fiom their t he  spent on the 'Net'. 

The followmg excerpt presents the r d t s  of one teacher's attempts at conductmg 

an online project. The teacher descn'bes her fnistrations with trying to teach her students 

how to design web pages in French: 

1 am pleased Wth the pages but 1 feel as if 1 did not meet the objectives 
of the French cumculum Most (d really) of the classes in the lab were 
conducted in English It is impossible to teach grade eight Core students 
how to do somethhg so cornplicated using the French language. Also, 
because we have only 16 machines and each class has 25+ kids of 
varying abilities and motivation, several kids finished a week before the 
others. Add into this the students who were absent every time we went 



to the lab (they dont evea have a web created!), and it made for some 
confusion 

The conflict and problems evident in the beliefs in this sub-category highlïght the 

problems encomterd by teachers m relation to trying to organize their time in order to 

meet the demands of the curriculum and of working in OLEs. hcreased training and 

support may not address all of the issues related to tirne and the cumculum, but, as the 

next section may illustrate, some teachers believe that the lack of training, support and 

a clear vision represent sigmfîcant challenges to use of OLEs for the teaching and 

learning of FSFL. 

5.3.2 Training, Support and Vision 

As i ts title suggests, this sub-category groups beliefs relates to three areas. For 

some teachers, training is a type of suppoa. For others, while they do not require 

specific instructions in how to use the technologies, they may require assistance, 

technical support, or moral support. The link between training and support, on one 

hand, and vision, on the other, cornes fiom teacher's belief that, as part of learning ho w 

to integrate technology, they need to understand why they shodd integrate it, for what 

purposes, and with what benefits. 

While some may thaik that teacher preparation programs would train teachers in 

how to make use of OLEs, often this is not the case. As one teacher noted: '7 tend to fd 

back on the way I leamed best which did not include the Interent (sic)." The fast Pace 

at which technology changes c m  present an even greater challenges in terms of tryhg 

to keep pace and leam new skills: "Technology changes so fast, anything 1 would have 

leamed in my schooling is outdated. (And 1 graduated in 1996!) The schools are ail too 

often outdated themselves, creating a reverse problem, the new teachers understand how 

to use the new technology but the shcool (sic) has the old stuff." Texts, experience and 

university training are not always effective means of preparing teachers for use of the 

Intemet: 



Shce 1 believe that there is such a thmg as a "teacher's personality" (with 
ail the suspicions these stereotypes justly evoke), 1 am sure that we tend 
to invest a much more considerable part of our preparation tirne for 
internet courses. We all tend more or less to be "perfect" and want our 
lessons to be adequate. Whereas experïence and routine as well as 
textbo O ks (in the Iargest sense) help us as guidelines, we are completely 
helpless when attacking such a new thing as intemet. Besides, we also 
have no idea of what kind of result we can expect. We also have a c e a a .  
knowledge of teaching techniques fiom university - but for most of us this 
modern device was non existent when we were trained. 

The lack of trainhg and, subsequently the lack of knowledge in how to make use 

of OLEs, results in high levels of ikustration for some: 'With such emphasis on 

technology/internet etc. in the schools now ... 1 am extremely hs t ra ted  as a teacher 

because insenice in these areas is not provided. If I am expected to do it along with 

everything else I do outside of the many extra hours 1 work at home, then 1 Say no!" 
The hstrations experienced by some teachers may also be accompanied by certain fears 

about usbg new technoIogies. In the folIowing excerpt, one teacher expresses the belief 

that training must talce into consideration teachers' emotional response to the new 

tec hnolo gy: 

While 1 agree that childrenis learning opportunities are often severely 
hampered by the slow pace of teacher development and that even leading 
edge technolo gy c m  wilt if teachers defadt to their old ways, we need 
to remember that many ad* are petrified of this s@....The focus in 
teacher development should be on tapping into the excitement of 
technology without putting a lot of pressure. It should b e  made ciear that 
NO one is an expert, that we're a11 in the same soup learning along side 
Our students and Our colleagues, 

In terms of teachers' emotional response to technology, training may be 

important in order to give them the confidence needed to believe that they can 

eEective1y deliver a lesson. As one teacher commented: 'In terms of adjusting, 1 am still 

a lot more cautious than 1 wouId Jïke to be about using the technology .... 1 feel great when 

a lesson works well, but 1 donit relish the sense of nervousness 1 feel before a lesson!" 

The nervousness experienced by teachers may lead them to avoid using cornputers 



because they '%el intimidated by their lack of kno wiedge". Concem and fears about 

wasting time or about the perception of colleagms may, as well, discourage a teacher 

from maklxxg use of the Internet in teaching: 

Je crois qulntemet sert beaucoup pour une classe, tantot quand tout le 
monde est ensemble, tantot pour un travail individueL Mais je ne sais pas 
comment utiliser Internet dans ma pratique quotidienne, j'ai peur d'amener 
mes étudiants au centre de ressources et perdre les 40 minutes de classe 
d'autant plus que les professeurs de langue n e  sont pas censés utiliser cet 
espace. Nous avons notre laboratoire avec audio et vidéo. Il y a beaucoup 
de résistance au changement et si je vais au centre et que je perds mon 
temps, ça ne va pas être très agréable. Au fait, je veux travailler avec 
Intemet en classe de FLE mais je ne sais quoi ni comment. Un vrai 
problème, n'est-ce pas? 

Feeling 'ccomfortabley7 is important to some teachers in tems of their ~ g a e s s  

to use the technology in the classroom. One teacher commented that she was "Ody at 

(sic) basic stage of being comfortable with Internet". Another commented: ''I tend to 

rely on the tried and tme. I guess 1 don't feel com£ortable enough with it myself to show 

stuff to students." And another: ' We have a long way to go before the 'net' becomes a 

comfortable part of our school day. A lot of money is pent (sic) on hardwarefsoftware 

but not on support/triiinmg." To feel comfortable using the Internet, teachers may 

believe that it is important that they know more than the students on the subject: 'T don' t 

feel comfortable rnyself using the Internet. 1 feel that when we use it as a group activïty 

1 know less than most of the kids". Without adequate training, teachers may feel a- 
equipped to help students: '?: do no t feel like 1 have adequate skills to heIp my students 

utilize the Interenet"(sic). The iack of cornfort with technology led one teacher to 

conclude: 'Tf 1 cannot do it myself 1 cannot teach it". 

In terms of training, some participants in this study believe that teachers need 

skrlts "to fix things", "to fiiid the incormation" needed, and "to use it efficiently in 

class". They require c ' inse~ce on ways to integrate it h t o  the curriculum'' and "further 

instruction on project based I e h g "  as  well as "appropriate follow-up on an on-going 

bais". Some teachers in this study indicated that were very willing to use the 



techology, recognized its potentiaI, but needed training in the technical aspects of using 

the Intemet: 

Quant à llnternet comme instrument de recherche ...j'y vois plein de 
potentiel sans avoir appris à en profiter. J'ai toujours de la dB3culté à 
accéder au RF? par exemple, parce que "download RealPIayer" n'a 
jamais réussi En bref, je suis consciente du potentiel, mais je reconnais 
que les profs qui  sont beaucoup moins enthusiaste que je ne suis et qui 
connaissent les problêmes techniques que je connais n'y arriveront pas. 

Teachers are &O interested in 'laiownig what sites to access and what the 

objectives of using the sites are". They are interested in 'lcnowing which sites are 

appropriate" and 'knowing what sites are available" and which ones "fit with the 

prescribed curriculum". One area in which training may be lacking and needed is in the 

identification of appropriate resources and activities. Teachers indicated that there is a 

'lack of info about suitable on-line activities or  uses" and that they "are not aware of 

sites" which correspond to "curriculum outcornes". Another noted that if teachers h e w  

good sites, they wodd be able and willing to access them: ''If someone codd point out 

valuable sites or activities to me, I'm open to becoming involved". 

Knowing which sites are availabe and which ones are appropriate represents a 

type of training from which some teachers wodd benefit. Others rnay &O believe that 

they require training to understand the vocabulary and to have a 'laiow1edge of the 

cornputer terminology in French": 

1 think the greatest pitfdl in foreign language education is the fact that 
teachers often do not know this vocabiilary in French thernselves and so 
fd i  back on the EngIish out of expediency- High-school teachers who 
have relied primarily on text-book language wodd find it extrernely 
dEcult to teach cornputer-related skills in French. And then to get onto 
the Intemet and encounter texts cold - with no chance to look up new 
words - can be very threatening to teachers who are used to follo wing a 
text book. I apphud those teachers who have taught themseLves the 
luigo and who work on their reading skills so that they can be effective 
teachers in improvised situations. But 1 dont think many 
teacher-preparation pro gram include this kind of learning experience. 

For some teachers, training represents a means of understanding how to integrate 



sites into pedagogical material: "For me, the intemet is like a huge resource centre full 

of partially catlogued (sic) books. 1 need somebody to help me find what I am looking 

for because 1 dont have the time to read each table of contents for those books not yet 

catalogued,..,The part 1 h d  the most mistrating is fïnding the time and energy to decide 

how these sites will be usefd to my students". Training may help teachers understaud, 

not only how to use the technology, but why to use it. Some participants in the study 

indicated in terms of the Internet that they were "not aware of its value in improving 

learning" or that 'We would need a reason to go online" or, as another teacher stated: 

''I would need to decide exacdy why 1 am using the Internet with my class". Others need 

concrete suggestions or ideas about what they might do with onIine resources and tools: 

"Maybe it's because I'm not very creative, but 1 have diEculty coming up with ideas 

for projects which could incorporate the Internet". 

Not knowing how to mtegrate use of OLEs into present practices presents a 

significant challenge to some teachers: T must confess 1 am one of those teachers who 

believes that the internet is a very usefül teaching tool but have not yet figured out how 

to incorporate it into rny teaching on a regular basis. 1 have not yet learned how to create 

a web page and my main use of the intemet at present is for e-mail and discusssion (sic) 

groups." In spite of an interest in and willingness to use new technologies, some 

teachers may be completely unaware of ho w to exploit the material pedagogically: 

Mon problème est que je ne sais pas trop comment utiliser llntemet en 
classe. C'est qui me manque est une formation pour transformer ce que je 
trouve en Intemet en ouîii didactique. Peut-être n'y a-t-il pas une formation 
de ce  genre? Et c'est nous les professeurs qui devons trouver l'utilité 
didactique h Intemet? Avec d'autres outils (articles de presse, K7, vÏd6o) , 
je sais comment les utiliser car j'ai été formée pour cela Sauf peut-être 
pour la vidéo, mais j'ai lu des livres du type "La vidéo en classe de 
langue". Mais en ce qui concerne Intemet, je me trouve face à un support 
très riche, varÏ6, hétérogène et je ne sais pas m'en servir du point de vue 
pédagogique. Ça me passionne les endroits que je découvre, mais que faire 
pour transformer cela en matériel didactique? 

In the folIowing excerpt fiom a discussion with one of the study's participants, 



there is a cnticism of certain approaches taken to training in use of OLEs. The individual 

argues that too much emphask is placed on technical training and not enough on the 

pedagogical training needed by teachers m order to effectively iutegrate OLEs into their 

teaching : 

Les nouveaux paradigmes pedagogiques ne sont pas percus, apprehendes, 
-donc non-appro pries-,par les enseignants. Ils continuent a travailler 
comme par le passe sans infornation et sans maitrise des outils. Les 
formateurs des enseignants sont surtout familiers des technologies 
informatiques ... De ce fait, l'accent est mis sur la technologie 
informatique, les reseaux, comment ca marche ...; rien sur les usages, 
encore moins sur la nouvelle pedagogie a prodiguer. Je peux compter 
I'experience d'enseignants qui à L'issue de 5 jours passes en formation, ne 
maitrisaient pas la recherche l'information sur les moteurs de 
recherche ..... Ils ne recoivent donc aucune formation a l'accompagnement 
pedagogique, tout etant mis sur la maitrise technologique, a savoir faire 
fonctionner la machine, (ce qui peut bien sur depanner les profs en peine 
de le faire), mais les eleves dans ce cas sont laisses a leur apprehension 
faute d'un projet d'ensemble. 

While some rnay believe that there is too much emphasis on technical training 

to the detriment of pedagogical training, others may argue that without the necessary 

technical training which must corne fïrst, teachers will remain essentially feztrful of and 

uncodortable with the new technologies: 

Intemet, c'est d'un seul coup pour des profs étrangers souvent beaucoup 
plus isolés et limités dans leurs pratiques de classe qu'on ne croit, quelque 
chose d'infiniment ouvert et qui donne le vertige. Dans un premier temps, 
bien comprendre ce qu'on peut faire avec I'outil rassure. La formation ne 
doit en aucun cas faire l'impasse sur les différents usages et  sur les 
pratiques nécessairement participatives qu'ils induisent mais dans un 
second temps. Si l'enseignant se sent dépassé par la machine, il ne peut 
en aucun cas apporter une dynamique à sa classe, déterminer des objectifs 
et évaluer des travaux. On n'est pas sérieux envers Is enseignants en leur 
laissant croire que Ia technique est vite apprise qu'elle n'est rien. Non, elle 
est un préalable parfois difffcile à a s d e r ,  qui demande des répétitions, 
de  la pratique avant de l'oublier pour se consacrer à l'essentiel: les 
questions pédagogiques. Si on oublie ça, on crée des gens mal à l'aise 
avec les nouveaux outils qui n'osent avouer leurs peurs parce qu'il faut être 
moderne et connecté. 



A s i m k  belief about the importance of technical training as a prerequisite to 

pedagogical training is expressed by the following participant in the snidy: 

En clair, avant d e  parler des usages d'une technologie comme Intemet en 
classe de langues, il faut de leur point de vue apprendre d'abord à se servir 
de l'outil. Inutile d'explorer les ressources disponibles sur la toile si les 
techniques de sauvegarde diine image, d'un texte n'ont pas été assimilées. 
Inutile de savoir quels sont les avantages pour la classe d'une 
correspondance électronique si on ne m a î î e  pas correctement un logiciel 
de messsagene. Il faut un minimum de maîtrise de l'outil pour aborder les 
questions d'ordre didactique. 

In some cases, teachers may not believe that it is training which is required rather 

it is an increased level of support fiom administrators: "Some administrations do no t 

give release time a d o r  make compensatory accommodations for teachers who want to 

integrate technology into the curriculum and assess its effectiveness in reaching 

cumcular objectives". For others, it may be technical support which is required: "I 

teach in a smalI school where computer literacy especially trouble-shooting is limited. 

This discourages computer use in my very busy demanding teaching day". Support c m  

also take the form of providing teachers with a desire to want to change and to try 

something new: 

AU too often teachers are Ieft in their room and the only support they have 
is their textbook and the other materials dictated by the powers that be! 
No wonder they dontt want to change. We work so hard to create 
excitement in our students and hope that it will spread through the rest of 
the class, that we forget to fiiel the excitement with other teachers. 

Another form of support is that which cornes from feiiow teachers: "1 believe 

more teachers would be more apt to use the Intemet if they had more support and 

training. Anything 1 see done at present is ail done through the individual teacher's 

initiative. There is not much mentoring between the teachers that do know how to use 

technology and those that don't". The lack of mentoring may be difficult to achieve 

when felIow teachers have Merent beliefs about what it means to teach effectively. The 



following teacher describes her beIiefs about colleagues' reaction to her use of 

technology: 

I am considerd a nut, albeit a nice, fiiendly one, by my colleagues. Nose 
in the computer, out of touch with "rea1ity"and so on and so forth. For 
years, 1 ûied to convert hem, with absoIuteZy no success, but occasionaJly 
with some backhsh, Please note that my colleagues are aU hard-workmg, 
very dedicated teachers whose goal is to get their students (university 
level, ranging fiom beginners to advanced) to master the French language 
and literature. But they are convinced that the only way to do this 
effectively is for the teacher to be the almost-only source of input of 
knowledge. (the almost part consists of supplemental materials, carefdly 
chosen, such as slides, video, audio and even the occasiond web site - the 
latter behg rare). There is an unspoken, perhaps unconscious, distrust of 
the ab- of students to learn on their own... they must be carefuIZy led to 
bowledge and that knowledge structured according to the priorities of the 
teacher- And testing. .. sigh ... 1 c m  best describe that sort of testing as a 
regurgitation of what the teacher has tried to instin, mostly in terms of 
g r m a r  correctitude (yes, I kno w that's not a word). 

Teachers may have different beliefs about teaching and learning that can affect 

their mterest in technolo gy integration- The newness of the Internet c m  affect teachers' 

beliefs about its usefulness and resdt in less support for teachers interested in m a h g  

use of it. One teacher described her experience and beliefs about her colleagues' 

perceptions in this are= "Since 1 am delving into "waters" as yet unexplored 1 have little 

support fiom my cokagues. (Many of them think the use of technology in the classroom 

is a "passing f a d  and are unwi[]ing to use it.)". The perceived lack of support may result 

from different levels of enthusiasm and interest in using OLEs: 

My Fustration is that few others at Our school. share this enthusiasm, and 
without that sense of adventure and excitement, it is hard to be motivated 
to put forth the extra tirne and effort uiat Internet projects requïre. 1 do not 
really fault m y  colleagues; we are so overwhelmed by the demands of 
teaching in an immersion program where everything has to be translated, 
adapted and squeezed into too few hours. Teachers are stressed and tired 
(and it's only October!) and just want to get through their curricula, And 
the biggest reason for the apathy is the Iack of tech support available to 
us. Every year we get more and more equipment but no added tirne to 
learn how to use it or how to irnplement it in the classroom, Most teachers 



have simply given up. 

As the beliefs ni. the previous excerpts have shown, there are many issues related 

to training and support for use of OLEs in the teaching of French. A m e r  issue raised 

by participants in this smdy is that of the dtimate aim of training and support. The 

following excerpt suggests what this aim shodd be by pointmg to the pitfalls of lack of 

training and development: 

The one piece that is crucial to the success of Internet-based teaching - and 
which is so often lacking - is staffdevelopment. As 1 mentioned above, 
without good tech support to ensure that equipment is working, teachers 
lose interest. And without staE development time (which means $), we 
will continue to teach in the same old way, tinkling with machinery but 
never reaIly rede-g how we teach. New technology has to mean new 
teaching practices, but we are not there yet. 

A similar insistence on changïng existing practices and on forging new paradigms 

is expressed in this criticism of the current vogue of interest in new technologies in 

France. The individual's cnticism points to a need to move beyond a purely 

technological vision in the use of OLEs: 

L'effet de mode "NTIC" qui sevit en France conduit a sur-valoriser la 
technique, le cote marchand, a en faire un passage oblige; certainement 
pas a insister sur les nouveaux usages, sur les enjeux pour la formation 
des jeunes, sur les nouveaux paradigmes dans l'apprentisage (sic) et dans 
le rapport au monde, sur les nouvelles ecritures, etc ..., bref a indiquer les 
tendances et a cladier les reek atouts de ces technologies pour repondre 
a des besoins identifies. Pour moi, ces comportements ou attitudes 
redent un risque potentiel de derive, d'echec dans l'introduction de ces 
technologies dans l'enseignement si on en reste a une vision purement 
techno Io gique. 

W e  a vision that moves beyond the technical aspects may be necessary for 

effective use of OLEs, still, some maintain that for hill integration of the Intemet into 

teachuig, large-scale systemic change as weil as changes in thinking of teachers, parents 

and students will &O be needed: 

If we accept that the majority of education wïU be conducted by means 



of the internet, then we're going to have to start fkom the bottom up, 
demolishing ivory towers and slaughtering sacred cows on the way. 
*Ail* of us wodd have to be re-educated, though some (like me) would 
need more re-education than others. That's a big "if". Those of us in the 
trenches know it would take a while, even if accepted philosophically, 
because it wodd require mcredible amounts of money to implement. A 
lot of our colleaugues (sic) are very cornfortable wïth the way things are 
now. So are a bt of the parents of the kids we teach, So are a lot of the 
foIks in the universities who are teaching our soon-to-be-colleagues. If 
we, as a society, decide to go this route, there are a *bunch* of 
challenges ahead, 

Hawig a vision and wanting to bring about change may require facing many 

"challenges ahead". The beiiefs expressed in the following excerpt suggest that such 

challenges rnay be insurmountable: 

Ln order to irilplement this degree of change, we'd have to teach the 
teachers how to use the intemet, and help guide them to ward developing 
their own courses- Then, we'd have to cut class size down fiom the 
present 25-30 student average to about half that many kids. We'd have 
to give teachers prep periods (most Alabaman teachers do not have prep 
penods during the school day - if you need to prepare classes, you do it 
at home, or at schoolbeforeand after the school day). W e  doing this, 
you have to convince the State Board of Education, the parish (that's 
Alabaman for county) school board, and the parents that you're doing the 
right thing. Re-readmg this, it sounds an awful lot like whining, but that's 
not the point. 1 just wanted to pomt out that there may be reasons other 
than conceptual disagreements to not hurtle into using the inter.net as the 
ptimary resource for  teaching. 

A M e r  challenge to bringing about fùll integration of technology into language 

teaching relates to the difficulty in changing the way people think. In the following 

excerpt, the teacher js critical of repeated attempts to change ways of thinking, practices 

and roles by introducing a new took 

Les formateurs devraient être des p6dagogues familiers des concepts et 
des usages d'une pédagogie active, bien-sûr mais d'un autre côté on ne 
peut pas changer brusquement les mentalités. A chaque fois qu'un nouvel 
outil fait son apparition dans la classe de langues c'est la même 
histoire,on veut tout lui faire porter. -et les mêmes discours messianiques 
reviennent..on va bouleverser les pratiques pédagogiques, on va faire du 



prof un incitateur, un facilitateur et l'dève va se  former seul avec la 
rnachme,etc., 

Some may argue that what appears to be a vision for technology integration is 

nothmg more than an illusion. In the following excerpt, a teacher reflects on what c m  

happen as a resdt of having a view that is too technocentric: 

Beaucoup de decideurs et d'enseignants sur-valorisent la technologie (ce 
que j'appelerai " l'illusion technologique"); aucun accompagnement a la 
mise en place de projets pedagogiques n'est reenement mis en place, ni 
suivi et evaluation a fortiori. ,.jlemployais le terme d'ILLUSION 
TECHNOLOGIQUE pour denoncer 2 types de comportements: - le 
premier qui consiste a ne voir la technologie que comme une fin en soi, 
un but. On achete, on &talie des equipements (micro-ordinateurs et 
modems, Ie plus souvent des PC bas de g m e  peu evolutifs, peu chers 
pour avoir le maximum de machines, achetes chez Tassembleur du coin, 
mais avec tous les problemes de maintenance que cela induit tres vite et 
tres souvent) et pour le reste,- a la fois les contenus pedagogiques, les 
usages pedagogiques, les logiciels educatifs, les budgets pour un reel 
fonctionnement (ne serait-ce qu'une ligne telephonique dediee a 
Ilnternet, les couts de connexion, ...) ne sont pas pris en compte par les 
Fnanceurs ou Education Nationale. Cela est laisse aux etablissements 
qui ont toujours la meme enveloppe de fonctionnement e t  cet aspect peut 
etre critique. ., .Pour developper un peu plus ce concept d'iuusion 
technologique, - et cela est mon deuxïeme point -, ce discours 
technologique est devenu dominant dans la bouche de quelques 
universitaires en sciences de Seducation, ceux qui decouvrent ces 
technologies aujourd'hui et qu'elles fascinent plus qu'ils les utilisent. 
Tous les problemes d'acces aux savoirs, a la formation, etc ... seraient 
resolus grace a 1'Internet, l'extranet, l'intranet, les Cd-roms.. , sans 
distinguo. Il ya la un mythe sous-jacent. On s'achemine ainsi à former 
des "developpeurs" de produits de formation, pas des pedagogues 
NouveUes Technologies Educatives.. . 

Myths, illusions or visions? The beliefs expressed in this section on the 

challenges related to use of OLEs suggest that the issues of training and support are 

indeed complex issues particularly because they relate to Iarger issues or questions such 

as: Why are we using the technology ?, How should we use the technoiogy? and, 

Should we use the technology?. The following section considers other challenges 



related to technology use. These challenges relate less to theoretical issues such as 

visions and changing mentalities, and more to practical issues such as having the 

required equipment and O btaining onluie access. 

5.3.3 Access and Equipment 

While many of the beliefs about the obstacles to computer use rnay relate to 

humiin factors, some of these beliefs relate as wen, to strictly technolo gical issues such 

as lack of equipment, unreliable equipment or access to seMces or to the computer lab, 

slow connections and lack of technicd assistance, Teachers' reluctance to use the 

Internet in teaching may be rehted to lack of access to the Internet at home: 'l am not 

connectai at home so 1 find it tirne-consurning after school to prepare lessons." In other 

cases, access may oniy be avarlabie outside of school at the local library- Newfoundand 

teachers are provided with ten hours per month of fke online access through 

STEM-Net1. Ho wever, teachers may find such access to be hufficient if they have to 

use this account for student projects. One teacher e x p h e d  why she would not use OLEs 

with her students: 'I presently would have to use my own stemnet acct". 

Even within the school, access may be b i t e d :  'We can only access the Internet 

from the resource centre where there are o d y  4 cornputers-it is simply a was te of time 

ifyou have 25 students waniing to get online. So we direct students to more traditional 

sources using the internet where possible". One option to limited access might be to 

send students off to work on their own on the computers either in the computer lab or the 

resource centre wMe the teacher continues working with the rest of the class. Such an 

arrangement rnay appear practical to some teachers but no t to a: 
Working independently on the Intemet is, for many students, not an 
option. For younger children, there often is not the fieedom to wander 
in and out of the media center without their teacher. And high school 
students have one penod a dayin which to work on their project. If there 
are computers in the classroom, there's a fighting chance that a few kids 
at a time can work at the computer, but it is unrealistic to think you can 

'- STEM-Net is a computer network for professional K-12 educators in the province of 
Newfoundland aud Labrador, Canada, 



get twenty-five kids through a project without a computer lab and a set 
time to work on it. 

Where access is avaiIable, connection speeds may not suit the needs of teachers: 

"Intemet access is somewhat slow & difficult in our region as Our phone lines seem to 

be of an antiquated system and the long distance call is a disadvantage also." For some 

teachers, lack of access to equiprnent rnay represent an obstacle to use, The fact that 

there is " - ~ o t  always one cornputter per student" may discourage integration by teachers: 

"I don't use it more because in many cases 1 would prefer for the students to work on 

individualcornputers". As one teacher explained, hstrations arise, as well, fiom 

having "to wotk on outdated computers" or fkom situations where there are 'hot enough 

computers in working order". Teachers may respond negatively to arrangements whereby 

students must work in groups of two or Uiree on one computer: 'l[ just wish 1 had one 

computer for each kid, we only have 10 in the lab and they double or triple up on a 

machine--not too much W. In some cases, computers may need to be shared among 

large groups: "I have "dabbled" with the use of the internet in my classroom but found 

ii dficul t  when there was only one computer for 25 kids in the class and no computer 

lab in the elementary school". 

Lack of access to computer labs represents another perceived obstacle to use of 

OLEs in teaching- Teachers in this study descn'bed how, "all labs are busy" and how 

Y~ookhg the facilities is dEcult  due to a high demand by other classes". Some 

described the computer lab as being "too widely used". Lack of access is attributed in 

some cases to cornpetition with courses such as science and math: '7 have to book the 

computer lab-which is practically in fûll use with computer science courses." One 

teacher descnbed the importance of Iab access and the challenges faced by language 

classes in gaining access: "The other issue of lab access is critical, especially in 

secondary schools. I hear all the time how Io w on the priority pole language classes are 

in ternis of scheduling lab time. Business, math & tech ed. are placed first. As was 

mentioned by another Credo contributor, we have to accept that students wiU have to use 



other means to  gai^ www access, e-g., home computers, iibrarïes." 

The issue of reliability of equipment and access is critical in tenns of being able 

to work effectively in online environments. Teachers described how: "all sorts of things 

go wrong", "the network is a problem because it crashes" and a teacher "could have a 

lesson planned and the Internet is down for the whole period". Problems with reliability 

may appear overwhelming at tirnes: ''Half the tirne, alZ the computers are not up and 

running. If a kid is lucky enough to find something, then most lïkely the printer doesn' t 

work One hassk after another". For teachers who have planned an entire Iesson around 

use of the Internet, rehbilïty of access is important: "Tt is sometimes hstrating when 

you plan and the network is down or you can't get access". The experïence may also 

appear 'Yiustrating for students who lose site (sic) in the middle of researching due to 

computer fieezing." The frustrations with limited access and unreliability of equipment 

may reIate in part to the belief that teachers have little or no control over the technical 

problems that might occur when trying to use the Internet: 

The limiting factor for me is computer lab tirne, and reliability of 
equipment - it is a very common situation to go into the lab and have half 
the computers not work, or work extremely slowly.. -1 can be flexible about 
a lot of factors while teaching, but it is more difhcult when one feds that 
the factor is out of one's control to a certain extent. It's tough on the 
students (as well as the teacher!) when they are expecting an 
actkky-frlled, profitable period and they are twiddling their thumbs while 
1 try (mostly without success) to get cranky computers to behave- 

In addition to problems related to accessibility and reliability of equipment, there 

is the problem of speed of access and accessibility of sites. One teacher described how 

"connections are slow and lots of tùnes the lines are overloaded". In the following 

excerp t, a teacher describes her experiences with the problem of slow access: 

Well, after seeing how others are incorporatiug the intemet into the* 
second hguage classes, 1 decided to try a very srnaII project - just to add 
a little variety to the lesson. 1 intended to have the grade nine Core 
students access a site about Celine Dion since the info in their text is 
outdated (accordmg to the text she is stiU single, etc.). 1 just moved to a 
new school with newer computers than my former school so 1 figured 1 



was all set! Luckily, 1 decided to access the site fkom school before trying 
it with the class; a£ter a 10 minute wait, the server stdl had not accessed 
the site! Imagine if this happened during class with 25 "bored" 14 year 
olds ! 

Access may be unpredictable thus forcing teachers to corne up with dtemate 

solutions: 

Unfortunately you are at the mercy of the server and the time of day, My 
morning classes bring info up faster than afiemoon chses because of user 
demand at those times, 1 always have them take their books to the lab so 
if worse cornes to worst, they have an alternate activity to do. Sorry, I 
can't offer any alternatives. If it's a good class, we usually just tit there 
and chat until something happens or the ben rings. 

Some of the solutions to problems with access may involve use of specialized software 

and extensive planning: 

1 have used webwhackmg programs (FVebWhacker and WebBuddy) to 
simulate web navigation of one site; this allows limited ability to delve 
through several layers of a site. This was useful m explo ring WWWPals, 
a site for establishing e-pal and pen-pal contacts world-wide. Students 
could select their country and individual "on-line" , then move to pen and 
paper, then word-processing to create a letter. 1 uploaded them myself 
Tom one cornputer. It is often up to the teacher to find sites and on-line 
resources, download them to paper, develop class activities, Save student 
products on network fîles or disks and then upload them to the site. 1s it 
ideal? No. 

For teachers in France and some parts of Europe, access to OLEs may be made 

dscu l t  because of the associated costs. As a result of these costs, some teachers may 

beüeve that the value of use of OLEs does not measure up to their costs: "....je suis 

persuadé que deux ou trois profs se lanceront dans cette nouvelle aventure, mais Ia 

grande rnajocit6 d'entre elles a estimé qu'au prix de l'abonnement et des communications 

téléphoniques, le jeu n'en valait pas la chandeue". 

As the beliefs m this section have generdy indicated, lack of access and suitable 

equipment as well as high costs present numerous challenges to teachers and may, in 



some cases, discourage use of OLEs. In the next section, beliefs about the need to 

control and monitor students' onIine activities point to other challenges faced by teachers 

whiie teacbmg m online environments- 

5.3.4 Control and Monitoring 

Monitoring and controllhg what students access and do while online presents 

an important area of consideration for mmy teachers- Beliefs about this issue were 

expressed frequently in the context of this study. Unlike the classroom where natural 

limits or boundaries may lessen the need for control and monitoring, OLEs were 

d e s c n i  by some participants in this study as  presenting challenges in terms of controL 

One belief expressed was that teachers have less control over the pedagogical 

material which their students access while online: "I try to help my students leam how 

to find the aoswers. Wfi the Intemet I dont have control over what vocabulary is used 

or the complexity of the grammar stnict~res'~. An additional concern for teachers in 

te- of control relates less to monitoring vocabulary or grammar and more to ensuring 

that students remah on task and at sites where the teacher expects them to be: Tome 

students are extremely adept at using the Internet. This is a problem because they start 

going mto areas where they should not". The issue of control relates to a broader issue 

of students accessing "inappropriate sites" as weU as to the issue of determining when 

the browsing is pedagogicaliy acceptable and when it is not: 'The most difficult part is 

the control It is wondedul to let a student go and discover what dhe may and watch the 

excitement. But how do you grade that? Or how do you let them wander and yet s a  

put boundaries up in way of prolaes and supervision in the name of what is fit for the 

classroom and what isn't". 

In the excerpts that follow, teachers relate experiences they have had in relation 

to the issue of control and their beliefk about how best to deal with this issue. In this e s t  

excerpt, the teacher expIains how it is the role of the instnictor to ensure that students act 

responsibly whde online: 

One other problem J, of course, the inappropnateness (to put it mildly) of 



many sites - sites that kids can stumble upon quite innocently. 1 was domg 
a search on Paris attractions recently and in no time at  all found myself at 
the Folies Bergeres, and you c m  imagine what that page had to offer! We 
do not have to take o n  the role of Internet "vice squad," but it is our duty 
as adults to help our students - especially adolescents - make appropriate 
choices. The presence of the instnictor and other students can help kids 
be responsible "cybemautes." 

The teacher's role in ensuring that students access "appropriate sites" is 

described by the f o l I o d g  teacher as one of choosing sites, guiding them and 

monitoring their online activities : 

1 would not have the students do a general search without guidance! 1 saw 
what that could lead to in a music class, where, the music teacher was 
doing an activïty in the computer lab with my class. Ten minutes before 
the end of the class, she decided to let them do a search for the "Spice 
Girls" which the students had been requesting. Weii, the resdts of that 
search certainly were not appropriate! We must be caref'ul and guide the 
students to appropriate web sites that we have chosen and that we continue 
to monitor. 

The following teacher's beliefs about her role in controllhg access to sites 

consists of more than jut guiding students. Here, the teacher stresses the importance of 

ensuring that students access only sites which are at an appropnate pedagogical and age 

level by putting in place both guidelines and consequences: 

The adult level of most www sites -- in t e m  of interest and reading 
Ievel means that teachers and parents must be vigilant in supeMsing 
children andor must set up very clear guidelines and consequences for 
on-line behaviour. Our school requires that aU parents and students sign 
an appropriate use policy at the start of each school year, and Our 
computer program goals include enabling students to become powemil 
searchers and responsible thinkers. 

'While some beliefk emphasize the importance of control, other beliefs focus more 

so on the need to educate children about uses and misuses of cornputers: 

Ii ne s'agit pas tant de mettre un policier derrière chaque ordinateur que de 
faire un véritable travail pédagogique en apprenant aux enfants tout ce que 
permet de faire un ordinateur ( et le réseau) mais aussi quels en sont les 



dangers. C'est pourquoi, dès la rentrée prochaine, nous envisageons de 
mettre en place un petit grcupe de pilotage internet, composé d'6l&ves 
volontaires qui seront chargés (sous le contrôle du responsable 
informatique) de rechercher et mettre en forme des informations qui seront 
dors mis à Ia disposition des autres él&ves du collège. N'oubliez jamais 
qu'il est rigoureusement impossible de suMe chaque ordinateur, ne serait- 
ce que parce que nous n'aurons jamais les ressources humaines suffisantes 
et que les logiciels seront toujours, en ce qui les concerne faillibles. Par 
contre, un v6ritabe travail d'éducation s'impose et ce d'autant plus que de 
nombreux enfants disposent d'accès au réseau chez eux, c'est à dire là ou 
nous ne pouvons rien contrôler. 

Another approach to monitoring students' use of the Internet is through extensive 

preplanning on the part of the teacher. In the following excerpt, the teacher explains 

how such plannnig aims to encourage effective and efficient use of students' onluie time 

by ensurhg that classes are mteresting and goal-oriented: 

For me, the crucial element is to have the period planned well, otherwise 
the temptation is there for the students to start surhng if there is any d o m  
time. 1 h d  that if there is a set project with a goal, they will focus and 
work time-effectiveIyY We have Cyber PatroZ as our fïiter but some of Our 
students are so computer-savvy that they are up to no good in seconds and 
b ~ g i n g  everyone else with them! I try to make the intemet classes 
interestmg enough to keep their attention, but also language-related and 
this unfortunately requires a lot of preparation and ultimately, correcting 
as they must pass in the completed assignments by the end of the internet 
class. 

In spite of attempts by some teachers to ensure that students do remain focused 

on the task, maintaining students' attention can present serious challenges: '2  just had 

them surf on 3 sites and 1 thought they would enjoy them and they did, but only for about 

5 muis each. It was impossible for me to keep them on track alter they had fülfjkd their 

part of the bargain and investigated the sites". Some teachers believe that they can 

ensure student control by preplaming and preselecting the sites which students cm 

access during the lesson and by disallowing random browsing: 

1 do not conduct many classes in the cornputer lab that require random 
browsing. Usually the students must do a guided search or 1 have 



pre-selected the sites that they must visit to fïnd out certain information 
During a 4-minute class t would be impossible to have much 
constructive on-task work completed if students were peh t t ed  to 
randody browse sites. 

Preplanning can involve previewing sites. For the following teacher, previewing sites is 

combined wÏth intensive monitoring and consequences for those who go where the 

teacher does not want them to be: 

...I most often preview the site 1 want a pair of students focusing on-1 
also rove around constantly, and found one day last year a student who had 
quickly reverted to his Metallica homepage--1 hoIlered and told him he 
was off navigating (my chosen site) for at Ieast a week. The fact that he 
had to keep his fîngers still and go back to the 'oId way' of Iearning a FL 
scared the heck out of him, and it never came up again. 1 &O threaten that 
1 will review the "GO" button on the tool bar to make sure everyone has 
followed la bonne piste. Of course, 1 never do, like who has the the? 
Three teachers use my classroom during the span of two days (AlB 
Block).,we barely have enough thne to close down the semer. 1 am never 
in my room during the day, which makes pre-planning a must, especially 
on the Intemet. 

Testmg sites or previewing and strictly controlling wfüch sites students visit may 

b e  a sohtion to the problem of control for some teachers but it is not believed to be a 

solution by all: "Something 1 gathered from reading the various ma& is that most 

colleagues seem to "test" al1 the sites beforehand. 1 doubt that this is the use of the 

possibilities of the net to its fuil, because pupils are much more inventive and Like1y to 

try out things (Le. sites) we would not think apt or even find." 

Consequences such as revoking students' computer privileges is one means of 

ensuring that students do no t "abuse the time allo wed in the lab": 

1 have one guy who is a comp. whiz and he is playing muds and moos in 
class and knows that 1 know less than he so he can hide what he  is doing 
most of the time. Itts hstrating but I will be revoking his computer 
privileges soon if he continues to do this. 1 guess that is my ultimate 
threat ... they will lose comp. privieges and sit at the desks if they abuse the 
time allowed in the Iab. Simple as that. 



Teachers' beliefi about the need to control students' onluie access may relate to extemal 

pressures to guard against students accessing inappropriate sites: 

1 Iive in a very religious, small comunity. Our network goes through a 
proxy which hopefdly filters out any undesirable sites. However our 
district is very worried about something going wrong and watches 
everyùiing we do. Because of rny strong desire to keep our access to the 
Intemet 1 am very much like a dictator on what they are aIlowed to do. 

Placing restrictions on how and where students "surf' while online as well as having a 

carefülly controlled lesson represents another way to ensure that students' online 

activities are acceptable to the teacher: 

Next time they will have an objective for each of the sites that they will 
either have to pass in or 1 will circulate and verZy they have d e n  the 
answers d o m  It stiu boils down to guided surfing, Elizabeth. It's all fine 
and good to think you're restricting them but they're only kids! Most of 
them dont have intemet at home and they are desperate to explore their 
own sites and will sneak them in however they cm! So-.preplan..visit the 
site before the kids, make sure there is an objective for the lesson that can 
be evaluated at the end of the penod and be vigiiant. 

In spite of the teaching and learning value of certain sites or technologies, the 

lack of control available to the teacher can discourage use of such technologies: 'T have 

used chat bes  to speak to friends in other corntries; we have used live chat and it is a 

great technology. However, 1 wodd not use chat rooms on the Internet with students due 

to the Zack of control that we wodd have over topics that could be addressed". 

The issue of control in the second-language classroom, can &O present itself in 

the form of monitoring students to ensure that they are working in and with the French 

language as opposed to with their mother tongue. Monitoring becomes even more 

essential on the Intemet where so much materid is avalable in English, The following 

teacher explains the approach she takes: T o r  elementary core French, 1 must preview 

sites in order to fïnd visuaily-rich pages with child-level language; othenvise, kids wi71 

go to English sites and translate later". Monitoring students while they are onluie is 

important to some teachers in order to ensure that they make effective use of 



instnidonaltime as the following comment suggests: "I would not want my students to 

waste too much time whïie doing their research". Guiding students may be necessary 

given the nature of the Internet and the broad array of information to be found there: 

"Since there is a lot of info to be gotten on the 'net' i (sic) feel that a teacher would need 

to guide the students closely with assignments." Such guidance rnay result in fairly 

ela borate strategies t O ensure that s tudents are capable of working effec tively. These 

s trategies result in a highly controlled ac tivity: 

1 make a point of using http://www.altavistacom as a search engine 
because of its ability to do rudimentary translation of sites and text. As 
well, 1 ensure that projects are simple enough and have lots of kame 
language (ie., repetitive sentence stems or  criteria blanks - h d  out xyz 
about n) so that students can weed through all that information to fiud key 
points. One strategy that 1 have used is to locate the sites(myself) that the 
students will be required to visit. Then 1 prepared my activities by 
requiring the students to find sp-c information. In this way, the 
students are not so overwhelmed by the amount of text that they are 
presented with I make sure that the material is not too difncult by reading 
it through in advance of assignbg a project that would require the students 
to use the Internet ... 

The issue of control and monitoring focuses more so on students themselves thm 

do issues related to training or time-management. The beliefs in the next section centre 

specifically on students' interests, reactions to the technology and skills and ho w these 

may present challenges to teachers in the use of OLEs- 

Challenges to Internet use faced by teachers can result fkom many factors. It is 

not surprising that teachers believe that students themselves should present some of the 

challenges since it is students who ulhately are the focus of al l  teaching and Iearning 

efforts. In this chapter's section on teachers7 beliefs about the advantages of OLEs for 

Iearning, OLEs were described as an effective means of meeting the changing needs of 

students. Students' attitudes, fears, reactions, skill levels, interests and willingness to 

accept change are some of the factors teachers believe challenge their ability to 



effectively promote learning in OLEs. As the following section will austrate, not 

teachers believe in the capacity of these ens6ronments to effectiveIy meet students' 

Participants in this study focused on the issue of students' willlngness or 

openness to change. One teacher concluded the followhg on this issue: "So with the 

technology, unless you are going to use it consistantly (sic) the students dont want to 

change, or get used to a new idea". The following teacher's beliefs illustrate her 

experiences with integrating technology and her students' subsequent reactions with use 

of an approach that is not transmissionkt in nature: 

Student reaction: the top 10 % love my approach - lots of messages to 
the effect that "no one has ever asked me to tackle a topic on my 
own"and so forth. But then 1 wonder the top 10% can survive quite weiI 
under *any* approach The middle 50% sort of humour me: oh - is that 
what she wants? Fine, Ill do it that way- -. Then there's the bottom ( 40% 
or so) who fiercely resist the approach. They want to kaow TEE 
TRUTH, THE ANSWER. They thmk m black and white terms, even 
unto the fourth year of universisr. They want to be able to take notes, 
mernorize rules, and pass the exam based on those criteria. Under the 
old regime, 1 used to get evaluations which rated me as excellent as a 
teacher, but not very open to student opinions. Now I get so-so as a 
teacher (that 10% excepted) but *ver9 open to student opinion. In 
terms of promotion and tenure, that's not exactly a plus. Now why do 1 
persist?? 

In this chapter's section on advantages of OLEs, beliefs in the sub-category of 

teaching and leaming referred to how online Iearning entails a change in the role of the 

teacher rquirmg her to becorne more of a guide or facilitator for leaniing. The following 

excerpt explains how one teacher believes that, because her students are unaccustomed 

to the role of teacher as facilitator, they are kstrated by it: 

1 would Iîke to be more of the facilitator but my students are not used to 
teachers being in that kind of a roIe. They prefer the "holder of alI  
knowledge required to pass this class" role. Many students get hstrated 
with me when 1 answer their questions with ano ther question. 1 try to get 
them to see the pathway they should take to fhd  the answer rather than 
jus t giving them the answer, As a facrlitator the students take charge of 



what they leam and how they barn it. 

The frustrations experienced by students unaccus tomed to new approaches or 

methods are also experienced by teachers. One teacher explains how her beliefs about 

teaching and learning are not shared by aIl of her students: 

At the beginning of this kt someone (sorry 1 dont remember who) posted 
"Seymour Papert -m his book-"The Co~eCted Famïiy" argues that we are 
moving away from the 3r's and towards the 3 x's: explore, express, 
exchange." 1 wholeheartedly klieve t h .  Now 1 just have to convince my 
students thôt they too need to change. The dilemma 1 find in my classroom 
is that some of my students are longmg for this 3 x education while O thers 
wilI not let go of the 3 r's. 1 am working to help m y  students move 
forward and get fmstrated. 

Particular approaches to teaching such as exploratory learning rnay or may not 

suit the Iearning styles of certain leamers. This may be particularly the case when 

leamhg a second language in OLEs. The following beliefs emphasize the complexity of 

1ea.r-g styles of second-language learners cornbined with Intemet use: 

Ifstudents have not leamed basic investigative skills needed to explore the 
Internet, they wili not l e m  them through SLL ... in fact, trying to master 
language skiIIs while exploring the Internet in its cultural applications rnay 
be an exercise which fnistrates those who l e m  deductively (left-braïn). 
The inductive crowd reveis in it, but I've found they're in the minority- 
There's a large group in-between, but for many of them, exploratory 
learning is sometbg done under duress rather than out of an appreciation 
for the approach: the activity is required for the course, so theyu do it - for 
the grade, and with the minimum level of energy. They profit fiom it, of 
course, even with that attitude, but they dont value it or appreciate it. 

Students' attitudes, fears and preferences also served as  the focus for some of the 

beliefs of participants in this study. One belief about students' attitudes expressed by a 

teacher was that using the Internet in leaming is "seen as [ a d  irrelevant 'free period' by 

students". In addition to this attitude, is the issue of students' particular feus  and 

general Uses and dislikes about using the Internet for learning. One teacher concluded 

that 'Most students dislike reading screens and screens of information as much as they 



do pages and pages m a book?. Teachers also focused on students' fears related to online 

Ieaming by expressmg beliefs such as: 'T have found that for some students the d e t y  

level is raisecl just by mentioning that they d have to use a computer. Many are afraid 

they will break it" or "Students who have no access at home are sometmies intimidated 

by the technology & hesitant to use it7'. 

Students' level of abïiity as it relates to Internet and computer use also formed 

a subject of discussion by some participants. One teacher expressed concems about the 

lack of technical ability on the part of students: "And what about the students who are 

not computer geniuses and the technology actually becomes more of a hinderance (sic) 

than a help?'. Students' linPalLiStic ability level as  it relates to Ieaming online may also 

present pro blems according to some teachers. Some teachers expressed doubts regarding 

students' ability to function effectively in an onluie environment given the language 

level: 'Most students cannot harde the vocabulary lever. Their lack of ability to learn 

in online environmens may be ofparticular concern when it cornes to reading: 'Reading 

articles from 'French sites' would be far above the abitity Ievel of m y  students". For 

younger students who are working online, the level of language of the sites might 

determine whether or not online leamùig would be of any value to their Ieaming 

experience: "Elementary students have limited experience in reading French. They wodd 

need very simple activities"- In relation to the issue of students' ability levels in the 

primary grades, one teacher expressed the belief that students should possess certain 

prerequisite skills for Intemet use: "...students would need some degree of word 

recognition skills which may not be developed in the p d a r y  grades". 

In relation to students' ability leveIs is the specSc issue of research s W  needed 

for learning in OLEs. The following teacher's belief compares research done using 

books versus that done online. This bekf &O raises epistemological issues related to 

concerns about students' ways of knowing: 

The project has helped me to understand how the students typically do 
research. It is titillating, but less thorough than research fiom the 
bookshelf: they understand little because their approach is not to read, 
but to scan for words they understand, and to Iook for visuals. Books are 



more static, and so can be held to the scrutiny of reading for meanulg. 
Sites are more dynamic, and so invite exploration m a more erratic 
fashion. This latter technique is certainly the approach that most of my 
students £Înd cornfortable, and it is not without its attraction, It is 
difficult however for people who have learned otherwise to appreciate 
that the process has probably given rise to quite a diEEerent way of 
"knowing"..,and leaves some of us older sceptics wondering how well 
things c m  be known which are simply scanned and not necessady 
sounded. Perhaps the information base builds cumulatively - in any case, 
the language acquisition doesn't proceed at a formidable pace, ... 

In relation to sixdents' approaches to online research, teachers argued that: 'students 

depend too much on this source of infornation and neglect other possible sources". They 

concluded that students tend to value online research over other forms: 'Very quicldy, 

it has become an automatic reaction to do research using the internet before going to 

other  source^'^, A prob1em related to doing research noted by some teachers concerns the 

choice of language and the dilemnia of trying to promote use of French when so many 

of the Internet sites are in English: "It seems that when my students are s 6 g  for 

specific information, they hesitate to pursue French sites. They prefer to translate from 

English". Somefrmes however, regardless of the language "...students h d  that often 

when searching for something specifïc, it's just not to be found". 

The relative newness of the Internet in schools may explain why some teachers 

expressed the belief that "students know little about moving around in internet sites, 

where to click, what links are" or that "students have had difficulty finding appropriate 

sites". The following teacher noted that her students did not have the skills necessary 

to search effectively in French: "I tried to get them to search in French.,. but more O ften 

than not, their searches tumed up thousands of websites, and they couldn't understand 

the site descriptions enough to decide if they should look at a certain site or not". It may 

be teachers' perception of the ability of students to search online that led the folIo wing 

teacher to conclude in general that "... students need guidance when doing projects that 

require them to use the Intemet resources". 

Another belief expressed by participants in this study relates to the overd  effect 



OLEs and computers have on students' general behaviour. Teaching in French can pose 

a chaüenge to teachers' ability to maintain students' interest and this ability cm be 

M e r  challenged by use of the computer: ''As most are staring at the computer screen 

it is hard enough to get their attention in English, let alone do the 'song and dance' in 

French". Maintaining their attention becomes something of a cornpetition between the 

''educational programs" and the cornputer programs: '2 find the compulsive and 

O bsessïve marner of chïldren at the cornputer scary. They ais0 zoom on the games. Tt's 

di£ficult to get them back on the educational program (french) which are not very 

attractive in cornparison". This attention span c m  shorten even further when the speed 

of connection is not fast: "attention span shorters with slower internet source". AIthough 

not specincally related to leamhg, the following teacher's beliefs express a disapproval 

of the effect of computers on studezits' behaviour: ' M m y  students who have computers 

at home spend too much time 'playing computer'. They don t  know ho w to socialize & 

how to play when placed in a situation that requires inventhg a game or Einding a way 

to occupy themselves". 

Students' reactions to and attitudes and feelings about OLEs formed the subject 

of beliefs in this section. Some of the beliefs about these reactions, attitudes and 

feelings may be further highlighted in the next section which presents the sub-category 

of teachers' beliefs about OLEs. 

5.3.6 OnLine Learning Environments 

This section focuses on beliefs which highlight the limitations and challenges 

related to use of OLEs for the teaching and learning of FSFL. Some of the participants 

in this study quicldy dismissed the value of OLEs in the teaching of French. Others 

simply displayed little enthusiasm for their value. Teachers described the Internet as 

"merely a resource for research", "a replacement for encyclopedias", "a place to fïnd 

information", "a kee-for all", ''just another teaching tool" which "needs to be more 

eady accessible and user fkiendly" or sirnply, "a resource to be used with other resources 

in the classroom and school," One teacher claimed that "O ther resources such as books 



are more helpful" and another that "Tt needs to be interactive", The portrayal of the 

Internet as nothing more than a "glorified encyclopedia" to support "web research" 

highlights the perception of the Internet as Little more than books in a digital format: 

'Too much of what is on the Intemet is sïmply the text in a more readily available 

format Personally 1 c m t  read too much on my cornputer screen without gettiag lost or 

giving up. A book on the htemet is great but I'd much rather curi up in a big chair with 

the book in my hand and a soft light". If indeed the Intemet represents no thing more 

than text in another format, what might be its value in the teaching and leaming of 

French? From this teacher's perspective, its value is overrated: 

Ho w many of the FL pages on the net are actualLy valuable new material 
that can best be used by sas on line and how much of the FL material is 
basically books bemg transferred onto another medium? This seems to 
be happening a lot, especially on the Em pages. If this is the case, then 
aren't we wasting out time on the emperor's new clothes? 

In the folIowing excerpt, a teacher compares books and earlier technolo @es such 

as cassettes with new technologies. Ease of access and of use are described as the 

advantages of a technology that offers information identical to that available in books 

but in a modified format: 

Les équipements modernes n'apportent, dans leurs contenus, pas beaucoup 
plus que les livres et les cassettes de naguère. La forme et l'accès sont plus 
aisés. Au lieu de déplacer les 21 tomes de votre encyclopédie, vous 
manipulez un cédérom. A la place d'un manuel d'enseignement, de 
cassettes audio et de cassettes vidéo, vous trouvez le tout sur un autre 
cédgrom qui vous permet, avantage suprême des liens hypertextes, de 
passer d'un texte à une vidéo ou à un enregistrement. Au lieu du prof, c'est 
la machine qui souligne les mots que vous avez mal écrits et qui vous 
ouvre directement la page du dictionnaire. Et plus loin que votre pauvre 
bibliothèque familiale, vous passez, avec Intemet, les portes d'une 
immense bibliothèque mondiaIe. Vous avez tout, maintenant, et ici. Là est 
le progrès. Les informations sont identiques, la diffusion est modihée. 

Whereas the previous teacher befieves that online information is identical to that 

which is available online, another questioned the accuracy of this information: 'Tm 



Ieery of the accuracy of the ionformation on the Intemet". Others descnbe the information 

as 'too advmced for students" or 'hot always pertinent to Junior High level". Teachers 

also hold beliefs in relation to the quantity of information found online- One teacher 

described how "At times you c m  experience a serious 'information overload" and 

another complained that there is "too much info to access? The excess of information 

led one teacher to conclude: 'Tt is quite easy to become overwhelmed with the available 

Ilifonnation". The type of information is also an issue. As one individual noted: %ere 

is a Iot of garbage on the net". The quality of the information led the foUo wing teacher 

to a&m her b e k f  in the need for the Internet to change: ",.-mais c'est 1'Internet aussi 

qui doit changer, car il y a encore peu d'informations fiables et encore moins de s6rieux 

dans la divulgation du savoir (je pense notamment à toutes les erreurs / horreurs en 

mati&re d'orthographe, pour le hçâis)".  For some teachers of French specifïcaIiyy there 

is the issue of the language of online information. Teachers obsewed that "much of the 

information is in English" that, "there are fewer French sites than English ones" and that 

"sites must be translated". 

In t e m  of the issue of online information, others may focus less on its 

characteristics and more on what students and teachers do with this information: 'The 

Internet provides information but it does not teach a student how to use this 

information". One teacher described how the challenge she faces lies in teaching 

students to criticaily evaluate the information they Eind online: "...j'ai trouve que la 

principale di"culte etait de devoir prendre le temps d'eduquer les eleves a ne pas 

prendre pour argent comptant tout ce qu'ils trouvent sur L'Intemet et a questionner leurs 

sources, autrement dit, a faire un travail de journaliste ou d'historian". Ano ther teacher 

explauis how providing students with information is only part of a much larger process: 

Information c m  be shared on the Web, but knowledge can't. One must 
"make" one's O wn kno wledge by processing the information presented, 
in other words, by making sense of it oneself. This Ïs why giving 
students information by presenting them the answer is no t giving them 
h o  wledge. Students must be coached to develop some higher-order 
thinking skills to process information and to create howIedge of their 
own. 



Another characteristic of the information which rnay present problems for 

teachers is the fact that it is constantly increasing: 'The capcïty (sic) of cornputers 

doubles every 18 months. If you think about it 2x2 is only 4 i d t  too bad but when you 

start doubling 1024 it becomes rather unyielding. With the amount of Information 

available, increasing ddy7 we as teachers are hding ourselves overwhelmed". Not 

ody  is it increasing, but it is also changing: 

Like many have sàd the hard part is staying on top of the technology- 
Last week 1 had found about 6 addresses for rny students to fînd 
Monnation about castIes. The next day when we went into the Lab, one 
of the addresses had changed. This is a medium that WU be ever 
changing. You cannot write a lesson plan and use it for the next 10 
years. You'IL be lucky if the information stays the same or in the same 
spot for over a month. 

AccessÎng the mformation efncienty is  important to teachers. One teacher noted: 

"1 dislike the time one ofien wastes in trying to fïnd certain information" and another 

"accessing s m d  tidbits of idonnation may take hours". The skill required to access 

information is another issue of importance for some teachers who may become 

overwhelmed when trying to conduct searches : 

1 am a reluctant participant of Internet use. From m y  persona1 
expenences, 1 found it rather Like bemg able to browse thousands of 
magazines at once. It can be overwhelming although interesting. 1 have 
sought & found some pertinent information for my courses in the past 
but 1 always fell (sic) that it has more to do with luck than with any 
particular skill or expertise. 

Efforts to access information effectively c m  be hindered by problerns with 

navigation and may explain why certain teachers tend to use the Internet less than they 

might o t h e d e :  'XI could use the mternet without having to search forever to h d  sites 

i (sic) think i (sic) would use it more-" This teacher attributes her difficulty with 

searchg to her own lack of patience: '1 find it diff7cdt to fïnd what 1 am searching for 

but that is because 1 don7t always have the patience to sit and r e h e  my search. 1 expect 

instant answers." Refining one's search may be necessary to avoid diffïculties such as 

this teacher has experienced: '9 füid it extremely difficult to narrow down the choices 



supplied by the browser ex 50,000 articles conceniing the topic being searched." Sorting 

through the information and decïding what is usefd or pertinent can also present 

challenges: "Often you have to wade through so much ju& before you hit a relevant 

item. It's so easy to become distracted bu (sic) other items of interest you rnay corne 

across". 

Problems with navigation led one teacher to note that "the internet is very 

fhstrating". Others noted: ''sometimes I get hstrated ifi (sic) don? h d  what 1 need" 

or '3 get bogged down and fhd it fnistrating to h d  nothing afier many txies". Links 

from one site to ano ther rnay prove disorienting and thus fiustrating for some: '? have 

found that many sites (in any type of research) send the searcher on useless tangents and 

thus much time is often wasted, and it rnay become very hstrating". The amount of 

mformation supplied as a result of some searches presents challenges to this teacher: 'T 

sometimes &d the amount of sites you hit after a search c m  be very overwhelming and 

time consuming". A s imih challenge was expressed in this comment: "Sometimes it 

is very difficult to find a narrow enough route to the information needed". 

Another aspect of the information which presents challenges is its reading level 

and the "'difficulty of the language". One teacher commented that 'The French is often 

above my students' heads." and another that "'sites tend to be so dEcult  for weaker 

French students." The following teacher questions the iinguis tic and pedago gical value 

of online material in French: "Since the Intemet would require reading and some type 

of response to the reading, 1 would think that French Internet sites would not be suitable 

for my students' curricular needs". The reading level in particular and the content level 

ni general rnay present concerns for some teachers especially in cases where children are 

young: ''I am weary aboilt finduig sites that would be usefid for primary core French". 

Use of graphics in sites rnay provide a solution to problems with reading Ievels: "Tt 

would seem most beneficial if sites used graphics rather than text since the reading level 

of primary students is quite low in French and their ability to decode unknown/known 

words h a  not yet been developed". 

Pro blems encountered by teachers in their use of OLEs rnay lead some to 



conclude that they are designed mores0 for a particular type of student: 'My perception 

of the Intemet is that it's great for children who already know how to read well, classify 

information, and who have a purpose for use." In the excerpt that follows, a prïmary 

teacher d e s c n i  her beliefk about the value of the Intemet for young schooI children and 

explains how she adapts sites to suit her students' needs: 

1 am a third grade French immersion teacher. 1 have found that very few 
French sites are kid fiendly, so 1 always make up some kind of activity 
sheet to accompany the web site. For example, therets a Canadian site 
that includes an interactive game cailed "Les Mineraux et Ies Metaux: 
Un tresor a couwir." By clicking on everyday objects around the house, 
you get a whoIe list of the minerals and metals that are found in them. 
My kids can't read all those names of minerals - plus they dont know 
what they are - so 1 made it into a simple treasure hunt. First they have 
to predict where they wouId fkd gold and dver  m their house, then they 
go to the web site and click on the pictures. Within the list of metals, 
they only have to recogaize "or" and "argent. " They flll out the activity 
sheet, we compare predictions and results and in the meantirne we have 
reviewed lots of everyday vocabulary. There are hundreds of kid sites 
in English, but even if youfre luclq to find them in French, they are 
written for francophone kids and the reading level is usually s t i l l  quite 
difficult So it does take me a 10 t more time to find appropriate sites and 
to write up an accornpanying activity sheet. 

The emphasis on reading is an issue from the perspective of the level of M c u l t y  

it may present for sorne students. However, it is dso an issue for this teacher who argues 

that the Internet's value for learning does not go beyond its ability to provide reading 

selections : 

But dealing sp&caIly with the Intemet. Are we just using it as another 
source of realia? An athentic (sic) reading seleetion that the student is 
to glean information from? 1 believe there is a greater potential for 
interaction, however 1 have not been able to h d  an educational site that 
goes beyond the grammar exercises. The computer people don't kno w 
how to make something educationai and the education people don't know 
how to computerlze (rs that a word?) the education. 

The emphasis on reading presents a further concem as explained by this teacher 

of Core French: 'The Internet would have no red value to the teaching of core French 



since it would not facilitate learning m speaking and listening". The hternet's capacity 

to develop oral slalls, particularly that of listening, is described by the following teacher 

as being completely lacking on the Intemet: "A major problem - at lest for my pupils 

- is Iistening comprehensiom This important aspect is unfortuantely (sic) completely 

neglectd in the net - at lem we have no sound cards in our maches, and 1 have no idea 

whether French spoken Language is available at dl". The belief that the Internet 

primarily favours text-based learning is an important one given the need to develop 

Listening and speaking skiIls in language learning: "Oral skills take a back seat to 

reading. Maybe some day, speaking and listening will be as integrai to web sites as text 

and graphies. When that day comes, the Internet wilI truly be the h g u a g e  learner's 

dream". 

The pedagogical value of OLEs for learning second languages rnay be questioned, 

not only because of the emphasis on reading, but because of perceived limitations of the 

Mais les équipements ne peuvent parvenir à comprendre I'interlangue 
dtun apprenant, à comprendre ses erreurs, à le suivre dans son 
cheminement cognitif, à lui proposer une réponse adaptée à son 
apprentissage individueL Les équipements n'apportent pas beaucoup non 
plus aux principes fondateurs d'approches telles que la suggestopédie, la 
"total physical response", ou 'l'approche naturelle". J'aurais donc 
tendance à considérer les machines d'aujourd'hui au même titre que les 
machines d'hier. 

The belief d e s m i  in the following excerpt also compares today's machines with those 

of the past. In this case, the emphasis is on the technoIogy7s didactic control: 

Ce qui me parait le plus gênant est que l'on retrouve parfois dans la 
machine une attitude relevant de l'enseignement traditionnel: la machine 
détentrice d'un certain savoir comme le maitre autrefois, elle ne propose 
q u h e  véàé  que l'apprenant ne peut contester, elle présente souvent une 
seule approche cognitive de la langue, mais surtout, elle ne permet pas 
à i'apprenant de s'exprimer. Le problème n'est pas nouveau: l'autodidaxie 
pratiquée avec un livre et des bandes magnétiques rencontrait il y 30 ans 
1s mêmes dïfEcultés. Les problèmes des machines d'aujourd'hui sont les 
mêmes que ceux des machines d'hier. Les équipements d'aujourd'hui ont 
beaucoup de Limites semblables aux équipements d'hier. 



In the previous excerpt, the teacher described the technology's tendency to dominate the 

learning process. In this excerpt, another individual argues that it is the teacher who 

decides on the approach taken by the machine and it is the teacher who can easily use the 

technology to sîmply digitize existing classroom practices: 

...- la traduction: pas de problème, allez lire les infos dans 
www.un.journalfk et traduisez le premier article pour demain; - de la 
grammaire: pas de problème, allez chercher le texte dans 
www.texteauprésent,fÏ et écrivez-le au passé; ou allez chercher la recette 
du "gratin de courgettes" dans www.1esbomesrecettesdelamèreMark.fr 
et donnez-moi les irifinitifs de tous les verbes; - du vocabulaire: pas de 
probEme, allez dans www,Iamture.fk et faites-moi la liste de tous les 
ariimaux et de toutes les plantes présents sur le site- - de la 
compréhension orale (est-ce que cela entre dans le "traditionnel" ?) : 
allez écouter les infos sur www.laradio.fY et complétez la transcription 
suivante ... (toutes ces URL sont fictives, bien sûr, ... enfin, je pense !) En 
un mot, on remplace le document papier ou la cassette par un document 
informatique. 

Added to these beliefs about the limitations of the new online technologies, are others 

which question the value of OLEs for learning. As one teacher explained: T e s ,  it does 

look great to have ail these means as helpers in the classroom - but do they really bring 

that much gain to our teaching output?? As you c m  see 1 a m  rather sceptical, 1 am afiaid 

that the net is an underestimateci time eater and an overrated motivator", Another 

cornmented that she dis&ed "the commercial aspect-the gimmicks for selling and all 

of the advertising" while another complained that 'The Inteniet does not develop 

interaction between students. Students in fiont of a cornputer screen look like 

In a previous section of this chapter, one teacher described her positive teaching 

experience with this technology. In the excerpt that follows, ano ther teacher provides a 

different perspective on chat rooms and their use in the second-language classroom: "I 

did go to a few Quebec Chat rooms with my gr 12's and they had a bdi! They spoke to 

actual Quebeckers and were very concientious (sic) about how they typed words, and 

phrased their dialogue. However, the content was supe~c ia l  and it really served little 



purpose except to give me extra grey hair!" Another online tool which can be used for 

language learniug is the dictionary. The folIowing teacher's experience and her beliefs 

about these dictionaries suggest that there is little value in the tool for language les-g: 

'T have vied any number of on-line dictionaries. Even fk ly  common words (e-g-, 

blackbird, careful fireplace) are often not hcuded (sic) in the data base, and forget 

anythmg out of the ordmary. As for babelfish and others like it, it is a literal translation 

to 01 that serves ody to amuse, not to educate". 

5.3.7 Sumrnary 

The challenges described by teachers are nurnerous and relate to many dinerent 

aspects of the 1ear-g process. The following table provides a summary of these 

daerent beliefs in the same way that the summary was presented of the advantages to 

use of OLEs. 





Tirne & the 
curriculum 

- -- 

Too many demands on 
teacher to find tirne to 
devote to Internet use 

Tirne is consumed by 
translating sites and 
posting student work 

-- - 

Objectives must be 
covered by June but 
projects take a long time 
to complete 

- 

Time is consumed by 
waiting for information 
to be downloaded 

Training, 
support & vision 

Access & 
equipment 

- - -- 

Need ~kilts to f i ~  
things, to find 
information, to use 
it eflticiently 

- - -  - -- 

To conduct an 
Internet project, a 
computer lab and 
set tirne is needed 

Teachers' 
mentalities cannot 
be changed 
quickly 

Phone lines may 
be antiquated and 
long distance c d  
is a di&dvantage 

- -- 

Teachers are 
helpless when 
attacking new 
things such as 
Intemet 

Would prefer 
students to work 
on individual 
cornputers 

- 

Rapid Pace of 
change in 
technology makes 
teacher leaming 
outdated quickly 

Working 
independently on 
the computer is 
not an option for 
many younger 
child ren 

Control & 
monitoring 

Difficult to let 
students wander 
& put up 
boundaries & 
supervise 

Adult level of 
rnost sites 
requires 
guidelines and 
consequences 

More important 
to teach students 
potential & 
dangers of 
Intemet 

Can make sure 
site is not too 
dinicult by 
reading through 
it in advance of 
student use 

S tudents 

Students' attention 
span shortens with a 
slo wer Internet 
connection 

- 

Compulsive & 
obsessive manner of 
children at the 
computer is scary 

For students who are 
not computer 
geniuses, technolog y 
is a hindrance 

Students spend too 
much tirne playing 
computer & 
therefore don't 
know how to play or 
socialize 

- 

OLEs 

Internet needs to 
be more 
accessible & user 
friendly 

Other resources 
such as books are 
more helpful 

Can easily be 
used to simply 
digitize 
t raditional 
practices 

-- 

Very few French 
sites are kid 
friendly & are 
written for 
Francophones 
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Time & the 
cumculum 

Training, 
support & vision 

Access & 
equipment 

Control & 
monitoring 

S tudents 

Use of Intemet activity 
must be done at expense 
of something else 

Limited trouble- 
shooting & 
computer literacy 
discourages use 

AU sorts of t h g s  
go wrong with 
cornputers 

- -- - - - - 

Previewing sites 
& preplanning is 
a must on the 
Internet 

Sorne students are 
not used to teacher 
being in the role of a 
facilitator 

Finding appropriate 
sites takes forever 

Want to know 
which sites fit 
with prescribed 
curriculum 

Computer lab is 
practically full 
with computer 
science courses - 

Students can't 
stay on-task if 
allowed to 
rand omly 
browse 

Students' approach 
to online research 
leads to a different 
way of knowing 

Lack of tirne- 
management skills & 
motivation on part of 
teachers 

More & more 
equipment added 
each year but no 
added t h e  to 
l e m  how to use it 

The network is a 
problem because 
it crashes 

Students c m  
lose computer 
pnvileges & sit 
at their desk if 
they abuse tirne 
in lab 

Students cannot 
understand site 
descriptions as 
presented by search 
engines 

Lack of instructional 
time to complete 
prescribed cumculum 

Want to know 
what sites to 
access, whkh are 
appropriate & 
what objectives 
are of using sites 

Using Intemet is 
difficult without 
computer lab in 
the element ary 
school 

Students will 
surf if there is 
downtirne so 
period must be 
well planned 

Elementary students 
have limited 
expenence reading 
French & need 
simple activities 

OLEs 

There is too much 
information to 
access 

- -  -- 

Information is too 
advanced for 
students 

There are fewer 
French sites than 
English ones & 
sites must be 
translated 

Modem 
equipment offers 
same as books & 
cassettes in 
modfied format 



Time & the 
c u ~ c u l u m  

Training, 
support & vision 

Access & 
equipment 

Control & 
moni tonng 

S tudents OLEs 

- - 

Preparation 
prograrns did no t 
include training in 
French computer 
terminology 

-- - 

Language classes 
are low on 
pnority pole - 
business, math & 
tech ed are ikst 

- -- .. . 

Keeping 
students on task 
while online in 
lab requires a lot 
of preparation 

Students h d  that 
when searchg for 
something, it is not 
to be found 

Content of chat 
conversation is 
superficial 

Extensive time is 
required to plan 
effective use of Internet 

No free time at school 
& family & personal life 
take up t h e  at home 

Need a reason to 
go online-not 
aware of its value 
in improving 
learning 

Could have a 
lesson planned & 
Intemet is down 
for whole period 

Preplanning and 
an objective that 
can be evaluated 
are needed for 
Internet use 

Use of OLEs 
requires word 
recognition skills 
which may not be 
developed in the 
primary grades 

Intemet must 
change- iittle 
trustworthy 
information & 
too many spelling 
mis t akes 

May not be relevant to 
curriculum 

Trainers know 
technology but not 
new pedagogies 

Frustrating for 
students when 
computer fieezes 

Chat rooms 
donPt d o w  
control of topics 

Students need 
guidance with 
online searching 

There is a lot of 
garbage on the 
net 
- - 

It is easy to 
become 
ovenvhelmed by 
the amount of 
information 

Too much other 
curriculum to cover- 
traditional cumculum 
takes precedence 

Don't know how 
to incorporate it 
into teaching 
Difficulty comuig 
up with ideas 

We have to 
accept that 
students will gain 
access from at 
home or in the 
librar y 

Students are 
inventive & will 
try things that 
teacher would 
Wrely not fhd  

Some students 
prefer to surf for 
information in 
English & then to 
translate 





Time & the 
curriculum 

Curriculum activities & 
lessons not conducive to 
Internet use 

No need to use Internet 
because it is important 
to Vary teaching 
methods 

Need to ensure that 
students are benefitting 
from the technology 

Training, 
support & vision 

Intemet is like a 
huge resource 
centre & no time 
is available find 
anything 

--- - -- 

A lot of teachers 
& parents are 
cornfortable with 
status quo 

Too many changes 
necessary & 
challenges to use 
Intemet as prirnary 
teaching resourcc 

- -- 

Access & 
equipment 

You are at the 
mercy of the 
server & the tirne 
of the day 

High costs means 
Internet use is not 
worth it for most 
teachers 

Limiting factor is 
computer lab 
tirne & reliability 
of equipment 

Control & 
monitoring 

Most difficult 
part is control- 
wonderful to let 
students 
discover but 
how do you 
grade that? 

Teachers have 
duty to ensure 
that students 
don't access 
inappropriate 
sites 

If students have not 
l e m e d  basic 
investigative skills 
needed to explore 
Intemet, they will 
not learn them 
through SLL 

As students are 
staring into 
computer it is hard 
to get their attention 
in French 

Students' way of 
dong online research 
is less thorough than 
research done from 
books 

OLEs 

Intemet use is 
like trying to 
browse thousands 
of magazines at 
once 

Information c m  
be shared online 
but knowledge 
canno t , 

Information is not 
always pertinent 
to the junior high 
level 







Time & the 
cuniculum 

Training, 
support & vision 

Access & 
equipment 

Control & 
monitoring 

As long as teachers play 
by antiquated rules of 
educational system, new 
technologies will always 
remain new 

Technolo gical 
illusion results 
from seeing 
technology as an 
end in itself & de- 
emp hasizing 
pedagogical needs 

Need appropriate sites 
to ensure objectives are 
achieved & to make 
maximum use of t h e  

Other teachers do 
not share 
enthusiasm for use 
of OLEs- they 
think technology 
is a passing fad 

Educational system 
works against valuable 
but tirne-eating projects 

Vision is too 
technological -not 
enough emphasis 
on new uses & 
new paradigms 

S tuden ts OLEs 

The Internet has 
no value for 
teaching of Core 
French as it does 
not facilitat e 
learning in 
speaking & 
lis t ening 

Intemet is great 
for children who 
know how to read 
well, classiry 
info. & have a 
purpose for its 
use 

At times, you can 
experience a 
serious 
information 
overlo ad 
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Time & the 
curriculum 

The Intemet needs to be 
used with specifc goals 
and fiequent evaluation 

Training, 
support & vision 

A minimal 
mastery of the tool 
is necessary before 
consideration of 
pedagogical 
questions 

Teachers are 
stressed & tired 
and just want to 
get through their 
cumcula 

- - 

Teachers have not 
apprehended the 
new pedagogical 
par adigms 

There is a lack of 
information 
available about 
suit able online 
activities or uses 

Access & 
equipmen t 

Control & 
monitoring 

Students must be 
coached to 
develop higher- 
order thioking 
sküls to process 
information 

Finding online 
information has 
more to do with 
luck than with 
skiU or expertise 

Sites tend to be 
difficult for 
weaker French 
s tudents 

The number of 
sites you hit after 
a search c m  be 
ovenvhelming 
and tirne- 
consuming 





I curriculum 
Training, 

support & vision 
Access & 

equipment 

Each t h e  a new 
technology is 
introduced in the 
Ianguage class, the 
same messianic 
discourses corne 
back 

AU that is being 
done at present is 
through 
individual' s 
teacher's initiative 

Contrai & 
monitoring 

S tudents 
.- 

OLEs 

Table 5.3 Surnrnary of beliefs related to the challenges to use of OLEs 



5.4 Conclusion 

The aim of this study is to profile the beliefs of teachers of FSFL about teachmg 

and leamhg m online learning environments. This chapter has presented these beliefs 

following a preliminary analysis and coduig. M a t  the analysis revealed is that teachers' 

beziefk are heterogeneous, they are spread over a wide range and cover a broad selection 

of topics and aspects of school me. Two categories and twelve sub-categories grouped 

approximately 400 beliefs. The categorïes derived fkom the coding are not definitive. 

They couId have been organized somewhat differently and some of the beliefs might have 

been grouped in multiple categories or în other categories. However, what is important 

in the grouping of the beliefs is that some commonalities could be identined and that 

boundaries codd be established to allow for inclusion of all the data- 

Some of these beliefs reflect an enthusiasm for use of OLEs and highlight their 

advantages for teaching and learning FSFL. Others focus on the many challenges to 

teaching and leaniing with OLEs. The beliefs covered many Werent aspects of the 

teaching world such as teacheïs, students, technology, the cumculiim, t h e ,  text- 

books, information, teaching approaches, communication, training, equipment, 

motivation, control and roles to mention but some of the beliefs uncovered by this study- 

In relation to beliefs about the teaching of FSFL,, teachers referred to many aspects such 

as listening, speaking, reading, writing and culture. In tenns of the tools of OLEs, 

teachers referred to chat rooms, e-mail, the World Wide Web, MOOs, and discussion 

lists. In relation to beliefs about the types of activities m which students c m  engage in 

online, there were references to virtual visits, web-publishing, e-mail correspondence, 

online research, and collaborative projects. In tenns of approaches, teachers made 

reference to project-based learning, task-based learning, Communicative Language 

Teaching and resource-based learning. 

There were some aspects relatd to teaching and learning which were not 

represented by teachers' beliefs. While there were references to adminixtrators and r n a q  

to students and to teachers, there were few if any beliefs related to parents. Beliefs about 

testing and evaluation were few although there were many beliefs related to covering the 



cumculum. While there was minimal reference m the beliefs to the use of OLEs m the 

teaching of content areas Jïke history, there was no reference to use of these environments 

for the teaching of other subject areas in French such as science or math even though 

these subjects figure as part of the French-Immersion cUrnculum in Canada. 

There were other aspects of the beliefs which were not addressed by this chapter- 

The profïie revealed that there were many differences and even contradiction and 

conflicts evident in the beliefs. The profle also revealed that while some teachers are 

enthusiastic about use of OLEs for the teaching of FSFL, others are more cautious and 

some are evidently opposed to their use. How can we explain these differences? How can 

we explain the contradictions and the confIicts? The purpose of the next chap ter is to 

interpret the beliefs, to attribute a larger meaning in terms of educational theories and 

paradigms. Chapter 6 takes the analysis one step hrther in order to provide an 

interpretation of the beliefs in each category. The analysis focuses on patterns and 

similarities in types of beliefs in order to understand what the beliefs reflect in terms of 

the approaches, philosophies and trends which have characterized language teaching 

during the past 100 years. 



Chapter 6 

Brave New Worlds, Strange New Worlds: 

Interpretation of the Findings 

"1 do believe that no one stands to gain more frorn les nouvelles 
technologies than foreign language classroorns. For years we have 
lamented the fact that our students have no concrete application of their 
language, and here we have, literally at our finger tips, a w hole world of 
Francophone kids, waiting for a chance to comrnunicate with us. It is 
indeed, exciting." 

'mternet, c'est d'un seul coup pour des profs étrangers souvent beaucoup 
plus isolés et limités dans leurs pratiques de classe qu'on ne croit, 
quelque chose d'infiniment ouvert et qui donne le vertige." 

6.1 Introduction 

The two excerpts above present contrasting perspectives on the value of OLEs in 

the teaching of FSFL. These beliefs, as well as the contrast between them, are indicative 

of the diverse range of beliefs found in the context of this study. Some beliefs portray 

OLEs as brave new worlds that offer opporhmities and potential, and that promise 

change. Other beliefs portray OLEs as strange new worlds that are foreign, hstrating, 

confusing and impenetrable. h the previous chapter, teachers' beliefs were presented 

and described in two categories and in accompanying subcategories. The emphasis in the 

chapter was on describing and on summarizing the beliefs. The presentation of the 

findings provided a response to the question: What are some of teachers' beliefs about 

teaching and learning FSFL in OLEs? This chapter moves beyond the presentation and 

description of the beliefs and provides an interpretation based on further analysis of the 

data. The interpretation involves taking each sub-category of beliefs identified in Chapter 

5 and andyzing it in relation to the historical and conceptuai framework outlined in 

Chapter 2 of this study as well as in relation to this study's review of the literature. The 

interpretation of the findings presented in this chapter explores research question 2: What 

do these beliefs reflect in terms of the evolution of approaches and use of technology in 



the teaching of FSFL? 

The historical and conceptual framework outlined in Chapter 2 of this study 

provided a summary of the evolution of a~proaches and of technology use in second- and 

foreign- language teaching throughout the 2 0 ~  century. In the context of describing this 

evolution, a vision was provided of language leaming in the 2 lSt century. The most recent 

phase of technology integration, Technology Enhanced Language Learning (TELL) using 

OLEs was outlined and it was shown how OLEs fonn an integral part of this vision of 

language learning for the 21°century- However, it was also shown that use of OLEs for 

teaching and learning of FSFL does not in itself guarantee the realization of the vision 

for teaching and Iearning French in the 21'' century. Garrett (199 1) reminds us that the 

computer does not constitute a rnethod in itself rather it is a medium or an environment 

in which a wide variety of methods, approaches or pedagogical philosophies may be 

implemented, Therefore, we cannot assume that use of O L E s  will automaticdy lead to 

the transformation of present instructional paradigms, rather such use rnay simply allow 

teachers to digitize or to improve on existing practices. 

The purpose of this chapter is to look beyond the presentation of the beliefs to 

understand what die beliefs represent in temis of the new Iandscapes for Iearning in the 211 

century. Where do these beIiefs lie in the evolution of approaches throughout the last 

century? Do the beliefs reflect aspects of the vision for learning FSFL in the 21'' century 

as outlined in Chapter 2? What type of approach do they reflect? Do they represent an 

attempt to take full advantage of the potentid of OLEs? This chapter seeks to provide 

possible answers to these questions. 

6.2 Beliefs Related to the Advantages to Use of OLEs 

The coding of the data resulted in the creation of two broad categones one of which 

was beliefs related to advantages of using OLEs for teaching and leaming FSFL. These 

beliefs reflected a positive attitude towards use of OLEs as well as an overall enthusiasm 

and acceptance of the new technologies and tools. As the following section will illustrate, 

many of these beliefs reflect aspects of the vision of teaching FSFL in the 2 1'' century as 



outlined in Chapter 2. At the same time, what this section will show is that while beliefs 

grouped in this category may be open to use of OIES, they do not necessarily reflect an 

evolution in beliefs. 

6.2.1 Resources and l[nformation 

The issue of supplemental curriculum resources in the teaching of French is a 

signifcant one. Access to resources to supplement an English program would be 

relatively easy in any predominantly English-speaking area However, such is not the case 

with French materials in non French-speaking areas. Any teacher living outside of French- 

speaking areas may not have imrnediate access to the sarne variety of resources as might 

a teacher in an English prograrn. It is not surprishg therefore that participants in this study 

displayed great enthusiasm for the capacity of OLEs to provide them access to resources 

and materials. This enthusiasm was particularly apparent for participants teaching in s m d ,  

remote schools where OLEs now provide them access to resources that they couid 

otherwise never have. 

Participants also expressed a belief in the value of OLEs to facilitate a resource- 

based learning approach espoused and promoted by "educational leaders". 

"Resource-based learning involves active participation with multiple resources (books, 

journals, newspapers, multi-media, Web, cornmunity, people) where students are 

motivated to leam about a topic by trying to find information on it in as many ways and 

places as possible" (Laverty, 1997, p. 1).  Resource-based second- or foreign- language 

learning dlows for a focus on content as opposed to a focus on language. It supports a 

language-acquisition approach whereby the language is acquired in the same way that first- 

language leamers acquire their own language. Teachers' reliance on this approach reflects 

a de-emphasis of explicit teaching of language in favour of student-centered investigation 

based on use of resources in the target language. Beliefs in this sub-category suggest that 

OLEs are facilitating use of this approach by providing teachers and students with access 

to resources that they would otherwise not have. 

The belief expressed in the shidy that OLEs present an advantage for learning by 



providing vast quantities of information that could be used to do research suggests 

recognition of the importance of Pusak and Otto's (1997) notion of "input and intake". 

This notion encourages less of a focus on the traditional production of sentences cornmon 

with CALL and more on comprehensible input necessary for language acquisition to occur. 

Some teachers also expresseci the belief that there is a large quantity of resources available 

online in French and that, where the resources are available in English, these can be 

translated online. This belief suggests that teachers perceive OLEs as being specifically 

valuable for the teaching of French and suggests a wiliingness to exploit the possibilities 

that such environments have to offer. The belief that adequate resources are now available 

and that online resources fill a void that previously existed suggests that teachers perceive 

an improvement in and are optirnistic about the potential of OLEs to evolve their practices. 

Not oniy did teachers express an enthusiasm about the quantity of materials that are 

now available, they appreciated that these materials were authentic. Beliefs in the vaiue of 

authentic materials for use in the teaching of FSFL form an important part of the vision for 

language leaming in the 21" century. Pusak and Otto's (1997) description of the "new era" 

of language learning is characterized by use of authentic materials: "Students should be 

prepared to handle the compiex reality of a foreign language and culture .... To do this they 

must confront authentic documents, sounds images, and ideas from the foreign culture" (p. 

7). Smith (1997) described use of such rnaterials as providing a "bridge between the 

classroom and the world". Thus, beliefs about the value of OLEs to provide access to 

authentic materials provide support for the view of OLEs as a means to provide access to 

or to generate reality. Beliefs in the value of authentic materials also reflect support for 

communicative language activities. Richards and Rodgers' (1986) characteristics of 

Communicative Language Teaching emphasize the importance of use of authentic 

rnaterials. Constructivist learning also favours use of materials that are authentic and that 

therefore represent the complexity of the real-world. The belief in the value of these 

materials to make the language less c'foreign'7 points to an appreciation for the value of 

meaningful content and learning so important in the vision for learning in the 21* century. 

Emphasis on the ability of OLEs to provide students with access to living data as opposed 



to the ccoutdated" materials and information available in librdes and books reflects the 

principle that leamers need to be connected to the ' r d  world'. In other beliefs uncovered 

in this study, the immediate nature of ordine information was Iinked to the need for cross- 

disciplinary teaching which is also an important element in construcîivist leaming. 

Beliefs grouped in this sub-category dso showed an appreciation for the mdti- 

media capacity of OLEs to appeal to a wide range of students' needs and interests. Such 

beliefs refiect an interest in providing more student-centered learning. The emphasis on 

having access to greater variety and more diversity in information formats and content 

reflect the importance of multiple modes, representations and perspectives on the content 

evident in constnictivist Zearning. These beliefs reflect Williams and Burden's (1997) 

propositions for constructivist Ianguage leaniing which highlight the importance of taking 

into account the fact that learners learn in ways that are meanixlgful. This proposition 

implies that teachers will need to provide a variety of language learning activities that 

allow for different, individual learning styles, preferences and personalities. These beliefs 

also reflect Pusak and Otto's (1997) description of a new era of language learning 

characterized by student-centered leaming and accommodation of different learner styles 

and strategies. Teachers in this study also highlighted the capacity of multimedia to 

provide information in other formats such as with sound or images thus supporthg 

Hanson-Smith's (1997) assertion that multimedia provides support for different learning 

styles of language learners by deploying different neuro-systems in Iearning through its 

reliance on sound, colour, animation, etc. Similar beliefs were expressed by teachers in a 

shidy by Honey and Moeller (1990) of teachers' thinking related to how and why they use 

or do not use technology in their teaching. The high-tech teachers expressed a belief in the 

need for difTerent Iearning styles and learning requirements for students. 

Some teachers also expressed the belief that the information provided by the 

cornputer is superior to that which is available in other formats such as in a book, 

encyclopedia or a Library. This beiief refiects a questioning of current practices in that it 

rejects the assumptions that the pnnted word is the source of al1 knowledge and that the 

teachers' exegesis is required by students in order to learn effectively. Beliefs in the 



superionty of online resources support Pusak and Otto's (1997) argument that extensive 

use of, reliance on and appreciation for multimedia materiaI has the capacity to challenge 

the "dynamics of the textbooWcIassroom mode1 of instruction" (p. 15). Beliefs that express 

an appreciation for the resources and information available online aIso reflect an interest 

in extending control fiom the teacher to the student. Smith (1997) argues that the value 

of such materials raides in the fact that students interact directly with these materials 

rather than with the teacher's interpretation of thern. Students are interacting, not with 

prepackaged content or didacticdly prepared materids, but with documents which they 

access directly. Allowing students greater control and autonomy in the learning process 

reflects an essentid principle in constructivist learning and in the vision for leaniing in the 

2 1'' cen tury. 

Many of these beliefs regarding online resources and information reflect 

constructivist principles- However, beliefs in the importance of authentic materials also 

reflect the principles of Communicative Language Teaching. Thus, an individual can 

express the belief that OLEs add value to learning through the provision of authentic 

resources and information while still being unaware of how these materials can be used to 

support learner control, knowledge construction and knowledge sharing since these 

principles are characteristic of constructivism but not of CLT. Beliefs reported in this 

category of resources and information reflect an understanding of CLT but not necessarily 

of constructivism or of the vision of learning espoused by this study. Ultimately, whether 

the belief in the value of online resources makes a difference to the learning situation 

depends on what the teacher intends that students do with the inforrnation and resources. 

Does the way in which online resources and information are used refIect an understanding 

of the potential of OLEs to support knowledge construction and collaboration? For 

example, resources and information c m  be exploited by teachers and students simply as 

reading selections. When used for this purpose, the potential of OLEs is reduced to that 

of littie more than a repository of content. Retneval of information in itself is not a high- 

order skill. It is how the information is used and processed by students in the context of 

learning activities and projects that may encourage the development of higher-order 



thinking skills- 

In relation to beliefs about the capacity of OLEs to provide resources and 

information we need to ask M e r  questions. Do teachers see the access to and 

avaiiability of resources simply as a solution to a problem of Iack of resources, or lack of 

ready-made content, or do they see it as  a means of doing more projects, more resource- 

based Iearning and more learning that appeals to students' inter-? Are students simply 

using the cornputer to turn pages of a more varied and voIuminous textbook? What 

control do students have over what they do with the information once it is retrieved? Do 

they share this information with others in order to collaborate on projects? Do students use 

this knowledge as a means to constnict new knowledge? 

6.2.2 Communication and Collaboration 

The importance of communication in the second language classroorn is primordial. 

As Littlewood (1981) explains: "...foreign Ianguage teaching must be concerned with 

reality: with the reality of communication as it takes place outside of the classroom and 

with the reality of leamers as they exist outside and inside of the c lassr~orn~~ (p. 95). The 

early emphasis on f o m  in language teaching was gradually replaced beginning in the early 

seventies w ith a greater emphasis on function. Real-world language use, meaningfd 

communicative interaction, purposive behaviour, negotiation of social meaning, 

development of fluency as opposed to accuracy, opportunities for students to express their 

own individuality: each of these became important goals for Communicative Language 

Teaching. 

In spite of the importance of providing avenues for communication, many 

language classes have, until now, not had such opportunities for meaninfil 

communication. Opportunities for meaningfül and authentic communication with 

Francophones are lirnited in cases where students are not exposed to Francophone 

populations. However, what some beliefs in this study indicate is that OLEs are now 

making easier the realization of the goals of Communicative Language Teaching by 

making available sophisticated electronic communicative tools. It is perhaps for this 



reason, that one of the beliefs expressed in this study is that "no one stands to gain more 

from ies nouvelles technologies than foreign language classrooms". This belief is 

supported by the claims of Warschauer (1997) who argued in a similar vein that 

compter-mediated communication "is probably the single computer application to date 

with the greatest impact on language teaching" (p.5). This impact becomes even more 

signZïcant when one considers the beliefs expressed by teachers in this study who live in 

remote ancilor isolated areas. OLEs take on a special significance and vdue for these 

individuals. Online cornmunication tools provide them with "meaningful opportunities to 

use their second languageY7- opportunities which rnight not be availabIe to them otherwise. 

The emphasis on communication in second-language pedagogy, particularly in 

CLT, may explain why some of the beliefs in this subcategory described online 

communication as being the prime advantage of OLEs, something that 'ccannot be 

duplicated in the classroom". For primary students, "good books" or a "CD-ROM" are 

desc~bed as "superior" to anything the Internet can provide with the exception of 

opportunities to communicate. These beliefs reflect one of Underwood's (1984) 

principles for Communicative CAIL which argues that effective use of the computer for 

communication "does not try to do anything that a book could do just as well". 

Beliefs emphasizing the importance of communication are important in CLT. 

However, they d so  reflect more recent preoccupations and principles such as those of 

Williams and Burden (1997) whose social-interactionist framework maintains that we 

learn a language through meaningful interaction with others. The emphasis in the findings 

on "conversation", "correspondence", "interaction", "exchanging" and "sharing" also 

reflect Honebein's (1996) argument that constmctivist learning involves embedding 

learning in social experience. The elements of social experience and interaction are also 

highlighted by teachers' beliefs that emphasize the advantages of online communication 

to facilitate "special relationships", "international solidarity", "global communities" and 

communication with 'Yamily and friends". Support for online communication evident by 

some of the beliefs in this shidy is consistent with Hubbard's (1987) emphasis on the need 



for comprehensible output and learner-learner interaction in the target language. A further 

advantage of online communication and interaction with native speakers noted by one 

teacher is its abiIity to provide alternate linguistic rnodels. This belief is echoed and 

supported in the literature by Hanson-Smith (1997) who recognizes the value of online 

communication in increasing Iinguistic diversity. 

Many beliefs were expressed about the value of OLEs to provide students with 

access to other worlds beyond that of the classroom and other materials beyond those 

created by the teacher. Such beliefs support use of the computer in the role of generator 

of reality. Belîefs reflecting this metaphor of the computer refer to opportunities for 

students to "visit French-speaking countries", to contact "a whole world of francophone 

kids", "to see parts of the francophone world", to "take students far beyond the classroom, 

to give them "contact with the outside world" and to "contact groups in other parts of the 

world". These types of beliefs favour providing meaningful opportunities for interaction, 

more student-centered experiences and fearner-Iearner interaction as well as an interest in 

taking advantage of the capacity of OLEs to break the pattern of teacher-centered 

discussion in the classroom. 

A specific online communication tool about which teachers described their 

experiences and beliefs was that of chat rooms. Singhal(1997) refers to the ability of chat 

rooms to stimulate authentic communication and assist students in developing specific 

communication skills. Teachers described how they use chat both for communication 

between students in the same class and between different classes. Two teachers who 

discussed chat rooms at Iength described how they circulate around the room providing 

advice or help. Use of chat rooms reflects support for Communicative Language Teaching 

principles as follows: the teacher does not know what language the student will use; 

students interact with people instead of just with the language; fluency as opposed to 

accuracy is the goal; teachers assist the learners instead of controlling them; students 

generate original utterances rather than manipulating prefabricated language. Teachers also 

noted that they believe that use of chat allows for more participation from shier students 

which confms  the findings of studies on cornputer-mediated communication as reported 



by Warschauer (1997a) and whereh researchers have noted that the social dynamics of 

CMC result in more equality of participation than what would be typical in face-to-face 

communication, 

Communication is important in second-language learning. However, in the 

evolution of approaches to teaching second languages, we are reminded by Stem (1992) 

that the communicative approach relies too much on the single concept of communication. 

Warschauer (1996a) provides a sirnilar caution when he notes the criticisms of 

Communicative CALL. He argues instead in favour of models which integrate 

communication with task- or project-bassd learning. Warschauer (1997a) a f i m s  that 

odine communication has the power to aIlow learners to collaborate and to construct 

knowledge together. Singhd (1997) observed that online interaction can lead to 

cooperztive projects and increased communication between students from al1 over the 

world, in turn leading to the development of social skills. Many teachers in this study 

highlighted their use of OLEs as a means to prornote collaboration between students. 

Collaborative projects, global communities, sharhg and exchanging information and 

knowledge, exchange of videos, collaboration on themes: beliefs in the value of these 

elements suggests a move beyond the phase of Communicative CALL to refiect aspects 

of the vision for language learning in the 21Y century. The following section looks at 

another sub-category of beliefs, that of real-world learning, and how it too reflects aspects 

of the vision. 

6.2.3 Real- World Leamïng 

The concept of real-world learning is not unfamiliar to second-language education 

rather it is a concept that has been comrnon to Communicative Language Teaching for 

many years. Earlier approaches to Ianguage learning such as Grarnrnar-Translation and the 

Audio-Lingual Method did not take into account the importance of real-worId contexts for 

learning. Instead, elements such as controlled practice, interaction with texts, habit 

formation, study of the forms and accuracy were emphasized. With the advent of 

Communicative Language Teaching came the emphasis on the importance of meaningful 



communication, contexts for Iearning, authentic learning? and thus, red-world learning. 

Hymes (1968) referred to the importance of being communicatively competent in a speech 

community. Kcashen (1978) deveIoped the concept of Ianguage acquisition as opposed to 

language leaming and, in generd, the growth of psycho-linguistics, socio-linguistics and 

an interest in semantics highlighted the importance of d - w o ï l d  language use. Wmchauer 

and Healey (1998) described how teachers gradually began to move away from a cognitive 

view of communicative teaching to a more social or socio-cognitive view which placed 

greater emphasis on Ianguage use in authentic social contexts. Furthemore, the 

development of French-Immersion programs gave rise to a new conception of language 

leaming - one which gave more of a real-world purpose to language learning through a 

content-based approach. 

Thus, French teachers have for rnany years been cognizant of the important role 

that real-world learning played in second- and foreign- language education. What is 

different now is that OLEs make real-world Iearning more possible- Teachers can now 

appreciate what this concept rneans in practice. Judging by some teachers' beliefs in this 

study, the new possibilities for learning are having an impact on students. Some of the 

beliefs indicated that OLEs make French a living language for students. Tt is likely that any 

other subject would be made "real" through study in OLEs. For example, through use of 

OLEs for math, students may corne to see the application of math in every-day life. 

However, as teachers noted, through use of OLEs, students c m  see French connected to 

the everyday lives of individuals like themselves. Students "see French as something real- 

not just a subject taught in school", and not as a "dead Ianguage". Recognition of the 

importance of students seeing French as real indicates an underlying belief in the 

importance of meaningful learning. 

Beliefs in this sub-category ernphasized the importance, not only of meaningful 

learning, but of purposeful learning as well. Beliefs in this sub-category referred to the 

value of students having a "real audience and a real purpose". The value of OLEs was 

attributed to its capacity to allow students to "share student-generated work" and as "a 

productive (rather than receptive) tool". This belief points to the importance accorded to 



the notion of active leaming. More importantly, the belief suggests a reconceptualization 

of the role of the learner whereby students are seen as generators or producers of 

knowledge as opposed to consumers of knowledge. The value of sharïng student work 

reflects Brown, Collins and Duguid's (1989) theory of situated learning which affirms that 

learning advances through collaborative social interaction and the social construction of 

knowledge. 

Some of the beliefs in the value of real-world leaming that were expressed in the 

context of this study represent a rejection and questioning of existing practices and the 

present organization of learning. One belief described how, in OLEs, "leaming a second 

language becomes far Iess contrived and simulated" and another criticized "The Iinear 

mode1 of leam, answer questions, testy'. In a study by Dwyer et al. (199 l), the authors 

found that teachers who had reached the appropriation stage in the integration of 

technology displayed an increasing tendency to reflect on practice and to question old 

patterns. The authors describe this stage as representing one of the final stages in the 

process of evolution of teachers' beliefs from a traditional text-based curriculum to more 

constructivist approach. 

A M e r  beIief expressed in relation to the real-world value of online learning is 

that it is more effective than what the television c m  provide. The effect of learning online 

is that it ''hits home more effectively than Iooking at a distant TV screen up in the front of 

the class". The redistic value of OIES is also iilustrated by the belief in the "shock value" 

of the hternet and how a "virtud visityy allows for "in-your-face learning". Beliefs about 

the reai world application of French in OLEs support Bracewell et al.3 (1998) conclusion 

that "Iearning situations become more realistic and authentic as cIassrooms are getting 

online" . 
These beliefs in the value of red-world learning suggest a devaluing of the 

classroom versus red-world dichotomy and a rejection of the discrepancy between the 

didactic situation inside the classroom and that of the world outside of the classroom. Such 

beliefs are thus consistent with Legenhausen and Wolff's (1987) metaphor of the 

cornputer as generator of reality. Meaningful, purposefui, realistic, authentic and active 



Iearning: these concepts are consistent with the vision of Ieaming in the 21R century in 

particular. The metaphor of the student as generator or producer of knowledge points to 

an evolution in classroom roles and relationships as well as a shift towards a more student- 

centred form of learning. 

6.2.4 Motivation 

WhiIe cognitive factors are important in terms of learning, affective factors play 

an instrumental role in second-language learning. Stern (1983) States that "... positive 

attitudes reIated to the Ianguage and the ethnolinguistic community are closely associated 

with higher levels of Ianguage proficiency" (p. 386). Positive attitudes towards the 

learning situation itself independent of the language can also result in higher proficiency. 

Beliefs grouped in this sub-category have in common that they associate use of OLEs with 

positive attitudes towards learning and with increased learning. Pusak and Otto (1997) 

provide an explanation for the motivating effects of OLEs in their discussion of multi- 

media. They argue that students can be much more intellectually engaged by interacting 

with complex mediated prograrns that present language and culture in context than they 

ever were performing repetitive drills: 'They are motivated bath by authentic experiences 

with the Ianguage and by the prospect of gaining skills that might have practical 

application for them ..." (p. 6). 

The multimedia environment of OWs offers extensive opportunities for motivation 

according to some of the beliefs expressed by this study's participants. Teachers remarked 

that students appear more interested and respond more enthusiasticdly in French class 

when they assign Internet activities or  when they tell students that the information came 

fiom the Intemet. However, explanations varied about why students appear more interested 

by the Intemet. Beliefs attributed the motivation to the fact that students "find it h n  and 

interactive", that they like the "instant feedback" as well as the "exotic flavour" and that 

"they can have fun while still encountering the target language". One teacher attributed 

the interest and motivation to the fact that online activities appeared to students to be 

"more interesting than a worksheet" and were able "to break up the monotony" of certain 



activities such as reading a book. These beliefs confimi some of the findings of 

Muehleisen (1997) who attnbuted the motivating quality of the Internet to the fact that 

students see it as new and exciting and as a tool they wiU need in their future careers. 

The sources of motivation identified by teachers and even by Muehleisen differ 

€rom those of Bracewell et al. (1998) who posit that increased interest and motivation 

result fiom "a greater diversity of learning gods, projects, and outcornes" (p. 14). The fact 

that teachers see online learning as being motivating may be less important than why they 

believe it to be motivaîing. The long-tem, fundamental mo tivating factors of OIES relate 

to their capacity to transform the learning situation into one which is student-centered thus 

focused on their ne&, one which allows student-control, and one which allows students 

the opportunities to set goals and determine the paths for leaniing. These elernents are 

more likely to provide lasting motivation than wouId the exotic flavour, or instant 

feedback of an oniine grammar lesson. Reeves' (1993) studies found that the user-fnendly 

and appealing features of multimedia comprised eiements of which students quickly tired. 

As Pusak and Otto (1997) argued, the "solid pedagogicd design and content" are no 

substitute for "the glitzy bells and whistles that seem so attractive to the casual observer". 

A similar reaction is evident in beliefs that portray OLEs as a means to 

extrinsically motivate students to want to leam French. These beliefs focused on the 

capacity of OLEs to motivate students who would otherwise cornplain that French "sucks". 

Another teacher described how she chooses to use O E s  with her students in order to 

counteract her students' lack of motivation for Ieamhg the language. Beiiefs such as these 

that emphasize the extrinsic, superficidiy-rnotivating aspects of OLEs echo the reaction 

during the early phases of CALL when teachers vaiued the cornputer's capacity to take 

away some of the dmdgery of Iearning a second language. 

Ln 1987, Hubbard described CALL software as that which motivates the learner 

to use the software and to learn the language. Evolution of use in technology particularly 

has shown us that the potential of OLEs lies in their capacity to motivate intrinsically 

through meaningful, purposeful, authentic and active leming situations and not through 

being fun or attractive. A firther important potential of the capacity of OLEs to motivate 



intrinsically is through improvement in self-image and self-esteem. Williams and Burden's 

(1997) propositions for teaching and Iearning fkom a constructivist perspective in the 21st 

century stress the important influence of the individual' s selfconcept in language learning. 

One teacher descrïbed how her students' proficiency in using the computer and their 

successful completion of assigned tasks provided them "with feelings of success". Beliefs 

such as these reflect an awareness of the importance of the individual's self-concept. No 

doubt that students' motivation couId be heightened further through greater learner control 

whereby the "assigned tasks" were replaced by projects or tasks designed by the leamer 

instead of being assigned by the teacher. 

Teachers' beliefs in the capacity of technology to provide extrinsic motivation in 

order to counter classroom problems related to a disinterest in learning French, or to the 

monotony of classroom learning are reminiscent of the early stages of technology use in 

language teaching that relied on the capacity of the computer to take the boredom out of 

language learning. They contrast pointedly with beliefs that recognize the capacity of 

technoIogy to provide intrinsic motivation through an increased ability to focus on and 

meet students' needs and interests. Such beliefs recognize the capacity of OLEs to offer 

opportunities for greater student control and to provide individualized paths for learning. 

6.2.5 LearnPng 

This sub-category of beliefs related to ways in which OLEs can enhance learning 

is a very broad one. The beliefs in this section, whiie very close or sirnilar to those in the 

next section on teaching, differ from them in that the focus here is on the student and on 

the learning situation or process as opposed to being on the teacher and the instructional 

process. hdeed, many of the belîefs in this study focused specifically on students, their 

changing needs and on the importance of focusing on their changing role- It is not 

surprising that teachers expressed beliefs about the changing needs of students and the 

ways in which these changes can affect the leaming process. Perhaps more than ever 

today, as society is constantly changing, does it become even more challenging to respond 

effectively to the needs of students. One teacher's belief that "Today's students are quite 



different from those of even 2-3 years ago" recognizes the rapid Pace of change and its 

impact on teachers. 

It is interesting to observe how teachers perceive this change. One teacher noted 

that "The students are accustomed to numerous stimdi, (ie. (sic) virtual video games, etc-), 

thus the teacher has to be more creative to obtaïn and maintain their attention." This belief 

sees the change in students as resulting in a situation where the teacher has to cornpete for 

students' attention. Teachers' beiiefs about how students are changing and how they can 

respond to these changes can reflect different perspectives. One perspective values 

technology as a means to ensure that students become life-long leamers and that they can 

transfer their learning to other situations. This perspective shows evidence of a 

reconceptualization of the roIe of the learner as one who is not simply a passive consumer 

or recipient of knowledge but an active constructor of knowledge who is able to think 

cntically and solve new and complex problems. Another perspective values technology 

because of its ability to effectively compete for students' attention. 

Beiiefs that are more likely to reflect the former perspective are those that describe 

technology as something that "broadens the students' horizons" and ailows "students to 

be creative and learn through experience", or allows them to have "more independent 

learning in class" and "to l e m  on their own while using an alternate approach to 

teaching". Beliefs in the value of technoIogy in generd or of OLEs in particular to allow 

teachers to compete effectively for students' attention, may result in a valuing of online 

activities such as "internet competitions", "treasure hunts, crosswords", "activities for 

special occasions", "games, puzzles, maps", "sending greeting cards". While these 

activities may have a place in language Iearning, they do not represent those activities that 

may best take advantage of the potential of OLEs to transform the language learning 

experience. These types of activities are no doubt the types that provide what one teacher 

referred to as a "'nice change of Pace from the regular classroom setting". However, they 

offer the same advantages as did the introduction of the Ianguage lab which was valued 

at the tirne of its introduction because of its potential to take the boredom out of the 

classroom. 



Activities reflecting beliefs in the value of technology to transfomi the Iearning 

process are those in which students are producers as opposed to consumers of knowledge. 

Teachers described activities such as the creation of "class web pages where students can 

post autobiographies and display their art work", or opportunities for "creative writing 

with online feedback" and "writing for publication". These beliefs are confirmed by 

Warschauer (1997b) who argues that the Internet creates optimal conditions for learning 

to write by providing an authentic audience for written communication. Singhal(1997) 

also a f f l ~ m ~  that the Intemet can serve as a medium for experiencing and presenting 

creative works or as a platform for students' own work. Online activities in which teachers 

incorporate a variety of language skiils including listening and speaking also represent a 

means of expIoiting the potential of OLEs- One teacher described how she used web sites 

for listening activities, "to make France and French more of a reality" to access "'guest 

"speakers" from various French-speaking countries". Not surprisingly, the teacher 

concluded that such activities received a positive response from her students because 

students "see a purpose to Iearning a language and even to learning grarnmar !". Such use 

capitalizes on the potential of OLEs to make learning real, purposeful, and meaningful to 

students. 

Other advantages that OLEs present for leaniing lie in their capacity to change the 

pattern of interaction in the classroom so that it becomes more decentered in general and 

student-centered in particular. One teacher referred to opportunities for students to "work 

in groups and chat amongst themselves in the target language". Beliefs in the value of 

student-to-student interaction reflect principles of constructivist Iearning. They also reflect 

a move towards a transformation of practices as observed by Dwyer et al. (1992) in their 

ACOT study. The authors found that the direction of change was towards chiid-centered 

rather than curriculum-centered instruction; towards collaborative rather than individual 

tasks; towards active rather than passive learning. 

Unlike CALL which presented the same material in the same way and with the 

same analysis of performance, online learning provides a multitude of presentations and 

a wide range of content suitable to different learning styles and strategies. The value of 



such modes of presentation that centre on the student are highiighted by those beliefs that 

recognized and valued ciifferences in leaming styles and abilities and which associated use 

of OLEs with a means to address these Merences- Changes in modes of interaction may 

be accompanied by beliefs that devalue the 'linear and traditional approach" and instead 

express a preference for the "arborenscence" (sic) or hyper-textual approach of the Intemet. 

OLEs present M e r  benefits for learning particularly in the teaching of culture. 

The cultural component of language learning became important with the advent of 

Communicative Language Teaching. However, teachers rnay not have had access to the 

resources or tools needed to allow students to develop an appreciation for and 

understanding of the real contexl in which languages exist. Singhai (1997) argues that the 

Internet can offer students the opportunity to participate in the culture of the target 

language and l e m  how cultural background influences one's view of the world. BeIiefs 

that recognize the value of OLEs to open "up the classroom to many more cultural inputs 

than the library did" represent an understanding of the importance of contexts for learning. 

The dissatisfaction with the inadequacy of TLEs to promote cuItural understanding and to 

allow students to "get past the beret and baguette!" emphasizes the value of OLEs to 

promote authentic and meaninml learning. 

OLEs present further advantages to language leamers in that they can provide them 

with opportunities to develop and deploy higher-order thinking skills. Singhal (1997) 

argued that logic skills are required for searching, that evaluative judging is required by 

studencs when they review the information, and synthesizing occurs when students make 

a complete and coherent whole out of the information which they have gathered and 

evaluated. The following belief supports Singhai7s assertion: ' m e n  students use the 

Intemet in their second-language learning certainly they have to problem solve: analyze, 

interpret, synthesize the materials that they are using on the Internet". These types of 

beliefs also suggest an awareness of the complexity of language learning and how online 

activities can be designed to ensure challenging and effective learning expenences. Beliefs 

in the importance of high-order thinking skills contrast with what Prawat (1992) argues is 

the major obstacle to educational reform -that of the emphasis on factual and procedural 



knowledge at the expense of deeper levels of understanding. In an exploratory study by 

Hannafk and Freeman (1995), the authors hypothesized that teachers who hold objectivist 

views will use the computer only for Iower-order skills. Likewise, those with 

constructivist views would be expected to use computer programs that facilitate more 

open-ended and problem-solving approaches to cumculum. 

Some participants in the study highlighted the value of OWs  to facilitate changes 

in the role of the learner and the teacher, Teachers noted that students' use of OLEs 

makes them "become more responsible and independent leamers", that it facilitates "le 

travail en autonomie" whereby the student c m  "construire seul son savoii' and that "it can 

help create a situation in the classroom whereby the students become more responsible for 

their leaming". Autonomy in leaming suggests that students are choosing their own goals, 

determining the paths for learning, and that student control is looked upon favourably as 

an element that can enhance learning. Such beliefs lie at the very h e m  of the vision 

espoused by this study. 

Nso at the centre of the vision is the role of the teacher, Beliefs about the role of 

the teacher will be discussed in the next section. However, one belief expressed in relation 

to this issue is that, dong with a change in the students' roles to that of being more 

responsible for their learning, cornes a change in students' beliefs: "They reaiize that the 

teacher does not have to be a font of information, rather a guide. Hopefully, this will 

encourage them to become lifelong leamers." Beliefs of this type indirectly highlight the 

fact that, not only can teachers reconceptualize their role, but students, as weil, can begin 

to reconceptualize their role and that of their teacher's. Beliefs of this type also suggest 

a Link between the roles held by students and teachers on one hand, and the concept of life- 

long learning on the other. The emphasis on life-long learning contrasts with beliefs in an 

earlier part of this section where teachers emphasized the importance of using technology 

to compete for students' attention. 

Many of the beliefs in this section reflect aspects of the vision of language learning 

for the 21'' century. Pusak and Otto's (1997) "new era" of language learning is 

characterized by many of the beliefs which were discussed in this section The beliefs 



ernphasized process rather than product The importance accorded to communication and 

collaboration instead of the study of the structure of the language recognizes the 

importance of fbnction over form. Their new era favours development of critical thinking 

skills, promotes student-directed, student-centered learning, accommodates different 

leamer styles and strategîes and dlows for the development of cross-cultural insights. 

These elements were a l l  highlighted in the beliefs in this section. Those beliefs included 

in this section that do not reflect the vision are those that value the capacity of OLEs to 

compete effectiveIy for students' attention. These beliefs reflect earlier uses of technology 

in language teaching that valued the capacity of the machine to take away the drudgery of 

Ianguage learning. 

6.2.6 Teaching 

In the area of second-language education specifically, Stem (1992) expIains that 

"one of the main features of the development of language pedagogy has been ''the 

continuous attempt to renew language teaching through changes in teaching methods" (p. 

6). Earlier sections of this chapter have shown that, often, although teachers were often 

aware of the changes in second-language philosophy and methods, practices rernained 

unaffected because of a lack of tools and resources to effectively ensure the transition from 

theory to practice. Communicative Language Teaching, for example, w ith its emp hasis 

on authentic materials, meaningful and purposehl use of language in real-world contexts, 

became a feasible approach to language teaching given the availability of sophisticated 

electronic tools which form part of OLEs. 

An important way in which OLEs appear to be afîecting teachers' beliefs is through 

the provision of electronic tools that encourage teacher discussion, collaboration and 

reflection. Beliefs that describe OLEs as a means to promote contact and sharing among 

teachers and to access trends, ideas and philosophies suggest that OLEs serve as valuable 

assistants that provide services and opportunities otherwise not availabIe to teachers. Other 

beliefs described the practical value of OLEs to provide teachers with opportunities to keep 

up with their French and to develop frïendships and solve problems. Such beliefs underlie 



a willingness to change as well as an openness to new ideas and practices. Furthemore, 

these beliefs recognize the importance of collaboration between teachers as a means of 

improving teaching. Most importantly, they suggest that teachers see OLEs as providing 

them with opportunities to leam. FinalIy, these beliefs suggest that these teachers are using 

OLEs not just as a tool but as a place or environment where they can meet other teachers, 

discuss and collaborate. 

Teachers also described OLEs as a repository of teaching content where they could 

access resources, activities, ideas, dictées, proverbs, Iesson plans, teaching strategies, 

articles and sites to be used in learning centres. Others described its vdue to "supplement 

the current curriculum77 to provide "support for the cul turd objectives" or "ennc hrnen t" 

or "supplementary information" for "the development of themes". Other beliefs descnbed 

the value of OLEs for "skills development" and for "reinforcement of previously learned 

concepts". Singhal's (1997) description of the capacity of the Intemet bears some 

resemblance to these uses identified by teachers. She notes that the Intemet c m  be used 

to provide supplemental language activities such as  reading tests, pronunciation, grarnmar 

and vocabulary exercises and cornprehension questions. However, Warschauer (1997b) 

rerninds us that online activities should not be simply add-ons to the cumculurn rather they 

should represent an attempt at integration and should, as well, place sufficient cognitive 

and linguistic demands on students- Beliefs that emphasize the value of OLEs "to provide 

opportunities to go beyond expected C U ~ C U I ~ ~  outcornes", to aIlow for "hands-on 

learning" or to support a more resource-based, cross-cumcular, project-centered and 

communicative approac h to language teaching are perhaps more represen t ative of the 

capacity of OLEs to place cognitive and linguistic demands on students. Beliefs that might 

take advantage of the capacity of OLEs to significantly affect the teaching process are 

those that refer to opportunities to "vary teaching methods", promote "active learning", 

to "create courses which are ncher and better structurecl" and to create "tailor-made multi- 

media learning activities". 

The beliefs that provide extensive support for the capacity of OLEs to transform 

the teaching process are those that critique or compare traditional teaching practices with 



those possible through use of OLEs. The following excerpt provides an example of this 

type of belief: "...-it is so easy to get into a cornfortable nit! 1 get to offer the students 

worlds by visual aid of the computer that 1 could have never dreamed of by "normal" 

teaching methods, 1 guess it is making me a better teacher and 1 am more proud of the 

product 1 am delivering-it is now multi-dimensional rather than dry and boring". This 

belief and others Iike it suggest what Dwyer et al. (1992) refer to as "readiness for 

purposehl changey' whereby the teacher tends to reflect on practice, to question old 

patterns and to realize that technology c m  change her students' learning experiences. 

Questioning old ways of doing things, is what is evident in beliefs such as the following: 

'We needed a breath of new me, teaching had become stagnant--." Other beliefs such as 

the following that cnticize concerns with covering the cumcuIum indicate a readiness for 

change: "Yes, the minister wants a particular curriculum covered and yes, it is very 

tempting to just stick to the provided texts but how boring to use ONLY the prescribed 

materials and not have enough interest or motivation to spice up Our own teaching and the 

students' learning by experirnenting with new methods of instruction..-". 

Schofield and Verban's (1988) investigation of the effect of computer use on the 

teaching of mathematics reveaied that introducing cornputers into the classroom not only 

changes the teacher7s role, but results in a shift fiom a didactic to a constmctivist approach. 

Beliefs such as the following would be consistent with their findings: "I used to apply the 

direct approach with repetitive drill, teacher led lessons. My style now is more 

constructivist, facilitative, multi-disciplinary in nature and 1 tend to approach themes with 

the given, that the computer is an integral part of activities, center work, etc.". In their 

vision for the leamer, Henchey et al. (1996) emphasize the importance of learner-centered 

education characterized by "personal control of learning by students". Teachers7 beliefs 

that signify a move towards greater control by learners would be consistent with the vision 

of Henchey et al. and with the vision espoused by this study. One example of such a belief 

is articulated as  follows: "the htemet has changed my practice of teaching, by allowing 

the student more control and therefore encouraging more active learning in the class". 

The issue of student control is a pivotal one in the context of language learning as 



Williams and Burden (1997) remind us that leamers leam better if they feel in control of 

what they are learning and when they are encourageci to set goals for themselves regarding 

leaming the language. The fiip side of the playing card of leamer control is that of the role 

of the teacher who gives up some of her control to becorne more of a facilitator or guide. 

In second-language teaching, the concept of the teacher as facilitator dates back to the 

emergence of Communicative Language Teaching which, according to Richards and 

Rodgers (1986), often required "less teacher-centred classroom management skills". 

Littlewood (198 1) describes the role of the teacher in Communicative Language Teaching 

as that of a "facilitator of learning". It is not surprising given the importance of the 

decentered role of the teacher in CLT that some of the teachers in this study expressed 

beliefs consistent with that of the importance of the teacher as facilitator: "One of the 

ways in which using the Internet changes one's way of teaching is that if you had not 

adopted the role of facilitator, technology will force you to take on this role." It is 

interesting that this belief associates the decentered role of the teacher, not with CLT but 

with use of technology as does the following belief: "The internet pennits the teacher to 

adopt the role of facilitator (so often espoused in professional development but difficult 

for many to achieve in the classroom) rather than dl-knowing sage". 

Brâcey (1993) concluded that technology serves as a catalyst for change and that, 

as a result of using technology, teachers were more wilIing to take risks, that they dlowed 

for more independent student work, that they worked more as facilitators and that they 

provided for more dynamic learning experiences. Sorne of the beliefs expressed in this 

study are consistent with his conclusion such as the following belief which purports that 

effective use of technology requires the teacher to change her role: "As long as a teacher 

is wilfing to give up the 'sage on the stage' concept, and become a 'guide on the side',-the 

technology becornes an asset and not a liability." The following belief is consistent with 

Bracey's observation of the changes which accompany the change in role as a result of 

using technology: '% borrow a phrase, 1 am trying to become more the "guide on the side" 

as opposed to the "sage on the Stage" .... again, offering the same approach of making the 

students more responsible for and in control of their own iearning." 



The Audio-Lingual and Direct Methods depended on a central and active role for 

the teacher. CLT and now constnictivism provide alternatives to such roles. Whereas in 

the Audio-Lingual Method, teachers controued the Iearners, in the vision espoused by 

this study, teachers assist or guide the learner. In the following beIief, a teacher 

sympathizes with the fears teachers may have in abandoning the approaches with which 

they have been cornfortable. At the sarne time, she rejects an approach whereby the 

teacher controls the learner and, instead, espouses an approach whereby the teacher assists 

the learner: "Teachers have to be open-niinded and not worry about losing 'the spot of 

authority' that they have traditionally held in front of the class. If they are not fearful of 

empowering the students to explore, than (sic) that wiIl enable the teachers to expand their 

horizons." A sirnilar berief reinforces the value of adopting new roles: "The teacher does 

not have to be at the center of instruction. When one can get past this, then integrating the 

Internet becomes fun and exciting". Teachers' willingness to adopt new roles represents 

what Hannafiin and Savenye (1993) term as a shift in learning theory. In their study of 

computer use, they found that the change in the role of the teacher frorn that of lecturer 

to facilitator represents a corresponding shift in learning theory. Teachers' interest in being 

a "facilitator" instead of "a disserninator of knowledge" would reflect a shift away form 

approaches common to Audio-Lingualism and the Direct Method towards a more student 

-centered approach. 

BeIiefs that focus on the teacher's role and the activities in which she engages in 

on a daily basis are likely to influence many other beliefs held by the teacher. If she 

perceives herself as a facilitator then many of the other aspects of the teaching process will 

likely change including the role of the student. The beliefs reported in this section focused 

significantly on teachers' beliefs about their role. Most importantly, the beliefs indicated 

that some teachers were reconceptualizing their role as a result of their experiences with 

OLEs and were questioning sorne of the assumptions common to earlier approaches to the 

teaching of FSFL. 

Many of the beliefs reported in this section reflect aspects of the vision of leaming 

in the 21st century. These beliefs highlight the value of OLEs to promote teacher 



collaboration, and recognize it as a support and as a means to find out about new 

approaches, ideas, techniques and, most importantly, new practices. These beliefs centre 

on a need to change and on a desire to transform practices. Other beliefs reported in this 

section reflect Behavioristic CALL whereby the computer is valued as an add-on o r  a 

teaching machine that simply assists the teacher in carrying out more eficiently traditional 

classroom tasks. 

6.2.7 Summary 

In this section on beliefs related to the category of advantages of the use of O U s ,  

teachers refer to the ways in which the new environments for learning are influencing their 

beliefs. Many of the beliefs in this section sugges t that teachers are rethinking the ways 

in which they have done things in the past, that they are exploring new practices, new roles 

and new beliefs about learning and teaching. 

Many of the beliefs in this section refiect aspects of the vision of learning for the 

21" century. They are beliefs, in many cases, which suggest that teachers are using 

technology to transform their practices. Along with this transformation cornes a certain 

disenchantment with current practices, a suspicion that what these teachers have done in 

the past was ineffective and that what others are doing presently needs to change. The 

transformation appears to be fiom the teacher as trammitter of knowledge and controller 

of the learning process to teacher as facilitator or guide. The role of the student 

emphasizes greater levels of engagement and is reconceptualized to the student as active 

researcher, problem-solver, communicator, collaborator. The role of the computer is valued 

as a generator of reality and not as tutor or pedagogue which were comrnon metaphors with 

eadier approaches to use of technology in language teaching. The beliefs value patterns of 

classroom interaction that are de-centered and varied and include student-to-student, one- 

to-rnany, teacher-to-student, etc. The textbook is challenged as the primary tool for 

learning and the C U ~ C U ~ U ~  is reconceptudized and scrutinized to allow for more active, 

richer Iearning situations. The process of Ianguage Iearning is no longer focused on forrn 

and structure. Instead, real-world, holistic content and contexts that allow for input and 



output are believed to be necessary to allow for social interaction, individualized, 

meaningful and purposefbl communication. The teacher's motivation is less didactic with 

a shift towards concerns about leaniing and less about instruction. Technology is viewed 

as a facilitating tool and one that enhances the curriculum. Teachers' beliefs reflect a high 

comfort level with the new technologies and their impact on teaching and learning. 

Not aIl beliefs in this category of advantages pointed towards a shift in thinking or 

a transformation of practices. As was mentioned earlier, in some cases, the beliefs simply 

pointed to a means for teachers to do the same things but in a better way. So, while some 

beliefs portrayed OLEs positively as a means to access resources or as a means to motivate, 

they nonetheIess suggested that the cornputer was Iittle more than a teaching machine or 

add-on, a tool for making learning more interesting or more efficient. Beliefs of this type 

are not part of a larger system of beliefs that reconceptuaiizes roles of the major players 

as well as the entire learning process. In terms of the evolution of approaches and of 

technology use, they reflect a perspective on use of technology more reminiscent of 

Behavioristic C U .  

While this section has focused on beliefs that emphasize the advantages of use of 

OLEs, the following section presents a discussion of beliefs related to the challenges of 

using OLEs. This discussion once again aims to interpret the beliefs in relation to the 

evolution of approaches and technology use as outlined in Chapter 2. 

6.3 Beliefs Related to the Challenges to Use of OLEs 

This second category of beliefs contrasts with those in the first category in that 

these beliefs emphasize problems, difficulties, concerns or challenges in the use of OLEs. 

These beliefs do not necessarily or always dismiss the value of OLEs in the teaching of 

FSFL, however, they raise questions about how OLEs can be effectively exploited and 

how other issues such as time, training, control, and the cumculum, to mention but a few 

factors, impact on and interplay with teachers' efforts to integrate technology. This 

section of the chapter follows the same pattern as did the section that provided an 

interpretation of the beliefs reiated to the advantages of the use of OLEs. Each sub- 



category wiI1 be considered separately in order to ensure consideration and interpretation 

of the beliefs. The fmt sub-category considers how factors such as time and the c u ~ c u l u m  

play an important role in teachers' beliefs about teaching and Iearning in OLEs. 

6.3.1 Time and the CumcuIum 

In Chapter 1 of this study, the issue of time was highlighted in reIation to 

traditional schooIing and it  was noted how TLEs structure learning into short blocks of 

tirne, and how, generally, the dynamics of clock and calendar dictate much of the activity. 

Schools are characterized by a system that divides days into periods, periods into lessons, 

and lessons into curriculum objectives or outcornes. Time ultimately governs how 

curriculum material is presented to students and determines the opportunity they have to 

comprehend and master it. Thus, a curïous interplay or dependence is established between 

the two concepts wherein time is in frequent cornpetition with the curriculum. The 

curriculum itself, which i s  often referred to as "prescnbed" sets out what may be 

interpreted metaphoricaily as a path or course to be foliowed by the teacher. 

Beliefs grouped in this sub-category portray time as a valuable but rare comrnodity 

and reveal a preoccupation with being able to complete the cumculum in the given 

amount of tirne. These beliefs suggest that teachers feel pressured by external constraints 

over which they have little or no control. These types of beliefs were dso  articulated by 

some of the participants in a study by Honey and Moeller (1990). The authors found that 

teachers whose classroorn practices were more traditional in nature believed that they did 

not have sufficient tirne for any additional activities. Beliefs such as "Time is of the 

essence therefore one is apt to give up before achieving success", or "Our curriculum is 

overloaded. Therefore one would have to be done at the expense of the other". or "the 

cumculum is already so jam-packed full of activities, you have to make an effort to fit in 

an Intemet activity usually at the expense of something else" suggest that, to ensure 

efficient use of tirne, one must compromise quality. Teachers expressed concerns about 

consurning tirne by "surfing aimlessly" or "browsing the web in other areas", waiting for 

information to be downloaded, translating sites and posting student work on the Intemet. 



These beliefs suggest that such activities do not form an integral part of a learning process 

that maximizes the potential of OLEs. Instead these activities appear as add-ons or 

"something extra that needs to be taught" and which cornpetes for attention with the 

prescribed curriculum. 

The issue of cornpetition with the cumculum lies at the heart of numerous beliefs 

expressed by participants in this study. In a study on staff development, Collinson (1996) 

concluded that the teachers who adhered to the behaviorist paradigm worried about being 

"able to cover everything", and referred to the need to "cover the cumculum". Beliefs that 

express a concern about not having "the necessary instructional time needed for the 

completion of the prescribed cumculum" or beliefs which find the program "to be 

'surchargé' already" may be incompatible with effective use of OLEs. Beliefs such as the 

following illustrate the tensions that some teachers may perceive as existing between the 

curriculum on one hand and use of technology on the other: 'Tm dways pressed to cover 

dl the objectives by June and I'm afraid that I'11 fall behind by taking my students to 

computer room" or TVith such an intense cumculum, to use the Intemet one must have 

appropnate sites to ensure objectives of lessons codd be achieved and make maximum use 

of time". Prawat (1992) argues that teachers' ccdichotomous view of the lemer  and of the 

curriculumy' and their view that the cumculum is "a course to be run" wilI impede the 

adoption of a constnictivist view of teaching and learning. Teachers' belief in the need to 

adhere strictly to the curriculum rnay may deter them entirely from use of OLEs as 

suggested by the following belief: "there is too much matenal to be covered in the 

cumculum to allow teachers to experiment with the Internet". 

Other beliefs in the sub-category reflect teachers' understandings of how OLEs and 

the cumculum relate to each other. Teachers referred to how "matching projectdactivities 

with cumculum objectives is sometimes a problem". They indicated that they did not see 

the "relevance to the curric~1um'~ or that they already "have a very good program to use". 

Others argued that the curriculum itself and "the activities and lessons suggested are not 

conducive to Internet usage". Another teacher completed a successful Intemet project with 

her students but then lamented the fact that she did not feel she had met "the objectives of 



the French curriculum". The implication of such beliefs rnay be explained by Taylor 

(1990). He expIains that teachers may perceive the curriculum as a real object which is 

determined by the state and over which they have little control or influence. As a result, 

he claims, teachers fail to adapt their role to suit local circumstances and, furthemore, 

adopt the role of manager who is concemed with delivering the syllabus and controlling 

students' interactions with it. 

In their review of the literature on why teachers resist rnicro-computers, Hannafin 

and Savenye (1993) found that some teachers had Iittle faith in the computer's ability to 

improve leaming outcomes. Some of the beliefs in this sub-category support their finding 

and focus on a lack of purpose or benefit for using OLEs or simply a lack of interest in 

using it. Other beliefs of this type may emphasize the importance of varying methods and 

resources and not just focusing on technology as one "method". Beliefs that reflect Iittle 

faith in the computer's ability to improve learning outcomes refer to use of technology as 

a passing fad or a tendency to simply jump on the computer bandwagon. 

Teachers' beliefs about leaming itself and about what constitutes effective Ieaniing 

situations and resources can also positively or negatively impact on their use of OLEs. 

One teacher argued, in the case of primary students, using the Internet with them instead 

of teaching them "sound reading and w-rïting principIes" is equd to "putting the cart before 

the horse". This view suggests that the teacher believes it is more important for the 

student to interact with the language than it is to communicate and to use language in 

meaningfil and purposeful contexts. This approach can be explained partially by Brown 

(1980) who argues that limited time and resources in schools favour a more book-oriented 

approach to language teaching. Beliefs that devalue use of OLEs in the teaching of FSFL 

may compare use of OLEs with students' use of books. Some participants in this study 

argued that, above all, they wanted their students to "enjoy and value a good book". The 

teaching of FSFL has, in the past, relied to a large degree on use of the text-book. Beliefs 

that emphasize and vdue reading as a rneans to develop Ianguage skiHs rnay not equate use 

of technology with Ianguage Iearning except in a peripheral roIe as an extra resource to be 

used for enrichment or as an add-on. 



An important issue that is brought to Light when we consider teachers' beliefs about 

the cumculum and use of OLEs is what Becker (1991) refers to as "institutiond 

constraints" and "the reguiarities in the social structure in which most of [teachers] work". 

Dwyer et al. (1992) put forth a simiIar argument when they explain how cultural norms 

continue to support lecture-based instruction and subjectcentered cumculurn. Thus, even 

when innovative teachers try to alter their practices and beliefs, these constraints, 

regularities and cultural norms c m  conflict with the teacher's beliefs, In the following 

excerpt, one teacher's beliefs express an explicit criticism of systemic practices: "Our 

educational system works against these very vaiuable but tirne-eating learning projects. 

There's the "curriculum to cover" - always more than is ever possible even without the 

extra projects .... It drives me crazy. And as long as teachers are wi1Iing to play by those 

antiquated rules, the nouvelles technologies will remain just that". 

Antiquated niles may be synonymous with what Dwyer et al. (1991) refer to as "the 

principles of 19& century instruction" that hold teachers "in check" thus preventing thern 

from investigating the potential of modern technology. The teacher's expression of this 

concern indicates that she is at a stage where she is questioning existing practices and 

systernic structures or  conventions. These types of beliefs also indicate a conflict between 

the teacher's beliefs and the systemic structures in place. Such confiict, while it may 

represent a necessary stage in the transition towards transforming practices, reminds us 

that evolving beliefs and practices presents significant challenges even for those who are 

willing. Conflicts or  tensions between teachers' beliefs were also noted in a study by 

Collinson (1996) who found diffenng beliefs about teaching and learning between 

adherents of behaviorist and constmctivist paradigms. 

Becker (1991) refers to other obstacles of technology use such as "the 

circumstances of teaching" which, he posits, can negatively a e c t  teachers' "more 

conscious long-range goals". Becker singles out time as "the biggest impediment to better 

cornputer use" and to even "modest variations to the routine of direct instruction"- The 

following comments by teachers support his conclusions: "Al1 of potential (sic) for internet 

is unlimited but like many others there is no time to get on if'; and "There is so much 



material on the web and so Iittle fkee-time to access it!". While Becker rnay emphasize 

how tirne and systernic structures impede teachers' efforts, some teachers themselves rnay 

hold different beliefs about what impedes computer use among teachers. For example, 

while one teacher conceded that "teachers do feel pressured by many factors to cover their 

cu~culum",  she nonetheless argued that it was lack of "tirne-management skills" and 

"motivation of the teacher" that explained "why teachers don't "fit" anything else in". 

Another argued that teachers' lack of time is due to their own lack of coarlnitrnent- These 

types of beliefs suggests that the onus is on the teacher and not on the system to change in 

order to ensure technology integration and as such contradict Becker's conclusions. 

Another teacher expressed a similar belief about teachers' need to be able to 

effectively manage their tirne in order to face the "huge task" of attending to the many 

responsibilities related to teaching with OLEs. However, she argued that the skills 

needed to manage time must arise out of a firm cornmitment to "looking outside the box". 

In this case, the teacher recognizes the far-reaching effects of using technology and shows 

an understanding that technology is not simply an add-on, that instead, it is an element 

which requires teachers to change paradigms and transform practices. While some 

teachers may be concerned that their colleagues are not changing their beliefs quickly or 

profoundly enough, Dwyer et al. (1992) argue that the significant demands of the 

profession of teaching actudly force teachers to be pragrnatists, to rely on their 

"deeply-rooted beliefs about schooling". They argue further that these beliefs help thern 

'%ope" , "survive the day" and "weather the storrn of the demands they face". 

In their study of the ifluence of teachers' beliefs on cornputer use, Hannafin and 

Savenye (1993) found that one of the reasons teachers resist technology is because its use 

requires increased investment in time and effort. Investing the time may appear futile for 

some teachers if they feel that, regardless of their efforts, they will have diff~culty keeping 

up with 'les trop rapides évolutions informatiques ...Y For some teachers, trying to keep 

up with technological changes is comparable to almost futile attempts similar to aiming 

at a moving target. Investment of time is pomayed as hardly worthwhile given the need 

to constantly invest more time in order to catch up with or keep abreast of the changes. 



Beliefs in the present study suggest that using OLEs requires significantly more 

preparation time than would be required for traditional classes. Many teachers described 

not having suEcient preparation time to develop Iessons for Intemet use or to feel 

cornfortable using OLEs- These beIiefs suggest that the teachers who hold them rnay be at 

an early stage of use of OLEs. They may well be open to investigating the potential of 

using OLEs but require release time or extra preparation the .  For exarnple, one teacher 

remarked that while the 'potentid for intemet is unlimiteci" she had no time in her personal 

or professiond life to devote to its use. 

The problem of preparation time may be even more acute at the pnmary Ievels or 

when students are young. However, preparation is not the prime factor that rnay deter 

teachers from wanting to use OLEs with children of this age. Teachers' beliefs on this 

subject suggest that there is a certain cornpounding of problems that occur with young 

children. Their slow typing skills, combined with the demands of working in a second 

language, combined with pedagogical demands of working with young children, led a 

number of teachers to conclude as did the following teacher that "Using the internet with 

young children is not using instructional time wisely". These beliefs siiggest that there rnay 

be issues related to the teaching of FSFL in OLEs that are particular to the primary grades 

and which rnay require further investigation beyond the scope of this study. 

Another factor that appears to deter teachers from wanting to use O U 3  for the 

teaching of FSFL is the belief that working onIine and particularly, using a project-based 

approach in a second language, is more challenging and c'time-consuming" than if students 

were working in their first Ianguage. More time and energy is demanded of the FSFL 

teacher because of the gap between students' intellectual and linguistic abilities. This belief 

suggests that when FSFL students work online, they rnay need to depend more on their 

teacher to serve as a "language resource" and to "provide the linguistic help that 

non-natives need to navigate their way through the Internet". In a previous section of this 

chapter, the opposite belief was articulated. Teachers argued that use of OLEs made 

students less intellectuâlly and linguistically dependant on them. The difference between 

the beIiefs rnay point to a difference in the conception of roIes and of Iearning. Some 



approaches to teaching accord a more central role to the teacher who constantly monitors 

what the student is doing, who controls the resources and who provides the explmation 

and interpretation of the materials with which the student interacts. Beliefs about the need 

for the tacher to serve as an indispensable language resource when students work online 

re£lect the A u d i a n e a l  Method according to which the teacher controlled very carefully 

al1 the language with which the student came into contact. The aim of linguistic 

competence meant that errors had to be prevented at al1 costs, the teacher specified what 

language the student used and the teacher controlled the learner. 

Other beliefs related specifically to Ianguage have to do with teachers' 

preoccupations with devoting time to ensuring that conununication is in French while 

students work online. Translating sites, checking sites to ensure that they are in French, 

monitoring to ensure that students are using French constantly: no doubt this preoccupation 

will lead to time being diverted from other, perhaps more vaiuable or important pursuits. 

Such a preoccupation with ensunng that students are always using French is likely a result 

of the influence of the Direct Method which emphasized communication in the target 

language. The. use of students' fust language is believed to be something which the teacher 

must guard against because it contravenes the basic tenants of Communicative Language 

Teaching, immersion methods and the Direct Method. However, as Cummins (1998) 

argues, a preoccupation with ensuring that students are using French can result in a 

"transmission-oriented pedagogical approach" that is "less cognitively challenging and 

creative than many educators would consider appropriate" (p.3). Cummins also found that 

"when teachers are asked why they do not implement more cooperative learning and 

project-based strategies they usually indicate a concem that students will use English in 

these activities". Thus, if teachers believe that they will "lose" time ensuring students use 

only French while online, they will not only be reluctant to use such strategies or project- 

based approaches, they rnay, as well, be reluctant to use OLEs. 

We have seen in this section that teachers' beliefs about tirne and the curriculum 

on one hand and use of OLEs on the other appear to be related to sets or systems of other 

beliefs. A teacher's beliefs about time may be rdated to her beliefs about what constitutes 



effective teaching and what constitutes an effective teacher. These beliefs rnay in turn be 

related to or affect beliefs about the cumculum or about second-Ianguage Iearning. For 

example, if the teacher's set of beliefs about her role incorporates the metaphor of the 

teacher as manager, her set of beliefs about teaching wiIl likely emphasize efficiency, 

production and control, and her set of bekfs  about time wiIl likely dictate strict time- 

management. Her beliefs about the curriculum, if she believes herself to be a manager will 

reflect the metaphor of the curriculum as a course to be run. Woods (1996) explains how 

each belief is part of an interwoven network that includes rnany other beliefs. How 

teachers view time and the curriculum rnay dictate other sets of beliefs and likewise, other 

sets of beliefs rnay dictate how the teacher views time. Thus, changing teachers' beliefs 

about time and the cu&uIum rnay necessitate changing whole sets of beliefs that may, on 

the surface, appear to be unrelated to time and the cumculum. If the teacher believes 

herself to be a faciIitator and leaniing to be a process of guided discovery and exploration 

that is dnven by the goals of the learner, she rnay be less concerned with the cumculum 

and with time constraints. In later sections of this chapter, we will have the oppominity 

to consider how other sets and systems of beliefs relate to each other and to the issue of 

time and the cumculiam. 

Many of the beliefs related to time and the curriculum reported in this section 

reflect a philosophy that supports the teacher in the role of manager, and emphasize the 

importance of the product of learning and favour the text book as the primary resource. 

The beliefs also reflect aspects of the Direct Method and the Audio-Lingual Method. Some 

of the beliefs portray OLEs as a passing fad or an add-on to, a competitor with, or, an 

intruder in, the curriculum. OLEs appear to interfere with the time available to the teachers 

forcing them to hasten their pace and compromise their goals. Frustration, anxiety and 

feelings of inadequacy characterize teachers' experiences as they atternpt to resolve 

tensions between the demands of the curriculum on one hand and use of technology on the 

other. An interesting and important element of the beliefs in this section is their 

relationship to the systemic conventions and pnnciples of schooling. These conventions 

and principles appear to serve as obstacles to transformation of teachers' beliefs and to use 



of OLEs. Some of the beliefs reported in this sub-category questioned these conventions 

and principIes and reflected a desire to want to transform practices. 

In the following section which explores beliefs about training, support and vision, 

we will observe how the issue of training is related to both time and the cumculum. We 

will also see instances of ways in which teachers' beliefs confiict, not necessarily with the 

systemic beliefs, but instead, with the beliefs of other colleagues- 

6.3.2 Training, Support and Vision 

Singhd (1997) highlights some of the challenges to use of the Intemet in language 

teaching and cites lack of training and familiarity on part of teachers as an important 

challenge. Dwyer et al. (1992) refer to teachers as pragmatists or individu& who must 

survive the day and weather the storm of the demands they face. Kagan (1992) 

characterizes the classroom similarly when she describes it as a place of great uncertainty 

and unpredictability. Teachers derive security from knowing that things are going well and 

from being able to identiQ and solve problems. What both sets of authors tell us is that 

teachers rely on having a sense of certainty and security in order to cope with the demands 

in their environment. Part of that security cornes from knowing the answers to questions, 

knowing more than the students and fiorn being in control of the tools and materials of 

their trade. One individual noted in relation to teachers: 'We al1 tend more or less to be 

"perfect" and want Our lessons to be adquate". Thus, when faced with new tools, materiais 

or pedagogies such as OLEs, some teachers will rely on and expect training and support 

that will provide them with the security and confidence they need in order to "weather the 

s torm". 

Understanding this aspect of TLEs and the way in which teachers respond to it can 

help clan@ some of the beliefs in this section. The beIiefs that are considered in this sub- 

category reflect a high degree of discornfort, concem, uncertainty and insecurity. 

Teachers' strong emotions expressed in the context of these beliefs rernind us that beIiefs 

have an affective as well as a cognitive component. 

cornfort, control or security. Instead, they convey 

The beliefs do not convey a sense of 

strong ernotions which suggest that, 



faced with the new environments, teachers do not believe they c m  "weather the stem". 

Beliefs such as  "we are completely helpless", "many adults are petrified of this stuf£", 

"(teachers) feel intimidated", '3'a.i peur d'amener mes etudiants au centre des ressources", 

"1 don't feel cornfortable enough", al1 convey the insecurity which some teachers 

experience whze working with OLEs. Braceweli et al. (1998) provide an explanation for 

teachers' reaction to use of OLEs. They describe the classroom as "a place where order 

prevails" and posit that the introduction of information and communication technologies 

into schools creates a zone of uncertainty for teachers. 

Singhal (1997) focuses specifically on the foreign-language teacher in her 

explanarion of teachers' fear of using new technologies. She argues that 'Yoreign language 

teachers are especially anxiety prone to computers since they often have little expenence 

with computers". The expression of anxiety is certainly evident in teachers' cornments 

presented above. One of the study's participants nonetheless provitied some suppoa for 

Singhal's view of the foreign-laquage teacher by suggesting that these teachers were 

perhaps more at risk in their use of OLEs given their pedagogicd isolation: "Internet, c'est 

d'un seul coup pour des profs étrangers souvent beaucoup plus isolés et limités dans leurs 

pratiques de classe qu'on ne croit, quelque chose d'infiniment ouvert et qui donne le 

vertige". 

Many of the beliefs attribute teachers' inability or helplessness to the fact that their 

preservice training did not include use of OL&. Others also point out that they rely on how 

they themselves leamed "which did not include the Interent (sic)" or that they "tend to rely 

on the îried and true". These beliefs confimi the conclusions of Becker (1991) who argues 

that teaching practices are a resuit of teachers' own schooling, training and experience as 

teachers. These beliefs indicate the extent to which teachers may be dependent on previous 

experiences to guide them in the use of new tools and practices. Yet, their previous 

practices and experiences are of little use to them as they venture into the new domain of 

online learning. In a study of English as a second-language teachers, Johnson (1994) 

found that teachers' beliefs were largely based on images from their formal language 

learning experiences and that these beliefs rnay have been responsible for the teachers' 



ineffectual teaching practices. While some teachers in the study criticized their own 

teacher-directed instructional practices, they felt unable to alter their practices due to a Iack 

of alternative images of teachers and teaching. LeLoup's (1995) Iongitudinal study of the 

evolution of beliefs of preservice language teachers explains the problems related to 

teachers' reliance on the way in which they Iearned. She argues that such reliance can 

result in teachers having misconceptions about language learning which could impact on 

their success as teachers, 

There is dso  a belief among sorne that training must be "provided" as opposed to 

the teacher taking responsibility for gaïning the experience and knowledge independently 

through experimentation and exploration. The foIlowing individual argues that if the 

teacher is expected to learn new skills then she must be provided with some release time: 

"I am extremeIy hstrated as a teacher because inservice in these areas is net provided. E 

I am expected to do it dong with everything else 1 do outside of the many extra hours 1 

work at home, then 1 say no!" In this case, learning how to use OLEs is seen as an added 

burden to which the teacher is not receptive. 

A number of beliefs were expressed in the context of this study that suggest that 

anxiety about using OLEs in the teaching of French can relate to fears of knowing l e s  than 

students. These types of beliefs revolve around teachers feeling that if they are not 

cornfortable with the technology or if they know kss than the students then they cannot use 

technology with the students. These beliefs support the conclusions of Hannafin and 

Savenye (1993). In their surnrnary of the literature on why teachers do not use computers, 

the authors found that histration in learning how to use the cornputer causes some teachers 

to give up early. More irnportantly, they found that teachers resisted using computers 

because they were afraid of losing control over students or of "looking shipid" in front 

of the class. 

Teachers7 beliefs also centered around the types of training that should be offered. 

Beliefs on this subject varied extensively. One type of training that was highlighted and 

that would be specific to second-language teachers is "knowledge of the cornputer 

terminology in French". One teacher argued that, without this training, high school 



teachers "would find it extrernely mcult to teach cornputer-related skills in French" and 

other teachers "who are used to following a text book" would feel threatened when they 

go on the Inteniet and "encounter texts cold - with no chance to look up new words". This 

belief reminds us that teachers may need training that helps them transition fiom a text- 

book mode with its accompanying pedagogies to a mode of online leaming which de- 

emphasizes or decenters the teacher's role fiom one who must interpret texts for students 

to one who works alongside the leamer in a process of knowledge exploration and 

construction. 

Technical training that would instruct teachers in ways "to fix things" is one aspect 

on which efforts might be focused. Many other teachers focused less on the need to know 

the technical aspects and more on the need to know about content that they can use in their 

classes. Beliefs expressed in this study indicate that teachers want to know what sites and 

activities to access, what the objectives of using the sites are, which sites are appropriate 

and available and which ones fit &th the prescribed cumculum. Knowledge of sites, their 

objectives and how they fit with the prescribed curriculum may provide teachers with 

opportunities to add to the resources they have and to provide students access to more 

authentic resources. However, such knowledge wilI not likely assist them in changing their 

roles or in providing more control to students to ensure knowledge construction. Another 

teacher described needing someone to help her find what she was looking for on the 

Internet which she likened to "a huge resource centre full of partially catlogued (sic) 

books". If teachers believe that OLEs are iittle more than repositones of content then their 

use of OLEs may be limited to this conception. Training can indeed assist her with 

searching techniques to find resources, however, such training will not allow her to take 

advantage of the potential of OLEs which goes beyond their value as a repository of 

content, 

Training may need to begin, for some or many teachers, at the very basic but 

essential 1eveI of helping teachers to understand the value of OLEs and their role in 

education. Such training can emphasize the capacity of OLEs to support transformation of 

practices to change paradigms, to alter roles and responsibilities and to reconceptualize the 



entire learning process. Some teachers indicated that they did not use the Intemet because 

they did not see any benefit coming fiom it, that they were "not aware of its value in 

improving Iearning", that they did not have "a reason to go online" or needed to decide 

why they were using the Internet with their classes. Another indicated that she had trouble 

coming up with ideas for projects. It may be that, while some teachers have a basic sense 

of ways in which they can use OLEs such as for project-based learning, they are not sure 

exactIy how to proceed. Training may help them understand and explore the relationship 

between OLEs and the curriculum. Although some teachers appeared to recognize the 

vdue of OLEs, they explainai that they did not know how to incorporate them into their 

teaching. Another expressed the need for îraïning in order to transform online material into 

"matériel didactiquey'. 

Garrett (199 1) reminds us that the computer does not constitute a method in itself 

rather it is a medium or an environment in which a wide variety of methods, approaches 

or  pedagogical philosophies may be irnpIernented. Garrett's argument was supported by 

one of the participants in the study who indicated that "without staff development time 

(which means $), we will continue to teach in the sarne old way, tinkiing with machinery 

but never redly redefining how we teach". This belief recognizes the role that training 

must play in assisting teachers to adopt new philosophies, methods and approaches. 

However, some of the beliefs expressed in this study argue that present efforts at training 

are placing too much emphasis on the technical aspects and not enough on helping teachers 

to adopt new pedagogical approaches. One participant used the concept of technological 

illusion to describe tendencies to see technology as an end in itself which can solve al1 

problems but which does not provide the necessary pedagogical support. Another cnticized 

a similar tendency to "sur-valoriser la techniquey' and "a en faire un passage oblige" while 

at the same time overlooking the new paradigms and possibilities for technology use. The 

participant criticized the purely technological vision which results in extensive training on 

the tecbnicai aspects without appropriate pedagogical accompaniment. This belief reminds 

us of the importance of having a vision for training that goes beyond knowing how to use 

the tool. It emphasizes the importance of focusirig on why we are using technology and not 



on how we use it  This belief is also reflected in Papert's (1987) argument which cautions 

against technocentric thinking or "the tendency to give centrality to a technical object 

such as a computer"(p.23). 

In spite of the strength of this argument, others will argue with equal force that 

technical training must corne first before any emphasis is piaced on pedagogicd aspects. 

One belief expressed is that we must be up-front and honest with teachers that the 

technical aspects are not easy and that they demand signifrcant attention and effort. 

Otherwise "... on crée des gens mal à l'aise avec les nouveaux outils qui n'osent avouer 

leurs peurs parce qu'il faut être moderne et connecté.". Such training can reassure teachers 

from the beginning. Another participant argued dong the sarne lines when she expressed 

the belief that 'Tl faut un minimum de maîtnse de l'outil pour aborder Ies questions d'ordre 

didactique". What do these conflicting beliefs tell us? On one hand they tell us that the 

needs in terms of training will Vary wideIy. On the other hand they tell us that the 

perceptions about where the needs lie will also Vary. They also suggest that training will 

necessady follow a linear mode1 whereby pedagogical training will be preceded by 

technical training or vice versa While no literature on the approach to training was 

explored in this study, beliefs presented in this section suggest that training may need to 

follow more of a mode1 that integrates technical and pedagogical aspects in varying 

degrees at varying tirnes depending on the needs of the trainee. As teachers progress in 

either of technical or pedagogical aspects, they rnay need to revisit one or the other aspects 

so that training in each becomes parallel. 

Not surprisingly, in terms of teachers needing support, belieh were expressed that 

criticized lack of support from administrators and for trouble-shooting. Some of the 

beliefs emphasize the isolation experienced by teachers and express a frustration with 

systemic structures. The beliefs suggest that there is a conflict between these structures 

and the beliefs that support change. Technicai support is also highlighted as an essential 

need without which "teachers lose interest". Other beliefs referred to the pace at which 

technology changes and how this Pace can intensify the need for support and training. 

These types of beliefs indicate that, while the teachers are willing to change and want to 



evo1ve their practices, they feel held in check by lack of support- 

Although beliefs were expressed about the importance of support from 

administrators and technical support, many of the participants in this study were more 

concerned about a different type of support that they felt was lacking: that which cornes 

from fellow teachers. Mentoring between teachers was described as needed but lacking. 

As well, teachers described needing "to fuel the excitement with other teachers" to share 

enthusiasm and a "sense of adventure and excitement" in order to provide the necessary 

motivation "to put forth the extra time and effort that Internet projects require". The issue 

of motivation was raised in relation to students' use of OLEs, Yet, these beliefs suggest 

that motivation cm also play a role in teachers' willingness to use technoiogy. In the case 

of students, it was noted that they are motivated by use of technoIogy. In the case of 

teachers, it would appear that they require the motivation in order to use it and that this 

motivation can corne from their colleagues. 

The role played by colleagues in influencing teachers' use of OLEs was expressed 

in other beliefs. In this sense, what other teachers believe or what teachers believe their 

colIeagues believe is important to thern in terms of their willingness to innovate and 

experiment with new technologies and pedagogies. Some teachers in t his study indicated 

that their beliefs were unlike those of their colleagues. They dso implied that their 

colleagues do not necessarily appreciate or understand the new approach that they are 

taking in their use of technology. Pajares (1992) rerninds us that beliefs serve an important 

purpose in helping individuds to identiQ with each another, to form groups and social 

systems and to share values. An implicit approval or endorsement from colleagues may 

be necessary for sorne teachers to feel secure in their use of new technologies and 

pedagogies. Wide variance among the systems of beiiefs of different teachers from within 

a similar group is not uncomrnon (Bussis, Chittenden, & b e l ,  1976). However, the 

variance rnay be a hindering factor in terms of allowing for a change in practices. 

Factors that may support and sustain change are aIso highlighted by teachers' 

beliefs. In relation to the issue of training, one participant argued that "...on ne peut pas 

changer brusquement les mentalités". This participant also remarked that "A chaque fois 



qu'un nouvel outil fait son apparition dans la classe de langues ... les mêmes discours 

messianiques reviennent...". Such beliefs are complex in the sense that, while they 

recognize the importance of change, they suggest that the power of new technologies to 

bnng about such change is Iimited. These types of beliefs also suggest that we rnay be 

relying too much on the power of technology to bring about change. Others argue that 

bringing about change through use of technology would involve facing insurmountable 

obstacles that would involve far more than sirnply training teachers. One teacher noted 

in this regard: 'W we accept that the majority of education will be conducted by means of 

the internet, then we're going to have to start frorn the bottom up, demolishing ivory towers 

and slaughtering sacred cows on the way." This belief overlooks the fact that, while use 

of OLEs can assist in bringing about change in practices, this does not mean that al1 or the 

majority of education will be conducted via the Internet. Teachers rnay not have a sense 

of the role that the Intemet or OLEs can play in Iearning and may be lacking in a vision for 

where use of such technologies may be heading. Without this understanding of the role 

and without the vision, training is unlikely to assist teachers to take full advantage of the 

potential of OLEs. 

Teachers appear to hold different beliefs about the kind of training necessary. Many 

of the beliefs indicated indirectiy, that, even if they did receive the training they thought 

they needed, teachers would still not be able to transform their practices through use of 

OLEs because they lacked an understanding of the role of OLEs and lacked, as well, any 

vision for their use. Beliefs about what type of training was required, and how this training 

should be conducted revealed that there was considerable disagreement but that, also, 

teachers were perhaps unaware of their own needs and how these needs could best be 

satisfied. Beliefs in this section rernind us as well, that teachers rely on and shape their 

understandings and beliefs on past practices and experiences. 

Anxiety, frustration, fear, insecurity: these are the results of teachers lack of 

training in, understanding of and support for use of OLEs. However, although training 

will undoubtedly provide teachers with technical skills needed to manoeuver in such 

environments, it will likely not provide them with the sense of security they experience in 



the traditional classroorn. OLEs are unlikely to provide the consistency, stability and 

sameness which characterizes the traditionai, ofttimes unchanging environment of the 

classroom. Teaching and Iearning with OLEs rnay require teachers to be more intrepid, 

to need less security and to derive satisfaction from handing over some of the 

responsibility and control to students- It rnay require them to accommodate their beliefs 

and to develop an understanding of and appreciation for the characteristics of online 

environments particularly those that distinguish thern from traditional environments. 

Teachers rnay also need to reconceptualize their role to incorporate that of the 

teacher-as-learner. The fact that their preservice training and practical experience did not 

prepare them for online Iearning rnay not pose a threat to the teacher who dso sees herself 

as a learner who must constantly explore new approaches, techniques and ideas. Training 

in use of the hternet in learning can also provide teachers with opportunities to rethink 

their role and to reflect on Iearning and the role technology can play. Nthough teachers 

rnay feel that they could make better use of the Internet in their teaching if they had 

technical training, in many cases, pedagogicd training rnay provide them with a greater 

arnount of security and comfort in working in OLEs. 

In the previous section, we encountered beliefs that were in conflict with systernic 

practices and structures. In this section, once again, we encounter beliefs that are in 

conflict. In this case, the confiict is between teachers' beliefs and those of colleagues. The 

disorientation and frustration evident in the clash between teachers' beliefs is evidence of 

what Woods (1996) refers to as deconstruction of beliefs. Dwyer et al. (1991) argue that 

"teachers' be1iefs rnay be best modified while they are in the thick of change, taking risks 

and facing uncertainty". Thus, the frustration and uncertainty expenenced and expressed 

by these teachers rnay represent a normal part of the process of accomrnodating one's 

beliefs to suit the types of learning supported by OLEs. 

6.3.3 Access and Equipment 

Various researchers have identified lack of access and equipment as representing 

a challenge to use of OLEs. Singhal (1997) found that busy lines, slow access to 



information and technical glitches can lead to frustration. Costs related to training, as well 

as on-line costs of using a provider are issues that may interfere with irnplementing 

technology in schools, especially in schools that have little fünding. Singhal also found 

that rurd and inner-city schools, already hard-pressed to provide Internet access, may find 

it less affordable. In a literature review, Bracewell, et al. (1998) found that classrooms 

with substantial access to computers linked to the  Internet represent the exception. 

Warschauer (1997b) notes that malfunctioning software andor hardware as weIl as 

unavailable labs rnay thwart students' and teachers' most well-intended efforts. Honey and 

Moeller's (1990) study of teachers' thinking related to how and why they use or do not 

use technology in their teaching observed that a group of teachers whose practices were 

student-centered would have liked to use computers in their teaching but did not because 

of either Iack of equipment or scheduling probIerns in the cornputer Iab. Beliefs reported 

in this section support the findings of these researchers. 

Belîefs related to online access revolved around connections being too slow, too 

expensive (in the case of European participants) or simply, unavailable. Some beliefs 

indicated a dependence on access at school in order to "prepare lessons" or to use OLEs 

for the teaching of FSFL. These beliefs suggest that, in some cases, teûchers may expect 

that, if they are going to use technology, the equipment and odine time must be provided 

by the school and not the teacher. Another belief implied that the value of OLEs did not 

outweigh their usefrilness and that, therefore, most teachers would not bother to use them. 

AU these beliefs point to the fact, that for early users or new users of OLEs, school's 

provision of equipment to teachers may be a determinhg factor in their use. This need may 

not be as prevalent as teachers become more accustomed to using the technology. 

Issues related to reliability of equipment and of access appear to be very important 

to teachers. Teachers noted that they did not have enough computers "in working ordei', 

that "al1 sorts of things go wrong", and that "half the time, al1 the cornputers are not up and 

mnning". These beliefs may relate to a Iow tolerance for unpredictable occurrences and 

a need for certainty and security in the teaching process. Teachers also described 

frustrations with sites being "overloaded" particularly when they had prepared lessons 



requiring all students to access the same site at one tirne. Others resorted to use of 

"webwhacking programs .... to simulate web navigation of one site" and to allow more 

control over access to sites. Pedagogies that emphasize whole group instruction and that 

would, for example, require use of the same site by a11 students, rnay indeed result in more 

fnistrations for the teacher. Some sites or servers rnay not be designed to provide 

simultaneous access to a large nurnber of users and rnay "crash" thus thwarting the weli- 

intentioned and weli-prepared efforts of the teacher. In some cases, online technologies 

rnay actually work agains t some whole group techniques. Beliefs that favour an approach 

which ensures each student is on the sarne page at the same time rnay not be  weli supported 

by OLEs. 

Teachers rnay also be hstrated if they favour having students work individuaily 

or in isolation. Backer (1995) noted that a problem with CALL was its underIying 

"assumption that one student would work at each computerized work station". This 

assumption required '%amputer hardware well beyond the financial rneans of most 

language learning facilities". Furthemore, it resulted in the physical and psychological 

isolation of students (Ibid.). A belief expressed frequently by some participants in this 

study was that one computer per child was required for effective use of OLEs. Such 

beliefs suggest that teachers rnay be privileging a pedagogy that does not emphasize 

collaboration, group work or knowledge sharing. Using a student-centered approach, 

groups of students could be involved in difFerent activities, some working in groups around 

a computer while others work in groups around a table d l  the while with the teacher 

circulating from group to group. 

In order for teachers to use an approach whereby students work one at a time on 

individual computers they require a computer lab. Some participants in this study 

described lab access as being "critical". One teacher noted that ".At is unrealistic to think 

you can get twenty-five kids through a project without a computer lab ..." If teachers 

believe, like this teacher, that a computer lab with one student pet computer is a 

prerequisite to project-based approaches to online leaming, then few are Iikely to adopt 

such an approach since, as researchers at the beginning of this section indicated, few 



schools are equipped in this way. Furthemore, such beliefs may reinforce and give 

credibility to approaches that encourage students to work independently and not 

collaboratively. Many teachers described having labs in their schools but felt fi-ustrated 

by the fact that language courses did not have access to them. Language classes are 

descnbed as being "low on the priority pole" with preference being given to "business, 

math & tech ed.". These beliefs were dso articulated by Singhal(1997) who concluded 

that, for the most part, cornputers in schools are used for business or computer science 

courses. Aithough use of computer labs may not be a prerequisite to effective use of OLEs, 

if, indeed, these labs are generally not available to language classes, teachers' beliefs may 

be influenced. It is possible that institutional practices which favour use of labs by 

business, math and science cIasses rnay reinforce those beliefs that do not associate use of 

OLEs with leaming Ianguages and, thus, teachers may be less likely to see a value in their 

use. 

In their ACOT study of computer use by teachers, Dwyer et al. (1992) identified 

five developmental phases through which their research subjects passed as their beliefs and 

practices evolve from a traditional, text-based curriculum to more constructivist 

approaches. Their initial stage, the entry stage, provides some explmation for the beliefs 

reported in this section. This initial stage, which involves rewiring and rearrangement of 

classrooms is characterized by problems related to resource management, personal 

frustration and preoccupations with the technology itself. As teachers progress in their use 

of technology, they begin to focus more on issues related to instruction and learning. 

In the following section, the chdlenges identified by teachers relate, not to 

teachers, but to students. fionicaliy, the concern in this section instead of being with lack 

of access, is with too much access. Teachers' beliefs about controlling students in the vat ,  

boundless, open, uncensored world of the Intemet leads some to conclude that they would 

prefer to lirnit students' access. 

6.3.4 Control and Monitoring 

Traditionally, in language learning the teacher has occupied a central role. Often, 



she served as the only language mode1 for the students. In the case of the Audio-Lingual 

Method, teachers needed to be in control in order to correct mistakes and to ensure that 

students used correct f o m .  Thus, teachers provided the structures that students used and 

students were expected to use these structures only. Although the emphasis on control 

shifted more towards the student in Communicative Language Teaching, nonetheless, there 

persisted a tendency on the part of many language teachers to exert a certain control, if 

only by carefully assuring that the language to which students were exposed passed or 

filtered first through them. 

It is not surprising then, given the legacy of the Audio-Lingual Method that many 

beliefs expressed in the context of this study reflected a need to control, monitor and filter 

language content. One teacher lamented the fact that when her students use the Internet 

she does not ''have control over what vocabulary is used or the cornplexity of the grammar 

struchires". However, beliefs expressed by teachers in this study suggest that the 

challenges teachers appear to face in relation to OIES and control relate, not o d y  to 

language content, but to broader and more complex factors. Some beliefs related to the 

need for teachers to monitor students in order to prevent them from accessing 

"inappropriate" or "addt-bel" sites. Whether students are "going into areas where they 

should not" or simply stumbling ont0 sites "quite innocently", leads many teachers to 

question what their role or reaction should be. M i l e  some teachers perceived their role 

as one in which they must help students "make appropriate choices", and "be responsible 

'cybernautes"' and "continue to monitor" others believe they must "set up clear guidelines 

and consequences for online behaviour". Some teachers explained how they controlled 

access to sites through preparation, preplanning, guided searches, previewing and testing 

of sites and having objectives for sites. Still others believe that it is through "un véritable 

travail pédagogique" that we can ensure proper use of OLEs by students. 

This diversity of solutions to the problem perceived by teachers points first to the 

fact that it is an issue about which they are uncertain and uneasy and, secondly, to the fact 

that they are faced with the characteristic of OLEs that contrasts more than perhaps any 

other with the learning environment of the classroom. Newhagen and Rafaeli, (1996) 



describeci how the htemet treats censorship as noise and is designed to work against it. 

The physicaI and institutional structures ensure that the classroom is bounded, not only by 

four walls, but by the structures, rules, procedures, schedules and a strictiy controlied and 

prescribed curriculum. Becker (199 1) argues that use of technology "will require teachers 

and administrators to rno- their concepts of appropriate and inappropriate teaching 

behaviours, to reprioritize the value of different types of instructional content, and to 

change habits and assurnptions that guide their classroom and school management 

strategies" (p.8). Teachers' beliefs related to control and monitoring suggest that they have 

not corne to terms with the differences between these two environrnents. The beliefs 

suggest that, while teachers may welcome technoIogy's ability to simulate reality, they 

may be wary or unaccepting of its ability to generate reality. 

Teachers' beliefs about control and monitoring can also relate to beliefs about time 

and the curriculum. In terms of the curriculum, the problem with the lack of control over 

which sites students access may relate to teachers' belief that what they do in the 

classroom should conform to the prescribed curriculum. Thus, the site should be preferably 

didactic in nature, relate to course objectives, provide evaluation and support the goals 

set foah by the teacher. Beliefs such as: 'Tt is wonderful to let a student go and discover 

what s/he may and watch the excitement. But how do you grade that?" point to concerns 

about reconcîling the demands of the curriculum, on one hand, and the needs of the Iearner, 

on the other. The legacy of the Direct Method's insistence on use of the target language, 

may influence teachers' beliefs that they must spend time monitonng sites and students' 

activity, otherwise "kids will go to EngIish sites and translate later". 

Teachers may dso wish to monitor to ensure that students are on the site which the 

teacher has chosen and on which the other students are expected to be. The Cognition and 

Technology Group at Vanderbilt (1996) observed about the traditional classroom that 

students are taught the sarne thing at the sarne time. In the traditional classroom, teachers 

can ensure with some ease that this is indeed the case. Students can al1 tum to the one page 

at the one time. However, in OLEs, not only is the temptation there for students to choose 

their own destination, but the facility to accomplish this is there as well. 



In terms of the relationship between tirne and control, beliefs centre around the 

need to ensure that students are monitored and controlled so that time is not wasted and 

so that students remain focused on the site or task assigned by the teacher. The issue of 

time effects beliefs about control and vice versa To ensure that students are on task and 

using the sites that teachers deem suitable or appropriate, teachers must spend 

considerable time, testing, previewing, and preplanning, Given that time is limited and 

sornewhat rationed in the school setting, the belief in the need to preview sites or 

extensively plan will result in considerable loss of time for the teacher no doubt resulting 

in fnistration. Concerns that students will "sneak in" their own sites, or that they rnight 

discuss topics on chat Iines over which the teacher has IittIe control and thus "waste time" 

highlight Our attention on the importance of recognizing students' goals. Ensuring that 

students are on task may not be accomplished easily through increased control but, instead, 

through a transfer of control fkom teacher to student whereby the student is given an 

opportunity to help determine the path for learning. Williams and Burden (1997) remind 

us that leamers Iearn in ways that are meaningfùl to them which means that teachers will 

need to allow for individual preferences and personalities. They also remind us that 

learners learn better if they feel in control of what they are learning. 

Beliefs related to control and monitoring have been noted in other studies and 

literature. Singhal(1997) in her identification of challenges related to use of the Intemet 

for teaching Ianguages, argues that censorship may be a concem to Ianguage prograrns and 

instructors given that the htemet offers access to al1 types of issues and topics, some of 

which are unsuitable for children. Calderhead (1996) observed that preservice teachers 

start with control-oriented belief systems that emphasize the importance of maintaining 

order, good discipline and guiding the activities of the children and that when teachers 

enter full-time teaching, they once again revert to a control-oriented belief system. Honey 

and Moeller (1990), in their study of compter  use among teachers, found that teachers 

who used more traditional classroorn practices feared that technology might "alter their 

relationship of control and authority with their students". Stuebing et al. (1994) focused 

more specificaliy on the role that the physical environment plays in bnnging about change 



in teachers' practices and noted that the traditional mode1 of school organization 

emphasizes student control and teacher-centred didactic approaches to teaching and 

learning. The beliefs identified in this section support the findings and conclusions of these 

authors. 

In summary, teachers' beliefs about control and monitoring may relate to more 

fundamental beliefs about the teacher's role, students' role and about learning in general. 

How learning is both conceptualized and organized, how goals are set and paths are 

determined will Iikely influence teachers' acceptance or rejection of the nature of OLEs. 

In a project- or  theme-based approach in which students have detemiined the path for 

leaniing and set their goals, extemal control is replaced by intrinsic control, and 

monitoring is replaced by guidance. These beliefs aIso point to an expectation that OLEs 

can or should provide boundaries similar to those which would exist in TLEs. Control and 

monitoring will no doubt represent one of the most diff~cult issues with which teachers will 

have to grapple with as they begin working in oniine environrnents. 

The following section focuses on teachers' beliefs about students and use of OLEs. 

This section will help us better understand where efforts rnight begin to ensure that 

teachers allow students to adopt a role that accommodates Iearning in OLEs. 

6.3.5 Students 

The vision of learning for the 2lS century as espoused by this study allows for a 

central role for the leamer. Instead of the role of the passive responder, the learner in this 

vision is an active constructor of knowledge who sets goals and paths for learning. 

Correspondingly, the teacher's role is more of a supportive one. Concomitant with this 

new role is the student's responsibility to ensure that these goals are met and that the paths 

are indeed those required. Leaming activities do not favour transmission of knowkdge, 

but, exploration, investigation, enquiry, collaboration. This new paradigm for learning 

with its shift in roles contrasts profoundly with past approaches. Thus, it is not surprising 

that many beliefs were expressed which relate to students' resistance to this new paradigm 

and to the changes that it entails. 



In previous sections of this chapter, we encountered situations where a teacher's 

beliefs were in conflict with educationd conventions and systemic practices. We dso  

encountered situations where teachers' beliefs were contrary to or in conflict with other 

teachers' beliefs. The beliefs expressed about students' resistance to the new paradigms 

for learning refiect a conflict between teachers' beliefs about learning on one hand and 

their perception of students' beliefs on the other. Conflict was expressed in comments 

such as "...the students dont want to change, or get used to a new idea"; 'They want to 

be able to take notes, memorize niles, and pass the exam based on those criteria.". The 

beliefs about the need for students to change and their resistance to the new approaches 

and new ways of Iearning suggest that these teachers are willing to or interested in 

transforming their learning practices. However, the conflict may mean that these beliefs 

will not translate into practice. The following comment demonstrates one way in which 

teachers' beliefs about students can affect their practices: "1 would like to be more of the 

facilitator but my students are not used to teachers being in that kind of a role." These 

beliefs are consistent with the findings of Taylor (1990) in his study of the influence of 

teacher beliefs on constructivist teaching practices. The author observed that "although the 

teacher professed a bdîef in a more decentraked classroom role for hirnself, he continued 

to believe that student expectations of a centraiized teacher role provided a major obstacle'' 

(P- 19). 

Other beliefs about students relate less to their reaction to the learning process and 

more to computers and the technology. These beliefs resemble those found by Hannafin 

and Savenye (1993) who noted that teachers felt a certain resentment towards the cornputer 

which is perceived as a cornpetitor for students' attention. Resentrnent towards the 

computer is reflected in beliefs which refer to the 'ccornpulsive and obsessive manner" of 

students as they use the computer or those which express concerns about having to 

compete for their attention while they are using computers. These types of beliefs also 

point to a difference between students' goals and those of the teacher. Beliefs such as the 

following also suggest that some teachers may question the validity of computer use by 

children as well as the long-terni effects computer use may have on children: "Many 



students who have computers at home spend too much time 'playing cornputer'. They 

don't know how to socialize & how to play when placed in a situation that requires 

inventing a game or finding a way to occupy themselves." In some cases, these types of 

beliefs rnay underlie a mistrust of the ability of computers to provide a valid type of 

leaming experience. For exarnple, one teacher dismissed any Iearning value in online 

dictionaries noting that: "As for babelfish and others like it, it is a Iiteral translation tool 

that serves only to amuse, not to educate." Teachers may have a set of beliefs or 

conception of what constitutes leaming. If this conception places teachers in the central 

role, emphasizes knowledge transmission and sees the text-book as the primary resource, 

it is unlikely to accord much value to computers and OLEs except in a very penpheral role 

such as an add-on or for enrichment. If anything, this conception of leaming will see 

computers as a cornpetitor, an obstacle to Iearning, as a source of entertainment, and as 

sornething that compromises the primacy of reading and writing and which ultimately 

threatens traditionai educational values. 

Teachers also expressed beliefs about how students are inclined to do research 

when using OLEs. One teacher descnbed it as " ... Iess thorough than research fiom the 

boo kshelf ' and argued that students understand little using this approach. Yet, this teacher 

aIso reflected on her own beliefs when she added that "the process has probably given rise 

to quite a different way of "Iaiowing" ...". This reference to a "way of knowing" suggests 

a growing awareness of new approaches to enquiry, investigation and Iearning. Other 

beliefs reveal teachers' lack of cornfort with and understanding of new ways of knowing 

and of enquiry. Beliefs of this nature criticize students' dependence on and "automatic 

reaction" to using the Internet for research. These beliefs also reflect a concern that hternet 

research is competing with traditional ways of researching and that it rnay not be as valid 

as other sources. 

Other beliefs related to students and to researching focus on concerns about 

whether students have the skilIs to search effectively. Teachers remarked about students 

that they "... know littIe about moving around in intemet sites ..." and that they "have had 

difficulty finding appropriate sites", that "their searches tumed up thousands of websites, 



and they codcin't understand the site descriptions enough to decide if they should look at 

a certain site or notY7. These beliefs about students' Iack of skill at searching support the 

conclusions of Garret (1991) who argues that we still know little about students' 

experiences of browsing in large databases. Like some of the teachers in this study, Garret 

questions what happens if students get lost, whether they know what they need to look for 

and if they learn as much from browsing, in what might seem to us an inefficient or 

purposeless way, as from directed exploration, These questions, as well as the beliefs in 

this section, reveal our lack of understanding and knowledge about online searching. 

However, we must be m i n a  of the fact that online searching will need to differ from its 

counterpart of searc hing through print materials. The Internet is b y nature unorganized, 

decentralized and vat .  It is through our effective use of strategies and skills that we can 

impose an order on i t  Warschauer (1997b) posits that Intemet activities can result in 

various complexities that may not occur in the traditional classroom and that students may 

not necessarily have the prerequisite cornputer skills necessary for success. Beliefs in this 

section suggest that many teachers and their students have not developed agproaches or 

skill s to assist them in their efforts at searching. 

More specifically in relation to use of OLEs in the teaching of FSFL are beliefs 

that highlight the challenges related to language skills. Teachers expressed beliefs about 

students' preference for use of English while researching online. Teachers' preoccupation 

with students' exclusive use of French may discourage them from pemiitting students to 

use OLEs for research. Teachers may dso  be reluctant to encourage students to search 

o n h e  in French if they believe that they are not capable of coping linguistically. Beliefs 

reported in this study suggest that many teachers have concerns that the reading and 

vocabulary ievels are "far above the ability level" of students or that their 'lirnited 

experience in reading French", in the case of elementary students, would require use of 

simple odine activities. Similar beliefs were expressed regarding prirnary students. These 

beliefs remind us how certain fundamental or core beliefs about, for exarnple reading, can 

influence teachers' beliefs about the value of online leaming. Teachers' beliefs about 

reading and literacy development will shape their perception of the value of OLEs. If they 



believe that reading is a process of constructing meaning, then they will likely value use 

of authentic literature. If they believe that reading involves instead decoding, they may 

focus on the development of subskills and d e s ,  and they may be unlikely to value use of 

O-. Strategies for use of online authentic matenals could be incorporated into pre- and 

in-service training programs in order to assist teachers and students in adapting to sorne 

of the conditions and circumstances of OLEs. 

Teachers' beliefs about students' technical ability to use computers will also 

influence their beliefs about the value of OLEs. Some participants in this study argued that7 

in terms of using the computer, students "are ;ifraid they will break it" or that "students 

who have no access at home are sometimes intirnidated by the technology & hesitant to use 

it". If teachers view the learning process as an opportunity to allow students to build on 

what they know already, then students' lack of computer skills c m  become, not an 

obstacle, but instead, a starting point or baseline from which teachers can begin to provide 

support and scaffol~ng for further leaming. 

Teachers' beliefs about students can be pivotal in terms of their ability to capitalize 

on use of OLEs. In this section, dïfferent types of beliefs relating to students were 

identified and described. Some of these beliefs reflected an appreciation for new 

paradigms for learning and for a transformation of practices. However, these beliefs 

presented themselves in conflict with the beliefs of students. Another type of belief 

presented in this section highlighted a lack of appreciation for or understanding of the way 

in which students relate to or are affected by OLEs. These beliefs expressed a lack of 

cornfort with, and resentrnent for the computer, and disrnissed its pedagogical vaIue. 

Students' lack of prerequisite linguistic, navigation or technicd skills necessary 

for use of OLEs provide the focus for another groüp of beliefs identified in this section. 

These beliefs contrast with those that view learning as a process of constructing 

knowledge and meaning and of taking lemers from where they are to help thern build on 

knowledge and understandings. One teacher's beliefs about "ways of knowing" refIects an 

awareness not evident in other beliefs. Few teachers made direct reference to 

epistemological issues in the context of this study. However, in order to appreciate and 



value online learning, teachers may need to become farniliar with epistemological issues 

and understand how they relate to learning. 

As beliefs in this section have shown, how the teacher conceives knowledge, 

l e d n g  and the learner wiI1 influence significantly al1 other beliefs. As the next section 

will iIIustrate, the teacher's conception of OLEs themselves may also affect other beliefs 

and determine whether teachers can evolve their practices through use of technology. 

6.3.6 Online Learning Environments 

OLEs are relatively new on the educational scene. Thus beliefs reported in this 

study represent teachers' reaction to this phenomenon at a very early stage in its 

introduction to schools. We can anticipate that, in the future, these beliefs will evolve as 

OIES become more cornmon in schools. For now, however, teachers' beliefs are more 

likely to rely and draw on impressions, preliminary expenences and on cornparisons with 

the p s t  uses of technology. Whïle we cannot be sure how a given teacher has developed 

her beliefs about OLEs, one thing about which we c m  be more certain is that what 

teachers believe about OLEs or the way in which they conceive them will determine the 

uses they make of them. 

In terms of how we conceive of OLEs or the Internet, mmy metaphors have 

evolved: the information highway, the web, global cornmunity, global marketplace etc. 

A metaphor evident in some of the beliefs collected in this study is that of the book, 

encyclopedia, "another source of realia" or an "immense bibliothèque mondiale". The 

difference is that the format is digitized, more voluminous and diversified. Conceived 

in this way, OLEs do not have the potential to transform the learning prtxess because they 

are simply improving on the primary resource of TLEs - that of the book. Teachers can 

continue to teach in the sarne way but with new and irnproved resources. Those who 

expressed the belief that books are more helpful or that O E s  provide nothing more than 

text in a more readily avaiiable format or that the information provided online is not 

conveniently accessible may not be willing to explore the potential of OLEs. More 

importantly, if the teacher conceives of OLEs as nothing more than a digitized book then 



she may conclude, as did one teacher in this study, that we are "wasting our time on the 

emperor' s new clothes". 

Teachers' beliefs related to OLEs dso  focused simcantly on issues reIated to 

information. Reference was made to the quantity and quality of the information. In t e m s  

of the quantity of information, teachers descnbed sufferïng from "information overload", 

and being overwhelmed from there being "too much info to access". In terms of the 

quality, teachers made reference to the fact that "there is a lot of garbage on the nety', that 

they were 'leery of the accuracy of the information", that there were "peu d'informations 

fiables" and that they disliked the "commercial aspect". Challenges with accessing 

information were also highlighted in teachers' beliefs with concems being expressed about 

the time required to access information, the fact that the information is changing 

constantly, and that their searches often sent them on "useless tangents". FinaUy, beliefs 

about information avaiIable through OLEs focused on the fact that: 'The Internet provides 

information but it does not teach a students (sic) how to use this information". 

In TLEs, information is often parceled in discreet chunks, pre-interpreted, 

carefulIy controlIed and designed for a particula. audience. The flow of information is 

often through transmission from teacher to student who is responsible for absorption, 

internalization anaor  memorization. By contrast, in online learning environments, 

information is not necessarily preorganized or preselected. Its real-wodd charactenstics 

mean that it may be complex, constantly changing, and designed for any number of 

different audiences. Most importantly, it is not always structured or organized in any way 

that would necessarily make it didactic. In terms of the flow of information, students 

interact directly with these materials rather than with the teacher's interpretation and 

analysis of thern. Such information is useful, not for a transmission-absorption mode of 

instruction but, more so, for individual and collaborative knowledge construction. Those 

accustomed and trained to transmit didactically-organized matends rnay not have the skills 

or strategies necessary to locate online information effectively nor may they necessarily be 

aware of how to help their students process this information and constmct knowledge with 

it. If their conception of learning emphasizes transmission, depends on a central role for 



the teacher dong with use of didactically organized materials, they will not likely 

encounter support for such practices in O W .  

Harinafin and Savenye (1993) argue that what may be observed as a resistance to 

using cornputers may not be a resistance to technoIogy per se. It may be an uneasiness 

with the change in the way knowledge and learning are defined: there is no 'absolute' 

knowledge, there may be more than one correct answer and knowledge does not exist in 

discrete chu& that can be transplanteci from the teacher's head to the leamer's. One 

teacher's beliefs on this subject recognized this conflict faced by teachers when she 

commented that: 'This is why giving students information by presenting them the answer 

is not giving them knowledge. Students must be coached to develop some higher-order 

thinking skills to process information and to create knowledge of their OWII". 

The reading approach in the teaching of second languages advocated in an eady 

part of the 20' century in the United States emphasized comprehension of texts from 

books with short reading passages with vocabulary lists. Such an approach has no doubt 

lefi a certain legacy in modern-day language classrooms where teachers rnay continue to 

rely on such types of reading materials for their students. These reading materials are 

graded with carefully chosen and controlled vocabulary selections designed for specific 

levels of language Iearners. It is not surprising then that many teachers expressed the belief 

that, in t e m  of online materials, the "level is too difficult" that sites are not suitable for 

students' "cumcular needs" or that sites "are written for francophone kids and the reading 

level is usudly still quite diff~cult" or that sites are not %id-friendly". m e  challenge faced 

by teachers in this case may relate less to the dificulty of the language and more to the 

diff icul~ of adjusting to the demands of working with authentic materials that are not 

didactically prepared. Use of authentic materials constitutes an important principle of 

constructivism and is also a basic tenet of Communicative Language Teaching. 

Nonetheless, teachers rnay lack specific training in working extensively with authentic 

oniine materials. 

The primacy accorded to reading in the teaching of FSFL dunng the early part of 

the century resulted in somewhat of a backlash in later theories and methods which shifted 



the focus in language leaming on the notion of meaningful communication. Instead of 

reading and writing, the development of speaking and listening skiIls became the new 

goals of language leaming. This emphasis on communication in second-language 

education would have no doubt infiuenced the beliefs of participants in this study who 

described the Intemet as having "no real value to the teaching of core French since it would 

not facifitate leaming in speaking and listening" or who commented that "oral skills take 

a back seat to reading". WhiIe there do exist onIine tools to faciIitate speaking and 

listening, many users in school settings may not have access to these tools. It is likely in 

recognition of this reality that one participant concluded: "Maybe some day, speaking and 

listening will be as integral to web sites as text and graphies. When that day cornes, the 

Intemet will tnùy be the language leamer's dream". 

Beliefs in the importance of communication rnay be supported by use of OLEs in 

spite of the fact that they may not provide the necessary support for the development of 

speaking and listening skills. In fact, one of the prime uses of the Internet is for 

communication. Through use of e-mail and chat rooms, Intemet users can communicate 

and interact without the restrictions and constraints of time and place. Online 

communication relies on the skills of reading and writing but these skills are deployed, not 

as ends in thernselves, not for purely didactic purposes, but for exchanging ideas, sharîng 

knowledge, collaborating and questioning. Instead of the passive skills of reading and 

writing which we traditiondy associate with classroom book leaming, online reading and 

writing for communicative purposes become meaningful acts of expression and 

production - acts which we would normally only associate with listening and speaking. 

Teachers' beliefs such as "The Internet does not develop interaction between 

students" overiook one of the most essential and important benefits that O E s  offer to 

leaming - that of opportunities for rneaningfid communication and interaction. One teacher 

argued that chat rooms "served little purposey' because, in her experience, "the content was 

superficial". In terms of the communication that occurs between students, teachers may 

also need to reevaiuate what constitutes meaningfùi and purposeful communication. In this 

regard, teachers rnay need to be more conscious of the dichotomy that can often exist 



between students' goais on one hand and those of teachers on the other. 

Understanding what OLEs offer students in particular and leaming in generd may 

prove ultunaiely to be a staaing point for shifting other beIiefs. Teachers may need to be 

made aware of ways in which OLEs can support their efforts as second-language teachers. 

Othenvise, they rnay conclude as did some teachers in this study that "the net is an 

underestimated time eater and an overrated motivatoi', "a fiee for dl" or "just another 

teacbing tool". Teachers may dso need to be made aware of the difference between OLEs 

and previous generations of computer equipment in order to appreciate their value as a 

generator of reality unlike many of the technologies which preceded the Zntemet and which 

simply served as teaching machines. Beliefs were expressed in this section that machines 

of today are no different dian those of the past and that they have the same limitations. 

Indeed, today's machines will do no more than those of yesteryears udess there is 

recognition of and appreciation for their potentid to generate reality and provide access 

to the real world. 

6.3.7 Summary 

BeIiefs related to the challenges of using OLEs for the teaching and leaming of 

FSFL take on many f o m .  To effectuate a change in beliefs so that they might reflect an 

approach to the teaching of FSFL that rnay be supported by OLEs would require changes 

at a number of levels and not only with the teacher. As Taylor (1990) concluded, 

effectively implementing constnictivist reforms in the classroom requires a change in the 

teacher's epistemoIogical beliefs through a process of self-negotiation of beliefs. 

However, social negotiation with teachers, students and the larger school communiîy rnay 

also be required in order to reconcile the seerningly incompatible beliefs of the teacher, 

on one hand, and those of other teachers, students and the larger school cornmunity as 

represented in the cumculum and systemic conventions and school-wide practices. 

Honey and Moeller (1990) concluded in their study that, for teachers whose 

educational beIÏefs and practices are traditional, there exist different and much more 

complicated ban-iers for technology integration. In order to integrate technology into their 



cumcula, the very nature of their practices would have to change. However, the authors 

concluded, in order to bring about this change, different Iayers of the educational system 

would also have to change. In this sense, students as well may need to adapt some of their 

own beliefs. Teachers who are w i h g  to accommodate their beliefs but experience conflict 

with the beiiefs of their colIeagues would need encouragement and support to translate 

their beliefs into a change in practices. 

Woods (1996) reminds us that, because each belief is p m  of an interwoven 

network which includes many other beliefs, teachers cannot simply at wiU 'change' one 

belief by itseIf. Instead, changing one set of beliefs will often require a change in refated 

sets of beliefs. As this section has shown, many of the beliefs about use of OLEs are 

intimately related to beliefs about leaming. Beliefs about learning relate to a multitude of 

issues such as roles of the student and teacher, issues of control and conceptions of the 

curriculum. A change in one belief WU often not be accomplished without a concomitant 

change in other beliefs. Thus, changing teachers' beliefs may require a holistic 

understanding of a teacher's entire belief system. As well, it may necessitate an 

understanding of the beliefs on which the system in which the individu& works is based. 

FinaUy, how this teacher's beliefs relate to those of other teachers and to students' beliefs 

may need to be taken into consideration. 

6.4 Conclusion 

The aim of this chapter was to interpret the findings and to explore responses to 

research question 2 of this study which is: What do these beliefs reflect in terms of the 

evoIution of approaches and use of technology in the teaching of FSFL? In terrns of the 

frrst category of beliefs related to the advantages of use of OLEs, many, but not a11 of the 

beliefs, reflected aspects of the vision for learning in the 21" century. Many of these 

beliefs aiso reflected aspects of CLT. Beliefs focused on the value of authentic materials, 

the importance of accommodating a variety of leaming styles and the need for rneaningful 

and purposeful communication and collaboration. Real-world learning and intrinsic 

motivation through learner-centered goals and paths for learning provided the focus for 



other beliefs reporkd in this section. Changing patterns of interaction with the teacher in 

the role of the facilitator who assists students in the development of higher-order thinking 

skiIIs are aIso charactenstic of some of the beliefs related to the advantages of using OLEs. 

FinalIy, recognition of the need to change, to transform practices and bellefs and to 

question established ways of doing things were common elements in the beliefs of 

teachers. 

In the category of beliefs reIated to the challenges to use of OLEs, the beliefs 

reflected aspects of earlier approaches to the teaching of FSFL, such as the Direct Method 

and the Audio-Lingual Method and often did not reflect aspects of the vision espoused by 

this study. Some beliefs centered around the need for more time, training, support and 

equipment. Others expressed a distnist of technology to provide appropriate learning 

experiences and a lack appreciation of the role that OLEs can play in le&ing. In terms 

of the evolution of approaches and of use of technology in the teaching of FSFL, the two 

main categories of advantages and challenges reveal that beliefs reflect a wide range of 

approaches and philosophies. Some of the beliefs also reflect a criticism of past practices 

and a newfound awareness of the potential of new approaches, philosophies and the new 

environments for learning. Some of the beliefs expressed a dissatisfaction and frustration 

with use of OLEs. Other beiîefs reflected a transition characterized by conflict. As 

teachers attempt to evolve their beliefs they are encountering obstacles in the f o m  of the 

beliefs of others or beliefs of the system. 

The implication of these beliefs for educational practice will be considered in the 

following chapter. Issues related to the methodology wdl also be discussed. Understanding 

what we can conclude from these beliefs involves taking the analysis one step further. 

Once we understand the implications, we can use the findings of this study to make 

recomendations for educational practice and for further research. 



Chapter 7 

The Teacher as Explorer: 

We shall not cease fiom exploration and the end of all our exploring 
wül be to arrive where we started and know the place for the fist tirne. 
T.S. EIiot (1974) 

One version of Vendredi ou les limbes du Padique, describes Cmsoe's attempts 

to rediscover his island (Tournier, 1978). Cmsoe retunis to Holland after many years of 

exile on the island of Speranza. He reestablishes himself there but, even after some 

decades, longs to retum to Sperariza He embarks on a journey across the ocean in search 

of his &land. After many attempts, and m spite of aU efforts, he cannot find the island and 

thus abandons hope of ever again setting foot on Speranza He retum therefore once 

agaiu to HoEland. In conversation with a fiiend, he understands why he could not k d  the 

island. Lïke Crusoe, the &land had aged and changed over the years. He was Zooking for 

the image of the island he remembered from many years ago. That image no longer 

existed. Crusoe retunis once again across the ocean in search of the island. This time, he 

forces himself to alter his perception and he finds his island. He settles there, content to 

live out his days until his death. 

The lesson to be Zearned fiom Cmsoe's experiences is an appropriate and useful 

one and cornes at a time when it has considerable meankg for education. Cmsoe's search 

for the i s h d  was a difhcult one because he had overlooked the fact that the i s b d  had 

changed. Yet, Crusoe himself had changed for, he too, like the island, had aged. What 

this experience reveals is the way that change works and how, just as one's enWonment 

changes, so too do the individu& in the environment because they form an integrai part 

of it. By analogy, we c m  apply this understanding of change to education. Change 

affects aII aspects of the learning environment including those who are a part of it Change 

is a process of adaption and of accommodation whereby the l e a d g  environment and 



those who form part of it interact, affect each other and change together. 

TraditÏonal Ieaming environments have provided considerable stabFIity to teachers. 

They are predictabk and relatively immune to perturbation, to change and even to outside 

influences. In contiast, OLEs represent radically dBerent environrnents that often 

challenge traditional ways of leaming and of lmowing. As the beliefs m this study have 

shown, for some teachers, their encounters with OLEs have r d t e d  in experiences that 

have silited their beliefk or that have encouraged them to change and shifi their beliefs in 

O rder to accommodate the new environrnents. For these individu&, the environnients 

for leaming represent strange or  even brave new Iands which they have been able to 

approach with a sense of adventure and discovery. They have found support for their 

beliefs in the new online learning enviroments and have been able to define new maps, 

chart new directions, explore new possiiilities, change dong with the environment and 

adapt to it, 

This study has profiid the beliefs of a broad selection of teachers. It has also 

attempted to understand how these beWs reflect the evolution of teaching and use of 

technology. What conclusions cm be drawn fkom these hciings and what are the 

implications for educational practice and for educational research? The pages that follow 

explore this question. Understanding the implications can provide ïnsight for teacher 

education programs, for professional development sessions and for researchers. 

UItimately, the understanding of beliefs in this study c m  asskt in the process of bringing 

about positive change in teaching and learning. This chapter will also look at further 

directions for research and suggestions wiU be made for refïnement of this study's 

research methodolo gy. 

7.2 Conclusions 

The findings of this study explored resp onses to two research questions. Chap ter 

5 presented a description of the beliefs uncovered in this study. Chapter 6 presented an 

interpretation of these beliefs. This chapter takes the analysis of the findings one step 

further and presents the dominant themes identified from the findings. These themes are 



as follo ws : converging beliefs; beliefs and chaüenges; beliefs and compatibiiity; 

conflicting beliefs; changing beliefi. The theme of converghg beliefs considers the 

relationship or convergence between the official theories related to language learning on 

one band and the implicit theories or beliefs of teachers on the other. The second theme 

considers the nndmgs of this study which suggest that there are beiiefs particular to FSFL 

that present certain challenges to effective use of OLEs. The theme of beLiefs and 

compatibility considers how certain beliefs about cornputers are more compatiile w3.h 

particular uses of the cornputer. As its name suggests, the theme of conflichg beliefs 

describes the different dimensions of conflict between beliefs uncovered in this study. 

Finany, the theme of changing beliefs focuses on the ways in which the beZiefs articulated 

in the course of this study appear to be evolving or changing. 

7.2.1 Converging Betiefk 

We c m  assume that teachers' implicit theorks or beliefs are a6ected by official 

theories ie. that there is a certain convergence between the two. Thus, we can assume as 

well that official theories have an important role to play in evolving teachers' implicit 

theories. In terms of the evolution of approaches and of technology use in the teachmg of 

FSFL, some of the beliefs that were uncovered in this study reffected earlier stages in the 

evolution, whiIe others reflected stages that corresponded to the vision of language 

learning outlined by this study. Some beliefk reflected principles of CLT which paralle1 

the principles of constructivism. Others reffected the principles of the Direct Method or 

of Audio-Lingualism which are based on a behaviourist philosophy. Whether the beliefs 

reflect a constructivist or a behaviourist philosophy may weil determine how individu& 

conceive of O B ,  how they perceive their value in teaching and learning and, ultimately, 

the uses they make of them. How the teacher conceptualizes her role, learning and 

howledge wilI determine whether OLEs will be able to provide support for her beliefs. 

However, the difficdty inherent in any atternpts to evolve the beliefs of teachers 

of FSFL through theories or philosophies of learning is that, traditionally, constructivist 

epistemoloa and philosaphy have not figured promuiently in second-language pedagogy 



which has been preoccupied instead wah discussions and debates about methods and 

approaches. Earlier sections of this study made references to the Suences  on teachers' 

methods or practices. Stern (1983) argues that changes in methods reflect social, 

economic, political, or educational circumstances as well as changes in h g u a g e  and 

psychological theories. At the same t h e ,  he posits that to evolve and improve language 

teaching, what is needed is, not a method or approach, but a more deliberate 

interpretation of language teaching In terms of educational theory. Theory, expl- Stem 

"is implicit in the practice of language teaching" and underlies practice, planning, 

routines, value judgements and day-to-day decision making (Ibid., p. 23). In spite of the 

theorizing that may have taken place, as Stem notes, much of this has not been very 

productive. lii fact, argues Stern, ". . .highly relevant developments in general educational 

theory have been completely overlooked by language pedago gy" (p. 5 19). Audio- 

Lingualism and the Direct Method both had firm roots in behaviourism. CLT broke with 

this tradition and reflected a more student-centered humanistic philosophy but lacked any 

h footing m a philosophy that could provide a foundation or explanation for its tenants. 

The lack of an adequate theory to underlie language teacbing led Stern to lament on the 

resultmg state of language teaching: "The rapid turnover of ideas on language teaching, 

the long history of the method banles, the so-called dixoveries and 'breakthroughs' and 

the subsequent disenchantment, al l  form a sad but telling cavalcade of theorizing through 

the ages" (p.24). 

It might be argued by some that CLT with its emphasis on authentic materials, 

meaningful and purposefid contexts for learning and the teacher as  facilitator provides the 

bais needed for the teaching of FSFL. However, CLT is not a theory. It has its ro O ts in 

a humanistic philosophy but this philosophy is not adequate in terms of providing an 

epistemological framework or even in terms of providing an adequate conception of 

learning. It does not provide answers to hdamental questions related to l e h g  such 

as: What is knowledge? How do Iearners corne to know what they know? An 

understanding of and appreciation for h o  wledge construction, h o  wledge sharing and 

for the social-negotiation of knowledge can help teachers appreciate the types of Iearning 



that c m  be best supported in OLEs, In the sub-category of beliefs related to resources 

and information, teachers expressed their appreçiation for the value of OLEs to provide 

them with authentic materials. Use of authentic materials in the context of knowledge 

construction and sharing reflects the vision of learning espoused by this study and is 

consistent with the principles of constructivist learning. Yet Communicative Language 

Teachhg does not rely on the principles of howledge construction or sharing. h tead ,  

it is esse11tiall.y premised an the concept of communication which is meant to drive al l  

activities and approaches. Thus, beliefs which reflect CLT such as the importance of 

authentic materials do not necessarily reffect those that will be supported by learning in 

OLEs. 

UItnxlately, effective use of OLEs for the teaching of FSFL may corne only once 

theories of language learning and teaching begin to reflect principles of constnictivism 

If we think Yi terms of a hierarchy of kliefk, in ternis of beliefs that are core a d  others 

that are secondq or more peripheral, we would need to begin with the most fundamental 

beliefi which would be epktemological ones. What teachers believe about howledge and 

knowmg will significantly affect other beliefs related to teaching and learning. The belief 

that knowledge is like a commodày or object that is given to us by others (such as by 

teachers) would be replaced by the belief that kno wledge is individually and socially 

constructed and negotiated in a process of interaction with one's environment. Teaching 

as telling and as knowledge transmission woùld be replaced by teaching as a facilitative 

and collaborative intervention designed to support the learner. Learning as the product 

of being told, absorbing and remembering would be replaced by learning as an active 

process of making sense of one's environment through knowledge constmction, 

interpretation, negotiation, and sharing. 

Professional development that aims to provide teachers with technical ski& has 

a role to play in getting teachers cornfortable with the technology. However, technical 

skills alone will kely  leave teachers ill-equipped to teach in OLEs. Even training in 

navigation skills and effective searching techniques or providing them with suggestions 

for activities and sites wiIl give them little more than a false sense of security that c m  



result in Iittle more than old wine in new bottles. Senge (1995) argues that 'We do not 

describe the world we see; we see the world we can describe". In this sense, language 

theory founded in current theories of learning could provide teachers with a foundation 

on which to b d d  their own professional theories. Knowledge construction, lcnowledge 

collaboration, learner control, interciisciplinary learning, meta-cognition, real-worId 

learning, Stuated learning: these represent but few of the concepts so important to 

constmctivism. To assist in the evolution of beliefs, current theories of second and 

foreign language t e a c h g  could provide teachers with an understanding of how some of 

these concepts relate to the process of language learning. 

7.2.2 Beliefk and Challenges 

Ultimately, what teachers believe about learning wïll influence their reaction to 

OLEs. These beliefs about Iearning will affect teachers in alZ subject domains and not 

only in the a r e s  of FSFL. However, the fnidings of this study suggest that there are 

beliefs particular to FSFL which present certain challenges to effective use of OLEs. 

These beliefs relate to the prevalence of the English language on the Internet. Onhe,  

students have access to materiah in both French and English. Ho wever, they O ften have 

access to more English sites than to French ones and the English sites are more easily 

accessed by them thvl are the French ones. This dominance of English on the hternet 

appears to result in beliefs that may discourage some teachers from using OLEs. 

The type of befiefs that may present a challenge are: 

1. The Intemet is dominated by the English laiiguage. (e.g. There are 
not enough French sites for students to use); 

2. Students prefer to access sites in their native tongue. (e-g. Teachers 
have to spend considerable time monitoring and controlling to 
ensure that students use only French sites because they try to sneak 
in English sites); 

3. The level of French in OLEs is too dificult. (e.g. S tudents do no t 
have the word recognition skills or the necessary vocabulary to 
take advantage of sites); 



4. Leaming Ianguage skius and cornputer skills smiultaneously is 
unproductive. (e-g. Problems become compounded when students 
are using a Ianguage not their own to work online). 

These challenges may not play as great a role in the case of study in other areas 

such a s  Engish as a second h g u a g e  or in the study of other subject areas such as Math 

or Science. If we consider as an example the case of Chinese students learning English, 

concems about students accessing Chinese sites as opposed to English sites are less likely 

to e a c e  because of the present-day comparative domination of the htemet by English. 

Teachers who are preoccupied with students' use of English sites may either avoid 

hcorporating use of OLEs or they may constrain students' use through a highly didactic 

preselection of sites which wiIl hnit students' control and reafization of their own goals 

for learning. Such restrictions may prove to be both unfortunate and unnecessary. In the 

category of beliefs related to the advantages of use of OLEs, many of the excerpts 

emphasized the large number of sites which teachers believe are available for use in the 

teaching of French. Yet, why do other teachers believe there are insficient sites? 

Should teachers be concerned that students will access or "sneak in" English sites instead 

of French ones? Teachers' underlying beliefs related to language acquisition which may 

be influenced by the Direct Method may result m unnecessary restrictions on the use of 

English. Is it more effective to d o w  some use of EngIish rather than lirnit online use 

altogether because of a concern that students may not always use French? It is not the 

purpose of this study to provide answers to such questions. However, teachers' beliefs 

about the use and presence of English in OLEs might, no doubt, benefit fiom further 

investigation to ensure that teachers are not evolving beliefs that will actuaIiy prevent 

them fiom effectively exploiting OLEs. 

Studies in this area might assist in the development of an understanding of the 

impact of the use of English sites by students of FSFL as they work online. What happens 

when we constrain students' use to French only? Likewise, in what ways, in what 

contexts and in what amounts w-ill use of the students' native Ianguage in OLEs 

negatively affect development of FSFL SU? Once we have some answers to these 



questions, professional development sessions might address the issue of students' use of 

their native language whiie Iearnhg French m OLEs. Other ways in which the chaIienge 

of use of English online may be deak with would be through the creation of intranets or 

learning environments for dedicated use by FSFL teachers and students. This study 

considered teachers' beliefs about teaching FSFL in OLEs. However, M e r  studies 

might wish to explore teachers' kiefs in relation to the teaching of FSFL using intranets. 

7.2.3 Beliefs and Compatibility 

The metaphor of the computer as a generator of redity is an important one in the 

context of this study. This metaphor conceptualizes the computer, not as a teaching 

machiney but as providing access to realities from outside the classroom, to realities that 

are not necessarily didadcally designed. Some of the beliefs uncovered in this study were 

more compati'ble with metaphors of the computer as to 01, tutor, or teaching machine. To 

be compatible with these metaphors, what is important is that the leamhg environment 

be didactically structured and orgâI1U.ed. Those who haId these metaphors wiU likely 

value computer environments that provide controls, structures and an organization 

similar to the traditional leamhg environment over use of environments that are loosely 

structured, decentralized, and organized in the same way as are OLEs. 

While OLEs provide support for beliefi that are centered on learning, they do not 

always provide the same support for beliefs that are centered on teaching. As generators 

of reality, OLB contrast sharply with TLEs and are no t always accommodating of beliefs 

that are more focused on the process of instruction than on Iearning. Beliefs that 

emphasize such challenges or obstacles as loss of tirne, interference with the curriculum, 

cornpetition with students' attention, information overload and lack of control may be 

based on the metaphor of the computer as a teaching machine. Resistance to use of OLEs 

may arise as a result of their mability to effectively provide a teaching environment. 

BeLiefs in the importance of being leamer-centered, of allowing individual paths for 

learning may be more compatible with use of OLEs. These beliefs are more iikeIy to suit 

the circumstances and conditions of a leankg situation or environment that has few 



7.2.4 Conflicting Beliefk 

In some cases, teachers' beliefs may be conducive to effective use of OLEs and 

yet there may stiU be barriers to use of OLEs. These barriers take the form of conflict. 

Contlict, inconsistencies or, what Nespor (1997) terms as ''non-consensuality", are not 

uncornmon features of belief systems. These features c m  be explained by the fact that 

while howledge system are open to evahation, beliefs are not (Ibid.). One of the 

conclusions of this study is that, in some, if no t many cases, teachers' beliefs about use 

of OLEs for the teaching of FSFL conflict with other beliefs. Four fonns of conflict were 

no ted in this stud y: 

Conflict with one's own system of beIiefs; (e.g. the teacher 
beiieves in the value of OLEs in the teaching of FSFL, but also 
feels that she d o s  not have the t h e  to use them because she also 
believes m the importance of accomtabiLity and of being an 
e f i c i e~ t  manager who covers the curriculum); 

Conflict with institutional and systemic conventions; (e.g. a 
teacher wânts to use a more project-based approach but 
constraints related to scheduhg means she does not have the 
time to take th& approach); 

Conflict with beliefs of colleagues; (e.g. a teacher is moving 
to wards a constnictivist epistemology but coIieagues believe in 
knowledge transmission) ; 

Confiïct with beliefs of students; (e.g a teacher wants to be a 
facilit ato r but students prefer teacher-directed instruction). 

Some beliefk profileci in this study suggest that, although the teacher felt the need 

to change and to evolve her practices, the beliefs of the teacher's O wn belief system, of 

students, of teachers or of systemic conventions, practices and n o m  were not consistent 

with this change. It is not clear what may result fkom such conflicts beyond what Taylor 

(1990) terms as "cognitive perturbationyy (p.25). For example, what happens when 

systemic conventions and the beliefs of others rehfmce and provide support for beliefs 



that emphasize knowledge transmission whiIe the individual teacher's beliefs may be 

moving towards an approach that emphasizes knowledge construction? Does the 

individual abandon the new beliefs? Does she compromise? Are the teacher's beiiefs 

wealcened as a result? What happens as a result of the codic t  may depend on whether 

the systemic conventions and the beliefs of others are perceived as immuable extemal 

constrâints, on ho w resilient the teachery s beliefs are, or on the centrality of the belief in 

tenns of the individual's own belief systern. 

Whether the conflict is resolved so that the teacher's new beliefs translate into a 

transfo nnation in practices may well depend on if there is a reconciliation between the 

different beliefs. Reconciliation may be achieved through a process of negotiation which, 

accordiog to Taylor (1990), occurs at a number of levels through a process that is both 

private and public: "At the classroom level there is the individiial teacher's self- 

negotiation, or reflection on, her personal befiefs and practices" (p.26). The teacher's 

reconstruction of beliefk can be helped by a process of self-nego tiation but, as well, social 

nego tiation. Inconsistencies between an individual's beliefs and tho se of colIeagues or of 

students may be resolved or reconded through a process of social negotiation whereby 

expiicit public articulation, discussion and examination assist in the process of consensus 

briilding and of reconciliation. Einally, the negotiation process must also occur at a more 

public leveL Teachers' participation in the development of school-based as well as 

district-wide policies, in scho 01-improvement initiatives, and in the formulation of 

policies and decisions that affect the larger school community will provide oppominities 

for reconciliation, consensus building and, hopefidy, for the irnplementation of new and 

transfo med  practices. 

The findings of this study point to the need for a better understanding of the issue 

of conflicting beliefs. Which types of are rno re lïkely to confIict? Which situations give 

rise to such conflict and what processes might provide the most effective means of 

reconciling beliefs? Are there certain beliefs that can be more easily reconciled than 

others? Wtrich beliefs are more likely to conflict with other beliefs? In t e m  of students' 

beliefs, which ones are more llkely to conflict with those of teachers? 1s it those which 



relate to roles? These are just some of the questions that can be explored in relation to thk 

aspect of befiefs, 

7.2.5 Changïng Beliefs 

If we think of teachers' beliefk as their own impficit theories, then we can a h  

with some certainty that evolution in teachers' beliefs evident in this study support the 

hdmgs of the Cognition and Technology Group at Vanderbilt (1996) that, while changes 

in theories of learning affect uses of technology, so too do new technologies affect 

theories of learning. In this case, technolo gy appears to be affecthg the implicit theories 

of teachers. A common theme or conclusion in the Iiterature about teachers' beliefs is that 

changing them is a cornplex, perhaps even, mysterious, process. Nespor (1 987) argues 

that beliefs are static, and Brousseau et al. (1988) posit that beliefs are resistant to 

change. Many of the beliefs proHed in this study suggest otherwise. If we refer back to 

this study7s metaphor of the tacher as traveler or explorer of new uncharted lands, we can 

affinn, as a result of the fjndings in this study, that some teachers have adapted 

effectively to the new environments for learning, They have evolved new maps for the 

new territory. They have changed some of their beliefs. 

Others have not yet adapted to the environments, but are m a transition. Their 

beliefs are undergoing a process of transformation as a result of being in new 

environmem. They are bepirining to reevaluate their beliefs as a result of exposure to 

what Dwyer et al. (1 9%) tetm the "altered context" such as that provided by technology. 

For these teachers, technology s e m  as what Bracey (1993) refers to as "a catalyst for 

change7' forcing teachers to rethi.uk their practices and beliefs. Their belieEs are 

undergoing what Woods (1996) descnïes as a "deconstruction of beliefs7' whereby a 

change m beliefs is facilitatecl by the construction of another set of beliefs. Some of the 

beliefs uncovered in this study also indicate that not all teachers are adapting as weU. 

Their maps correspond only partiaUy, and in some cases, not at all, to the new territory. 

Faced with the newness of this environment, these teachers rely on the maps which they 

have already and which are representations of the world of the classroom. These maps 



or beJiefk refiext pedagogies, methods and approaches that do not mesh well with OLEs 

and are no t wen supported or accommodated by them 

Some teachers în this study indicated that their beliefs were changing as a result 

of their experiences with O U .  Others, however, expressed their frustration with the 

inability of these environments to meet their needs. They held beliefs that were not 

supported by OLEs. 1t is not clear why some teachers appear to be evolving or have 

already evolved th& beliefk while others have not done so. We can hypothesize as to why 

but more research on this issue specifically might provide an understanding that can then 

be used to directly intemene m order to as& teachers to shift their beliefs. Do some 

beliefi about use of OLEs shift more easily than others? Which beliefs are more resistant 

to change? What sort of direct intervention, for example in the form of professional 

development sessions, would be best suited to ai3ectmg beliefs? Collaborative action 

research projects may be particularIy well-suited to understanding the dynamics of change 

in beliefs while, at the same tirne, providing an impetus to actually effectuate change. 

Such projects may wish to explore the role that might be played by key individu& such 

as educational leaders, teacher mentors and exemplary teachers. 

7.3 MethodologicaI Considerations 

Chapter 4 outlined the study's methodology. Monnation was provided pertaining 

to the design of the study, the procedures, and participants, as weli as to the challenges 

inherent in studying beliefs. The purpose of this section is to highlight some of the 

strengths and weaknesses related to the method of data collection used in this study. As 

welI, suggestions are made in tenns of different approaches that could be taken to 

studying teachers' beliefs on this subject. 

With the exception of the questionnaire, the methods used to collect the data 

represented an experiment with new and hovative research techniques. The online 

discussion list proved to be an effective means of promoting teacher talk and reflection. 

It also proved to be quite a leamhg experience for the researcher. It was enlightening to 

read about people's experiences and their beliefs. It was interesting to observe 



commonalities in spite of geographic dinerences. However, what made this experience 

even more of a leaming experience were all the unforseen occurrences in the course of the 

discussion. 

One of the fist surprises encountered was the intrusion in the CREO list of 

messages which were not sent by subscnbers and which did not relate to the intention of 

the list. Moxmation about CREO as wen as the e-mail address for subscribing were listed 

online at a site whîch provided a repertoire of French %. The mclusion of the address 

of the Est meant that it could be easily incorporated into the automated mail-out Iists of 

companies or individuals wishing to  advertise products or seMces online. As a result, 

during the course of the study, members of the CREO list began receiving e-mâil 

messages incihg them to visit sites of an explicit sexual nature. Some participants were 

understandably surprisecl by the messages. A message to the service provider of the 

CREO List promptly resulted in the list being closed so that only those who were 

subscribed could post to it. The incursion of the c'unwelcomed message" into CREO 

raised the issue of the lack of censorship and of boundaries on the Internet. Participants 

reacted to the incident and expressed what they believed about the "open" nature of the 

Internet. What foiïowed was a long discussion about the issue of the control and 

monitoring of students while they are working online. 

Besides monitoring to ensure that there were no incursions such as the one 

described above, maintainhg the discussion's rnomentum also became an important 

preoccupation Some tapics appeared to invite more reaction and discussion than others. 

One suggestion pr ovided b y a member likely encouraged greater participation. This 

individual suggested that a.U e-mails sent out to menibers have an identifying ''£lag" so 

that messages from CREDO and CREO couid be easily and quickly disthguished f?om 

their other messages. The suggestion was a useful one particularly in the case of members 

who were subscribed to a number of dlfferent lists who may receive many messages in 

the course of one day. The service provider was able to change the format of all messages 

forwarded to the list so that the subject line £irst mcluded the name of the list either 

CREDO or CREO. Another feature which the s e ~ c e  provider was able to add the list 



was an automatic "reply to ail' feature. Whout  this feature, participants' responses to 

a postmg would go only to the individual who posted the message d e s s  the responder 

expressly chose to reply to aIL W& the feature aàded, all responses automaticaily went 

to allrnembers of the Iist unless the sender expressly chose to do otherwise. These added 

features greatly improved the efficiency of the discussion list as a meam to colIect data 

on teachers beliefs. 

In spite of the efficiency of the service provider m adding features to the List, there 

were sorne problems related to the technique over which there was little of nor controL 

While use of computers and the Internet in the collection of data represents an effective 

and efficient technique, it is nonetheless susceptible to the hconveniences of computer 

Wuses. The Happy99.exe virus or worm is a program that, when opened by the user, 

launches several files that monitor to whom e-mails are sent, keeps them in a J51e and 

then sends them a second message with the nle attacheci. One of the members of the 

CREDO list unknowingly idected other members of the list with this virus during the 

course of the study. Thus, when participants posted a message, a second message 

automatically followed since tbeir computer was infected. Members were alerted and 

those who were mfected were provided with information on removing Happy99.exe. 

In spite of these inçonveniences, the list proved to be an effective means of 

generahg meanhgful discussion. Compared to the questionnaire where mwers  were 

often short, where there was little or no opportunity for follo w-up or fürther questioning 

or clarification, the discussion list dowed for rapports to be estabhhed between the 

participants and the researcher on one hand and between participants themselves on the 

other. The discussion ailowed for the generation of issues and questions by the 

participants as wen as by the researcher. It allo wed for a rich environment for reflection, 

co~~ununication, exchange, deIiberation and discussion. 

In terms of some of the challenges to using this approach, there is the lack of 

control, the large volume of material that the researcher needs to soa  through in order to 

uncover the beliefs and the logistics of managing the list on a day-to-day basis for a ten- 

month period. In relation to the issue of control a discussion list reIies on the technique 



of rnultiloguing. This means that the discussion is, to a large extent, decentered. The 

researcher does not dways control the topics, the depth of treatment or the length of time 

that is spent on one issue. There were issues which participants could have discussed in 

greater detail (for example the issue of evaluation and assessment) but sometimes 

participants did no t appear interested in particular topics. This is why the dialogues were 

so important. The dialogues were controlled or driven more by the interests and agenda 

of the researcher than by the participants. The dialogues made it easy to f o k s  on 

particular issues even though the method was more contrived and perhaps l a s  likely to 

get at the very tacit beliefs. One way in which a researcher might exert more control over 

the range of topics discussed in a discussion list would be to narrow the scope or range 

of the study and to limit participation from one program area (Le. Core French or French 

Immersion) a d o r  from one grade area (ie. primary, elementary, etc.). 

The questionnaires on the other hand were much easier to manage. At the same 

tirne, it took considerable effort to get people to retum them. Some of the questionnaires 

were retunied with few comments. Compared to the discussion comments which were 

so rich, varied and lengthy, the responses in the questionnaire were frequently short, 

sometimes unrevealing, somehes  absent. A further disadvantage with use of the 

questimnaire as compared to the discussion list was that the questions were deter-ed 

in advance by the researcher thus limiting the range of issues which a participant might 

comment on  Nonetheiss, the questionnaires did provide the contrast with the responses 

of discussion participants. Thus, they served their intended purpose. 

The dialogues with the five questionnaire participants were often more reveàling 

than the questionnaires. AR of the dialogue participants lived in remote and isolated 

areas. Some were located in small communities in Labrador where, for many months of 

the year, an Intemet comection represents the ody  meam of access to the outside world 

besides the coastal boat For some of these individu&, when the phone lines were good 

and they could get and &ord access, online access meant that they could benefit fkom the 

same type of virtual travel as could people in the capital, St. John's. The discussions with 

these individu& highlighted the value and importance of the Internet for people in 



remote communities. 

From a more general point of Mew m terms of the study, the scope was very bro ad 

and allowed for an initial foray into an area about which Iittle is krnowa The fïndmgs 

provide a general insigfit into beliefk on teachmg and learning FSFL in OLEs. Some of 

the beliefs uncovered in this study pointed to a need for a more focused study with a 

narrower scope in order to provide a opportunity to focus on specific beliefs. Instead of 

focusing on OLEs in general, future research into specific areas or aspects of OLEs 

would prove useM For example, researchers may wish to consider mvestigating beliefs 

of teachers of FSFL in relation to e-ma& chat rooms, web publishing, MOOs or MUDs 

to mention but some of the tools that teachers use in OLEs. Reseach into the potentiai 

of OLEs to promote the development of Zisteniag and speaking ski& would prove to be 

of practical use to teachers of FSFL. The findings of this study also indicate that there 

needs to be  a better understandmg of issues related to onlule navigation by students and 

teachers. What skiIls and strategies prove more successful than others? In general, the 

issue of professional development needs to be given greater attention in order to 

determine how it might better meet the needs of teachers in terms of prcparing them to 

work in environments that do not support traditional pedago gies. In this regard, research 

win also need to differentiate between the Merent levels of prirnary, elementary and high 

schooL Some of the beliefi in this study suggest that use of OLEs by primary teachers and 

their students may present particular challenges which need to be addressed by a separate 

research agenda. 

Other areas not addressed by the methodology indude the beliefs of students- The 

present study focused exclusively on the beliefs of teachers. However what many of the 

beliefs uncovered in this study rernind us of is that beliefs are developed and modified 

through a process of social negotiation. To understand how they might be changed, we 

need first to understand how they relate to larger systems of beliefs such as those of 

students. Studies might also investigate the beliefs reIated to an entire scho 01 in order to 

explore how school policies and conventions, beliefs of adminixtrato rs, teachers, parents, 

and students influence, effect, and compare with each other. 



Researchers need to continue as well to develop innovative and effective ways 

to study beliefs. The discussion list used in this study provides an example of the type of 

instrument and approach that can be used to encourage teacher taIk and reflection. 

RefÏnement of the procedures related to use of the discussion list could result in the 

development of an instrument and technique that is highly effective for investigation of 

different aspects of beliefs specificaiiy and thought processes in generaL Nonetheless, 

regatdess of the type of instrument or approach used to study teacher beliefs, there will 

always be the challenge of trying to encourage teachers to reflect about and relate their 

experiences. It appeared, at many times in the course of the study, that teachers did no t 

always have the language to express thek beliefs nor did they appear accustomed to 

reflecting on, or talking about issues related to teaching and learning. However, this study 

did make some conûiibution by providing teachers with a forum to do more reffecting and 

'talking'. At the end of the study, a number of the discussion Iist participants sent 

messages of appreciation for the opportunïty to share their experiences and to l e m  that 

others were struggling no less or succeeding no more than they were. 

7.5 Recommendations for Educational Practice 

In an earlier section of this study, a rationale was presented for the need to 

investigate teachers' beliefs about teaching and leaming FSFL in OLEs. An important 

part of this rationde was to be able to provide teachers with professional development 

sessions that b d d  on their existing beliefs. A further rationale was to provide a starting 

point from which teachers could be assisted in evolving their beliefs. The following 

recommendations are intended to assist in the realization of these goals. 

1. The fÏndings of this study indicate that teachers' beiiefs about 
teaching and 1ear11ing FSFL, in OLEs are heterogeneous and thus 
reflect a wide range in terms of the evolution of approaches and 
technology use. Professional development sessions will therefore 
be useful in order to provide dl teachers with opportunities to 
evolve their beliefs so that they might be more compatible with 
teaching and learning in OLEs. 



The hdings of this study suggest that teachers' fundamental 
beliefs about lmowledge and about leamhg may play a pivotal 
role m t h 5  conception of OLEs and in the uses which they make 
of these environments. Teachers may need to be provided 
oppomuiitw for exposure to beliefs that provide alternatives to 
knowledge transmission and to teacher-centered pedagogies. 

Professional development sessions c m  address the issue of 
students' use of their native language w N e  learning French in 
OIES. 

Techical training can be integrated with professionai 
development opportunities to develop an understanding of the 
nature of OLEs and the types of learning and teaching styles that 
they best support. 

Conflict in teachers' beiiefs may be reconciled through 
opportunities for reflection on and examination and discussion 
of their beliefs. 

Inconsistencies between an individual's beliefs and those of 
coïïeagues or of students rnay be resolved or reconciled through 
a process of social negotiation whereby expiicit public 
articulation, discussion, and examination assist in the process of 
consensus building and of reconciliation. 

Public negotiation of beliefs cm be accomplished through 
teachers' participation h the development of school-based as 
wen as  district- wide policies, in scho 01-irnprovement initiatives, 
and in the formulation of policies and decisions that affect the 
Iarger school community. 

7.6 Recomrnendations for Educational Research and Development 

The present study had a broad scope. As such, it did not d o w  for investigation 

mto particuhr aspects or types of beliefs. It did not allow for investigation into the beliefs 

of particdar groups or individuals. Znstead, this study aimed to profile the beliefs of 

teachers of FSFL in generaL However, the Eindings of this study indicate that our 

understanding about this subject might be deepened through investigations that are more 

focused than this study. At the sarne tirne, some of teachers' beliefs uncovered in this 



study reveal that there are many areas related to use of OLEs for the teaching of French 

about which we h o w  littZe and which would rnerit investigation. What fonows are 

some areas which might be explored by researchers. 

1. m e  some teachers' beliefs indicated a cornfort level wirh use 
of OLEs in spite of the present dominance of the Internet by 
English sites, other beliefs highlighted problems and concems 
related to the use of OLEs because of the presence of English. 
Befiefs on this subject of use of English in the teaching of FSFL 
using OLEs might therefore be investigated M e r .  

2. Many beüefs reflected a 10 w comfoa leveI with the openness of 
OLEs, for example, in relation to control and monitoxkg. 
Research could be conducted into beliefs related to the use of 
Intranets for dedicated use by FSFL teachers and students. 

3. Collaborative action research studies might highlight the 
experiences of those who have been successfül in their attempts 
to exploit OLEs for the teaching of FSFL so that teachers c m  
have concrete examples of ways in which particular pedagogies 
combine with FSFL ùi online leaming environments. 

4. Investigators c m  explore the types of beliefs that are more likely 
to codict, the situations which give rise to conllict as well as  
the processes that provide the most effective means of 
reconciling beliefs. 

5. Longitudinal studies of groups of teachers exposed to OLEs may 
provide insight into dynamics of beliefs. Do some beliefs shift 
more easily than others? Which beliefs are more resistant to 
change? What sort of direct intervention, for example in the form 
of training, would be best suited to Becting change in beliefs? 

6. Collaborative action research projects may be particularly well- 
suited to understanding the dynamics of change in beliefs while, 
at the same tirne, providing an impetus to actuaily effectuate 
change. 

7. Research into the potential of OLEs to promote the development 
of listening and speaking skilis might prove to be of practicd use 
to teachers of FSFL. 



8. There needs to be a better understandmg of issues related to 
online navigation by students and teachers. What skills and 
strategis might prove more successful than others? 

9. Research can also differenti;tte between beliefs at the different 
1eveIs of primary, elementary and high schooL Some of the 
beliefs in this study suggest that use of OLEs by primary teachers 
and their students may present particular chaIlenges which need 
to be addressed by a separate research agenda 

10. Research into the beliefs of students may provide more 
information to assist and support teachers in the social 
nego tiation of their beliefs. 

1 1. Investigations of the beliefs related to an entire scho 01 may assist 
in detennining how school policies and conventions, the beliefs 
of administrators, teachers, parents, and students as a whole 
effect and compare with each other. 

7.7 Conclusion 

One of the conclusions of this study was that teachers of FSFL might benefit kom 

opportimities to develop an understanding of constnictivist epistemology and philo sophy. 

Adopting a constmctivist philosophy may not represent a large shifi in thinking. Zn spite 

of the fact that it may be a theory, philosophy, and epistemology, constructivism stïQ 

represents a view of leamhg that is essentially intuitive in nature. It is not surprising that 

one of the leading spokespersons of comtructivism, von Glasersfeld, once argued himself 

that "Con , c tMsm does not claim to have made earth-shaking inventions in the area of 

ducation; it merely claims to provide a solid conceptual bas& for some of the things that, 

mtil now, inspired teachers had to do without theoretical foundationy' (von Glasersfled, 

1995b, p. 15). 

In essence then, all constnictivism does is attempt to make us aware of something 

that we know mtuitively. To evolve their beliefs so that they might work more effectively 

in OLEs, teachers rnust be Ijke the explorer in the excerpt fkom the poetry of T. S. Eliot 

at the beginning of this chapter. They need to retum to where they started and revisit their 

common sense notions of what it means to l em.  OLEs can help them in this process 



because they provide an alterd context that provides support for a philosophy that 

equates learning with what we know it to be  intuitkvely - a process of sense-making- 

Teachers need not be Iike strangers in a strange land in online Ie-g environments- 

They need to let themselves be guided by an intuitive notion of what it means to learn- 

Their belief in learning as a process of making sense and of coming to understand the 

world wiIl provide them with the most important map which they will need to guide them 

as they venture into new landscapes for learning in the 21L century. 



APPENDIX A 

SUMMARY OF RESEARCH METKODS 







APPENDIX B 

INVITATION TO PARTICIPATE IN CREDO AND CREO 



To: FLTEACH@LISTSERV.ACSUJ3~ALO.EDU 
From: Elizabeth Murphy 
Subject: The Digital Approach 
Cc: french-connection @calvin.s temnet.nf.ca, immersion-fr@ sfu-ca, rescol-fr@cru.fi, 

edufrancais @ cnx.fr, inclass @ schoolnet.ca 

Muds, moos, virtud, simulated, 3D & microwor~ds worlds, intelligent, adaptive & 
hypermedia environrnents: these are but some of the components of the new digital 
landscape for Iearning in the 2 1st century. 

In the teaching of French as a second & foreign Ianguage, we have moved from 
grammar-translation approach to a direct approach, then to the audio-lingual and the 
communicative approach and now, possibly to a digitd approach which relies on use 
of the Internet. 

How is the use of Intemet impacting on your teaching? Does it alter in any way your 
beliefs about teaching and learning. What are your beliefs about teaching and learning 
with & without the Internet? Would you like to share your stories, experiences, theories 
and beliefs with other teachers? 

Credo is a new discussion list which has been created to provide teachers from around 
the world the opportunity to share their stories, experiences and beliefs about use of the 
Intemet in their teaching of French as a second or foreign language. 

The list is part of a research project on teachers' beliefs about use of the Internet in their 
teaching. The project will run from September, 1998 to June ,1999. To subscribe to the 
list, simply send the following message to majordomo @ stemnet.nf.ca 

subscribe credo 



To: edu-ressources @rtsq.grics.qc.ca 
From: Elizabeth Murphy ~elmurphy @ s temnet.nf.cai 
Subject : L'approche numérique 
Cc:azelie @ arderni. fr, episto-liste@cru.fr,bmataign @ anthropy-corn,edu- 
resources @rtsq.@cs.qc.ca, aqefls @rntl.net 
Bcc: 
Attached: 

Les mondes virtuels à 3 dimensions, les environnements intelligents et adaptifs, les 
Moos, les hypertextes et hyperrnédias: ce ne sont que quelques uns des environnements 
nouveaux faisant parti du paysage virtuel de l'apprentissage au 21ème siècle. 

Dans l'enseignement du Français langue seconde et du Francais langue étrangère, nous 
sommes passés des approches de grammaire/traduction à l'approche directe et 
audio-lingual et ensuite à une approche communicative. Nous arrivons maintenant à une 
approche numérique basée sur une utilisation de l'internet. 

Comment réagissez-vous à l'utilisation de lkternet dans votre enseignement? 
Est-ce que vos expériences affectent vos croyances au sujet de I'apprentissage et 
l'enseignement? 
Quelles sont vos croyances au sujet de l'enseignement avec l'intemet? 

Voudriez-vous partager vos expériences, théories et croyances avec d'autres 
enseignant(e)s? 

Creo est une liste de diffusion établie pour fournir aux enseignants une occasion de 
partager leurs croyances au sujet de l'enseignement du Français avec l'intemet. 

Cette liste fait partie d'un projet de recherche qui continuera jusqu'au mois de juin, 1999. 

Pour vous y abonner, faites parvenir le message suivant directement à 

majordomo @ stemnet.nf.ca 

subscribe creo 



APPENDlX C 

EXAMPLES OF DISCUSSION LIST POSTINGS 

BY PARTICIPANTS 



X-Authentication-Warning: calvin.stemnet.nf.ca: majordom set sender to 
owner-credo @ stemnet,nf.ca using -f 
Date: Sat, 05 Sep 1998 09:48:25 -0500 
From: 
Repl y-To : 
Organization: 
X-Mailer: Mozilla 3 .O (Win95; I) 
To: credo @ stemnet-nfxa 
Subject: Time needed to prepare Internet Iessons 
Sender: owner-credo @ stemet.nf.ca 

1 am a third grade French immersion teacher. 1 have found that very few 
French sites are kid fiiendly, so 1 dways make up some kind of activity 
sbeet to accompany the web site. For example, there's a Canadian site 
that includes an interactive game called "Les Minéraux et les Métaux: 
Un trésor à découvrir." By clicking on everyday objects around the 
house, you get a whole a list of the minerals and metals that are found 
in them. My kids can't read al1 those names of minerals - plus they 
dont know what they are - so 1 made it into an simple treasure hunt. 
First they have to predict where they would find gold and silver in 
their house, then they go to the web site and click on the pictures. 
Within the list of metals, they ~ n l y  have to recognize "or" and 
"argent." They fa out the activity sheet, we compare predictions and 
results and in the meantirne we have reviewed lots of everyday 
vocabulary. 

There are hundreds of kid sites in English, but even if you're lucky 
enough to find them in French, they are written for francophone kids and 
the reading level is usually still quite difficult. So it does take me 
a lot more time to find appropriate sites and to wnte up an 
accompanying activity sheet. 



X-Authentication-Warning: hobbess temne~nf.ca: majordom set sender to owner- 
creo @stemnet.nf.ca using -f 
From: 
To: <creo @ stemnet.nf.ca> 
Subject: creo: une ethique d'internet a l'ecole? 
Date: Sat, 30 Jan 1999 10:30:22 +Cl100 
X-MSMail-Priority: Normal 
X-Mailer: Microsoft OutIook Express 4.72.3 1 10- 1 
X-MimeOLE: Produced By Microsoft MimeOLE V4.72.3 1 10.3 
Sender: owner-creo @ stemnet.nf.ca 
RepIy-To: creo @ sternnet.nf.ca 

Nous ne disposons, dans l'établissement, pour l'instant que d'un seul point d'accès. 
Or ce système nous donne entière satisfaction car cela nous permet d'importer les sites 
sur lesquels nous voulons que les éIèves travaillent, trier les informations pertinentes, 
voir les adapter au public. De plus, nous sommes sur que Ies élèves pourront produire 
un travail contenant suffisement de choses. 

Seul inconvénient, cela donne au responsable informatique, un surcroît de travail car il 
doit faire les recherches. Puis les coilègues doivent retraiter l'information à leurs 
convenance sur les ordinateurs de I'école ou les leurs. 

11 ne s'agit pas tant de mettre un policier derrière chaque ordinateur que de faire un 
véritable travail pédagogique en apprenant aux enfants tout ce que permet de faire un 
ordinateur ( et le réseau) mais aussi quels en sont les dangers. C'est pourquoi, dès la 
rentrée prochaine, nous envisageons de mettre en place un petit groupe de pilotage 
intemet, composé d'élèves volontaires qui seront chargés (sous le contrôle du 
responsable informatique) de rechercher et mettre en forme des informations qui seront 
dors mis à la disposition des autres élèves du collège. 

N'oubliez jamais qu'il est rigoureusement impossible de suivre chaque ordinateur, ne 
serait-ce que parce que nous n'aurons jamais les ressources humaines suff~santes et que 
les logiciels seront toujours, en ce qui les concerne faillibles. Par contre, un véritable 
travail d'éducation s'impose et ce d'autant plus que de nombreux enfants disposent 
d'accès au réseau chez eux, c'est à dire là ou nous ne pouvons rien contrôler. 



EXAMPLE OF A DISCUSSION LIST POSTING 
BY THE RESEARCHER 



X-Authentication-Warning: hobbes.stemnet.nf.ca: majordom set sender to 
owner-creo @ stemne~nf .ca using -f 
X-Sender: elmurphy@mail.stemettnf.ca 
X-MaiIer: QIJALCOMM Windows Eudora Pro Version 3.0.3 (32) 
Date: Wed, 12 May 1999 18: 12:OO -0200 
To: creo @ stemnet.nf.ca 
From: Elizabeth Murphy ceImurphy@stemnetmf .CD 

Subject: creo: où sommes-nous 
Sender: owner-creo @ sternnet.nf.ca 
Reply-To: creo @stemnet.nf.ca 

Avez-vous eu l'occasion d'entrendrehoir le débat Bell-Aquops en format 
REAL VIDE0 à l'adresse suivante: http://www2.syrnpatico.ca~education/aquops/? 

Une des personnnes a remarqué que nous sommes en général à un premier 
niveau d'intégration des technologies. Nous sommes à un niveau où nous nous 
préoccupons pas nécessairement des questions pédagogiques mais plutôt des 
questions logistiques et techniques. Est-ce la même situation là où vous êtes? 



APPENDIX E 

IJWïIAL CREDO MESSAGE 



Credo is a mailing list created in August, 1998 by Elizabeth Murphy in 
Newfoundland, Canada in the context of doctoral research on teacher belïefs. Credo is 
different fiom many other mailing lisa. The purpose of the list is to provide its mernbers 
with the opportunity to look at the impact that use of the Intemet is having on their beliefs 
as teachers of French as a second language. 

There are many questions to discuss and consider: 1s using technology in the 
second-language classroom an add-on or a necessity? Does it facilitate language leamïng? 
Ii it only useful for the development of certain skills? Ii it more suited to certain types or 
age groups of leamers? And more importantly: as a result of using the Internet in your 
teaching, do you find thaî you have changed the way you think or feel about learning and 
teaching? What kind of an impact has your experience had on your thinking? 

These are some of the questions which wilI have the opportunity to consider in 
the upcoming rnonths. 

Please note that credo is not designed to assist its members in finding penpals, or 
in answering technical questions. 1 will very happily accept questions of this nature 
directed specificall y to me elmurphy @ stemnet-nf.ca rather than to credo @ s temnet.nf.ca. 

Hope this message gets you thinking and reflecting about your own beliefs! 

Elizabeth 



APPENDlX F 

CREDO WELCOME MESSAGE 



Welcome to the credo m a h g  list! Please Save this message for future reference. Thank 
you. If you ever want to remove yourself from this mailing Iist, you can send mail to 
majordomo@stemnet.nf.ca with the foilowing command in the body of your email 
message: unsubscribe credo or fkom another account, besides the one you used to 
subscribe initially: unsubscnbe credo your narne. If you ever need to get in contact with 
the owner of the Est, (if you have troubIe unsubscribing, or have questions about the Iist 
itself) send an email to elmurphy@sternnetnf.ca. This is the general ruIe for most mailing 
lists when you need to contact a human. 

Credo welcomes you and encourages you to partake openly and actively in the discussion 
of your beliefs about teaching and learning French using the Intemet! 



APPENDM. G 

PERMISSION FORM 



Le retour à elmurphy@ calvin .stemnet.nf.ca du message qui suit servira 
d'acceptation des conditions de cette Este: 

En tant que membre de la liste de diffusion creo sur Ies croyances des 
enseignant (e)s, j'accepte que tous ou certains de mes commentaires soient 
rendus publics et publiés comme faisant partie de la thèse de doctorat 
d'Elizabeth Murphy (Université Laval), moderatrice de la  liste, 

Je comprends que mon nom ou mon adresse de coumer électronique ne seront 
pas rendus publics. Au contraire, ils resteront anonymes. 

Ma participation est volontaire et je peux choisir de me désabonner 
n'importe quand. 



APPENDIX H 

DISCUSSION LIST GUIDELINES 



Subscribers are asked io note a few guidelines to ensure that the list runs smoothiyY 

Do not send attachments (attacheci files) to the whole group. Instead you can send 
a message sîating what the fiIe is and then alIowing people to contact you in order 
to get the fie. Attachments cm cause numerous problems not to mention that they 
tend to overload servers when they are sent out on mailing Iists. 

When sending a URL, please check the syntax before you send it to ensure that 
it is correct. 

When responding, you do not need to quote the entire message to which you are 
adding a M e r  comment, however, it heips with continuity if you at least provide 

- 

some reference to the previous message. 

Aiways include a clear and specifrc subject Line. 

Chain letters are forbidden on the server which h OUS es this list. 

Please try to stick to the topic as rnuch as possible. There are numerous lists 
related to nurnerous topics especially in the areas of French and technology where 
you can discuss al1 sorts of issues. 

To unsubscribe, send a message directly to me or to rnajordomo@sternnet.nf.ca 
but not to credo itself. 

Send personal messages to the individual for whom they are intended and not to 
the entire list. Use the To: line instead of reply for this function. 

Be professional, friendly and courteous in your messages. 

Tell your friends about credo and encourage them to subscribe! 

Hope this helps! Elizabeth 



APPENDIX 1 

INTRODUCTION TEMPLATE 



Please introduce yourçelf to the group of Credo members. I will begin but please 
don't feel like you have to present yourself exactly as 1 have done. 

My name is Elizabeth Murphy and 1 live in S t John's, Newfoundland, Canada For 
those of you unfamiliar with this neck of the woods, St. John's is the oldest and most 
easterly city in North Arnerica 

1 have taught Core French as well as French Immersion mostly at the Junior and 
Senior high levels. Presently 1 am working as aprincipal of a K-9 school. 1 began teaching 
in 198 1, I am a Ph. D. candidate at l'Université Laval in Québec City, Canada in 
educational technology. Sound busy? It is! 

I began explorhg the Intemet in the "early days" when we only had gopher and 
no M. 1 have done a number of Internet projects which 1 w i l  tell you about later. 

1 am a rnember of a number of online lists (three of which 1 moderate) and, according 
to my 1 1 year old son, 1 spend "too much t h e  onlines*! 

The Internet gives me the opportunity to exchange ideas and learn fiom others. Given 
that 1 live in a remote part of the world and 1 don't travel much, 1 wouldn't have this 
opportunity without the Intemet. 

1 look fonvard to exchanging ideas with the members of credo. 1 look fonvard to 
reading the "autobios" of the other credo members. 

Send your message directly to credo @ stemnet.nf .ca 

Enchantée! Elizabeth 

(Note to the reader: the same message was sent in French to CREO subscribers.) 



APPENDIX J 

SAMPLE DIALOGUE QUESTIONS FOR 

DISCUSSION LIST PARTICIPANTS 



1. At what point in your teaching career did you being using the Intemet 
approxhately ? 

2. In the credo discussion, teachers tallced about their many fnistrations with using 
the Internet. These frustrations included lack of preparation time, lack of 
technical support, uncertainties about how and when to use the medium etc. In 
spite of these frustrations, many teachers Iike you are stU using the 1ntemet.M~ 
question for you this week is: What beliefs motivate your decision to want to use 
this new medium for teaching French? What's in it for you? What's in it for your 
students? 

3. When you use the hternet to teach French, do you and your students function 
more, less or the same amount in the target language (French)? Does the Intemet 
require a difference in the language you use? Does it make using the target 
language easier or more diff~cult for you or your students? 

4. My question for you this week relates to hypertracking-being offtrack while 
online! "Often when students are put in fiont of a computer, they get absorbed 
randomly browsing sites. They are visiting sites that rnay not be related to their 
curricular material, and indeed, may even be undesirable to teachers and parents. 
Once hypertracked, it is Wicult for the teacher to bring their attention back into 
the classroom." Is this issue of "hypertracking" an issue for you? How do you 
deal with it? 

5. What skilis do teachers need to be able to use the Intemet? Do you feel you have 
these skills? Where and how did you deve1op them? 

6. Do you specifically teach any strategies or skills to students to help them work 
in this new Iearning environment? C m  you suggest some skills which you think 
students may need to be taught? 

7. A lot of the literature on school reform is refeming to the Intemet and technology 
in general as a means of changing curent practices, of breathing new Iife into 
schools. Has the hternet changed your practices in any way? Have you taken 
somewhat of a different approach to teaching as a result of using the Internet? 

8. How are you adjusting to this new environment? What does it feel like to be a 
teacher in such an environment? 1s it exciting? disorienting? confusing? 
fmstrating? 



APPENDK K 

INVITATION TO PARTICIPATE IN DIALOGUES 



Would you be willing to participate in my research project on teacher beliefs re use of 
the Internet in teaching French as a second Ianguage? 

I know that you are participating as part of the discussion list. 

1 would like to interview you online as well as a few others who are on the list. 

Yourd be a great candidate given your involvement with the Internet. 

1 recognize that you are really busy so I would limit sending questions to once per week 
or two. 

Let me know what you îhink 





Date: Tue, 10 Nov 1998 00:27:36 -0330 
Frorn: 
RepI y-To : 
Organization: 
X-Mailer: Mozilla 4.05 [en J (Win95; U) 
To: Elizabeth Murphy <elmurphy@stemnet.nf.ca> 
Subject: Re: a question for you this week 

One of the ways in which using the Intemet changes one's way of teaching is 
that if you had not adopted the role of facilitator, technology will force yoü 
to take on this role. Students become more responsible for their own leaming 
and research and this is a good thing. It makes them become more responsible 
and independent Iearners. 

Another way that the Internet has changed my teaching practices is that now 
there are many resources available to the students in French. Previously 1 
had to find ail the resources needed to complete a certain task. Many tees 
the resources were not readily available since resource centredlibraries did 
not carry a wealth of French materials. 

1 find the Internet to be a great tooI, assistant, additional wealth of 
resources and so on and so on. 





INDIVIDUACIZED NUMEX1CA.L SUMMARY OF 
PARTICIPANTS' MULTILOGUEDLALOGUE POSTINGS 
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8 
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times 

Total postings 
excluding those of 
the researcher 
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postings by the 



APPENDIX O 

MAIL-OUT QUESTr0NNAIR.E 



CONSENT FORM 

Please indicute your agreement to participate in this activity by first reading the 
section below, then addkg your signature in the space supplied. 

The information in this questionnaire will be used by Elizabeth Murphy as part of 
her doctoral research program at l'Université Laval under the direction of Jacques 
Rhéaume. 

The research aims to profle some of the beliefs of teachers of French as a second 
Language regarding use of the Internet in their teaching. 

It is hoped thai the results of this research will prove usefil in understanding the role 
of the Intemet in the teaching of French. Your input is therefore important and 
valuable. 

1 understand that my participation in this study by completion of this 
questionnaire is voluntary. 
G I understand thar some or all of my comments may be published in the 
researcher 's thesis. 

I understand that my identity will remin  anonymous. 

Participant's name Participant's signature 

Date 

O 1 would be interested in participating in an online discussion on this topic. 

O I would be interested and willing to participate in an interview on this topic. 

My telephone nurnber is: 

My e-mail address is: 



1. What do you like/dislike about nsing the Internet in the teaching of French? 
If you do not use the Internet, pIease suggest what you think the advantages 
and disadvantages might be. 

2. What type of Internet sites or activities wouId yoddo you like to use with your 
students? 

3. What has been your experience of using the Internet for leaniing, for research 
or for your own personal use? Eas it been positive? negative? 

4. What sküIs, knowledge or strategies would you and your students need in 
order to make effective and efficient use of the Internet for learning French? 



5. Does the Internet support or cornespond to the type of approach that you use 
in the teaching of French? 

6. What sort of impact has the Intemet had on your teaching? Bas it led you in 
any way to change your approach to the teaching of French? 

7. In the first part of this questionnaire, you indicated how much you use the 
Internet with your students. Please indicate why you do not use it more, 

?. Use the remaining space to add any other comments. 





Recently, you shouId have received a questionnaire to be completed and rehirned 

To Elizabeth Murphy. The questionnaire was about Internet use by teachers of French. 

To date, 1 have not received your completed questionnaire. Your input is important 

and will no doubt contribute to an understanding of how best to meet the needs of our 

students and teachers in the information age. 

A starnped envelope was included with the questionnaire to facilitate its return to 

me. If you have not yet completed die questionnaire, you may still do so and retum it to 

me. If you did not receive a copy of the questionnaire or if you have lost it or need another 

one, please e-mail me elmurphy@stemnet.nf.ca or telephone me collect 579-9221. 

Thanks in advance for your heIp ! 

Elizabeth Murphy 



APPENDKQ 

SECOND FOLLOW-UP LETTER 



Here is a copy of the questiounabe in case you have Iost it. 

1 would be very grateful it if you could complete it and return it to: 

Elizabeth Murphy 
112 Circular Road 

St. John's, NIF 
A1C 225 

If you do not want to mail it, you can fax it to: 

753-4974 

Or you can complete it on the Internet directIy at the foIIowing address: 

htîp ://www.stemnetnf.ca/-elmurphy/emurphy/englis h.htd 

Your response is important to me even if 
you are not presently using the Internet. 

Thanks in advance! 



APPENDIX R 

MAP OF THE TEN SCHOOL DISTRICTS 

OF NERf?OUNDLAM> AND LABRADOR 



Source: Government of Newfoundland and Labrador 
http://www.edu.gov.nf.ca(erp/reports/ciirect/k- 12%20directory/table%20of%2Ocontent 
ddistrict-map. htm 



APPENDïX S 

REQUEST FOR PARTICIPANTS 

SENT TO FRENCH PROGRAM SPECLALISTS 



CORE School's name 

I ! I on~y once I only once 
II Any grade from K-3 1 

Any grade from 7-9 

Any grade from 7-9 

Any level from 1-3 
(grades 10-12) 

Any level from 1-3 

II Any level from 1-3 1 1 

II Any grade trom K-3 1 

Any level h m  1-3 . 

L 

Any grade fkom K-3 

Any grade from 4-6 
, 

11 Any grade from 4 6  1 

11 Any grade h m  7-9 ( 

II Any level frorn 1-3 1 
I/ Any level from 1-3 



December 1 3U>, 1998 

~JZD 1 am getting ready to distribute some questionnaires to teachers in your district in 
order to profile their beliefs re use of the Internet in their teaching. 

a Your board has kindly agreed to allow me to conduct this research. 

Could you provide me with some tacher and school names based on the grade 
leveIs & programs listed below? 

a If your district does not offer one of these programs, Ieave that space blank. 

The names can be randomiy selected. 

a Use the enclosed form to fax the information back to me. Or use the means 
which is most convenient for you. 

8 Thanks in advance. 1 appreciate how busy you are. 1 am confident that the results 
of this research will help us in our efforts to improve practices and evolve 
methodologies in the teaching of French. 

E-mail any questions to elmurphy @ stemnet.nf.ca 

UN GROS MERCI !! 
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