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Abstract 
Distance education in professional training has become a strategic lever for 
skills development and employability in Francophone space, particularly in 
sub-Saharan Africa. The “Agence Universitaire de la Francophonie”, through 
its “Institut de la Francophonie pour l’Ingénierie de la Connaissance et la For-
mation à Distance—IFIC”, has supported qualifying training programmes for 
over two decades. Despite their institutional recognition, these programmes 
present structural shortcomings that limit their full impact on learners’ profes-
sional trajectories. This article presents the results of a multi-stakeholder action 
research project conducted between 2023 and 2026, aimed at renewing the 
qualifying training programme within the AUF network. The study mobilised 
a sequential mixed-methods design articulating three complementary data 
sources: a comparative benchmarking analysis of fourteen international ref-
erence institutions (including Coursera, EPFL Extension School, Université 
TÉLUQ and edX), fifteen semi-structured qualitative interviews with key 
stakeholders, and a quantitative survey collecting the perceptions of 114 re-
spondents across five stakeholder categories; current learners, alumni, trainers, 
pedagogical managers and AUF/IFIC staff. Results reveal a programme that is 
institutionally robust and professionally valued; most of learners and alumni 
attribute significant career impact to their certificate; yet structurally weakened 
by four critical gaps: an incomplete training catalogue, an ill-defined focal point 
role within partner institutions, insufficient tutored support, and the near-total 
absence of post-training follow-up. Statistical analyses further demonstrate that 
tutor satisfaction is the strongest predictor of perceived accompaniment qual-
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ity, both among current learners (Spearman rho = 0.591) and alumni (rho = 
0.747). In response, the article proposes a renewed programme modelled around 
six interdependent macro-processes, integrating a living catalogue, adaptive 
learning pathways, AI-assisted pedagogical engineering, an alumni network, 
and a Francophone Competency Passport. This model offers a transferable 
framework for other university networks operating in multilingual and re-
source-constrained environments. 
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Action Research, Qualifying Training, Distance Education in Professional 
Training, Francophone Learning Ecosystem 

 

1. Introduction 
1.1. The Rise of Qualifying Training in the Francophone Space 

Qualifying training refers to a short, targeted form of continuing professional 
training aimed at the rapid acquisition or updating of operational, job-specific 
skills directly usable in the workplace (Cedefop, 2008). Unlike diploma-granting 
training (formation diplômante), it does not lead to a state-recognized diploma, 
and unlike certifying training (formation certifiante), it does not result in a certi-
fication registered in an official national repository. 

The development in qualifying training coincided with the introduction of de-
volved administration for various functions to parts of the UK (Taylor et al., 
2010). That being said, the topic of adult professional development (Hristoforova 
& Pavītola, 2025; Robertson & Prajapati, 2025) is rapidly increasing among coun-
tries, especially in the Global South (Brown & De Neve, 2024; Preece, 2009; Shizha 
& Abdi, 2009), where it has acquired renewed urgency in the face of three con-
verging transformations. The rapid restructuring of labour markets driven by dig-
itization and artificial intelligence, the increasing porousness of the boundaries 
between formal education and continuous professional development, and the 
growing recognition that access to recognized, transferable qualifications consti-
tute one of the most effective levers for reducing socioeconomic inequalities in 
multilingual and geographically dispersed contexts (Carré & Caspar, 2011; Daf-
fron et al., 2009). In this perspective, qualifying training; understood as a struc-
tured learning process aimed at developing directly operational competencies 
aligned with labour market requirements (Labrie & Montmarquette, 2005); has 
thus emerged as both an equity instrument and an engine of professional mobility, 
particularly for working adults in Sub-Saharan Africa who are unable to interrupt 
their professional or family responsibilities to undertake residential programmes. 

In the “francophone space” specifically, distance education in professional 
training (DEPT) has developed over the past two decades as a strategic response 
to the twin challenge of geographic dispersion and infrastructure inequality. Lit-
erature (Deniau, 1995) showed that the “Francophonie” is a concept with multiple 
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meanings, to which Deniau attributes linguistic, geographical, spiritual/mystical, 
and institutional dimensions. Unlike their counterparts in high-income countries, 
francophone learners; particularly those in Sub-Saharan Africa, where three-quar-
ters of the respondents to the present study are based; navigate training environ-
ments characterized by unreliable internet connectivity, variable institutional sup-
port, and limited access to mentoring and professional networks. For these learn-
ers, a DEPT certification is not merely an addition to a CV. It may represent the 
primary pathway to formal labour market recognition of competencies developed 
through years of informal professional practice. In this context, the quality of the 
learning programme; its pedagogical design, its accompaniment structures, its 
certification mechanisms, and its post-training follow-up provisions; is not pe-
ripheral to the educational enterprise; it is constitutive of it. 

1.2. The AUF and Its ODL Programme: A Unique Research Field 

The “Agence Universitaire de la Francophonie” (AUF); the world’s largest uni-
versity network, comprising more than one-thousand-member institutions across 
more than one hundred countries; occupies a singular position in the landscape 
of francophone distance education. Through its “Institut de la Francophonie pour 
l’Ingénierie de la Formation à Distance” (IFIC), the AUF has, since 2004, sup-
ported member institutions in designing and deploying ODL programmes (known 
internally as Formations Ouvertes et A Distance, or FOAD) for French speaking 
learners geographically dispersed across the world. This programme brings to-
gether an exceptionally diverse constellation of actors; host institutions and their 
pedagogical coordinators (focal points), tutors, learners, alumni, AUF/IFIC staff, 
and national francophone centres known as “Campus Numériques Francophones” 
(CNF); in a multi-stakeholder governance architecture spanning fifteen countries 
represented in the present inquiry. 

As a research field, the AUF programme possesses three characteristics that 
make it a particularly rich and theoretically significant case study. First, its insti-
tutional longevity; over twenty years of operational experience; provides a mature 
and data-rich terrain for empirical investigation. Second, its exceptional geo-
graphic diversity; spanning Sub-Saharan Africa, North Africa, Southeast Asia, the 
Caribbean, and Europe; enables the examination of contextual factors that are 
typically controlled away in mono-national studies, but that profoundly shape the 
conditions under which distance training is experienced and its outcomes valor-
ised. Third, its hybrid governance model; in which a supranational network insti-
tution (AUF) co-produces training offerings with autonomous member universi-
ties, mediated by a diverse array of local actors; generates governance tensions and 
coordination challenges that are analytically productive for theorizing multi-
stakeholder learning ecosystems. 

The empirical evidence available on the AUF programme points to a paradox 
that motivates the present research. On the one hand, the symbolic value of the 
AUF certificate is universally recognized as learners and alumni mostly report that 
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the certification had an important or important impact on their professional tra-
jectory. On the other hand, the programme exhibits documented structural short-
comings; an incomplete and inadequately updated course catalogue, an ambigu-
ous and overloaded focal point role, an insufficient pedagogical accompaniment 
framework (Arriagada-Hernández et al., 2024), and a near-total absence of post-
training follow-up mechanisms; that limit its capacity to fulfil its stated mission 
of fostering professional development and social mobility across the Francophone 
world. 

1.3. Research Problem 

Distance education in professional training has become a strategic lever for skills 
development and employability in Francophone space, particularly in sub-Sa-
haran Africa. Here, a critical treatment of employability is needed in the Franco-
phone space. Rather than a neutral outcome, employability should be framed as a 
contested, positional construct: credential inflation and labor-market volatility 
weaken the link between educational investment and occupational security (Brown 
et al., 2010), while employability functions as ongoing identity work rather than 
fixed competency possession (Tolich, 2005; Tomlinson, 2017). This matters given 
the learning ecosystem heterogeneous labor markets across the Francophone 
space. The certification-competency chain also warrants scrutiny: certification 
may construct competency as an administrative category rather than faithfully 
measuring it (Barbier, 2011), and competency-driven “learnification” risks col-
lapsing qualification, socialization, and subjectification into one reductive logic 
(Biesta, 2015). 

Furthermore, the co-existence of strong perceived certificate value and docu-
mented structural insufficiencies constitutes the core research problem of this 
study. It signals that the AUF DEPT programme has built robust institutional le-
gitimacy (Oillo & Loiret, 2006); a symbolic capital that must be preserved and 
amplified; but that the operational conditions of its deployment systematically un-
dermine the realization of its potential impact. Specifically, the absence of post-
training follow-up renders it impossible to measure the actual effects of the train-
ing on professional insertion; the ambiguity of the focal point role creates quality 
disparities across host institutions that erode the homogeneity of the learning ex-
perience; the static management of the course catalogue reduces its relevance to 
fast-evolving labour market demands; and the underdeveloped accompaniment 
structures leave learners without the support needed to persevere through com-
plex distance learning pathways. 

These structural insufficiencies are not merely organizational inefficiencies; 
they reflect a conceptual gap in the design of the programme. The AUF DEPT 
programme was conceived primarily as a course delivery mechanism; a pipeline 
from institution to learner; rather than as a learning ecosystem that accompanies 
learners across their entire professional development trajectory, from enrolment 
to post-certification valorisation. The renovation of the programme thus requires 
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not only operational improvements to individual processes, but a reconceptual-
ization of its foundational architecture around the notion of a durable, commu-
nity-anchored, and contextually adaptive learning environment. 

It is against this background that the present study formulates its central re-
search question: How can the AUF distance qualifying training programme be 
renewed to become an innovative, equitable, and sustainable learning ecosystem, 
adapted to the diverse realities of Francophone space? 

This question is theoretically grounded in the literature on open and distance 
learning systems (Depover et al., 2000; Lebrun, 2007; Paquette, 2002), action re-
search methodology (Lewin, 1946; Somekh & Noffke, 2009), and the emerging 
field of adaptive and AI-enhanced learning environments (Crompton & Burke, 
2023; Zawacki-Richter et al., 2019). It is empirically anchored in a three-phase 
mixed-methods action research study conducted between 2023 and 2026, com-
bining a comparative benchmarking of fourteen international institutions, fifteen 
semi-structured interviews with key stakeholders, and a quantitative survey of 114 
respondents drawn from five categories across fifteen countries. 

The paper is structured in six sections. Following this introduction, Section 2 
reviews the theoretical and conceptual framework, situating the study within the 
literature on Francophone distance learning, qualifying training systems, and 
learning ecosystem theory. Section 3 presents the three-phase mixed-methods re-
search design; comparative benchmarking, qualitative interviews, and quantita-
tive survey; and discusses the ethical considerations governing data collection. 
Section 4 reports the empirical findings across the three data sources and their 
integrative synthesis. Section 5 discusses the findings in dialogue with theoretical 
literature, with particular attention to the paradox of tutor centrality in a technol-
ogy-dominated discourse, the structural invisibility of post-training follow-up in 
Southern FOAD systems, and the implications of the proposed Francophone 
Competency Passport. Section 6 concludes by answering the central research 
question, articulating the theoretical and practical contributions of the study, and 
identifying directions for future research. 

2. Theoretical Framework 
2.1. Distance Education in Professional Training: Definitions and 

Contemporary Issues 

Distance education in professional training (DEPT) is to obtain a basic level of 
education, training for the labour market needs for highly qualified personnel 
(Murphy et al., 2007). It refers to a structured form of education designed to de-
velop the specific competencies and knowledge required for professional practice, 
operating within a logic fundamentally distinct from that of traditional degree-
based programmes. Where conventional higher education (Lewis, 2002) pursues 
the transmission of foundational disciplinary knowledge within formal institu-
tional settings, DEPT is oriented towards the direct operationalization of skills in 
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professional contexts, often delivered through digital platforms that afford tem-
poral and geographical flexibility to learners who cannot interrupt their working 
lives for residential study (Labrie & Montmarquette, 2005). 

This mode of training is intimately connected to the paradigm of (Friedman, 
2023; Jarvis, 2004), which posits that professional development is not a finite pro-
cess concluded by initial education, but a continuous dynamic of competency ac-
quisition and renewal throughout an individual’s career. Carré and Caspar, in 
their foundational work on training sciences (Carré & Caspar, 2011), establish that 
this continuity is not merely desirable but structurally necessary in economies 
characterized by rapid technological transformation and recurrent labour market 
restructuring. The alignment of DEPT with lifelong learning principles is thus not 
incidental: it is constitutive of its pedagogical rationale, as far as DEPT responds 
to needs that emerge at specific moments in a professional trajectory rather than 
at the threshold of working life. 

A central dimension of the contemporary DEPT landscape concerns the trans-
ferability of competencies. Unlike narrowly specialized vocational preparation, ef-
fective distance qualifying training develops competencies that travel across or-
ganizational contexts, technological environments, and professional roles. Litera-
ture demonstrates that learners engaged in distance vocational programmes de-
velop enhanced adaptability to recent technologies and methodologies, as well as 
strengthened problem-solving capacities that prove valuable across diverse work-
place settings (Daffron et al., 2009). This transferability function is particularly 
significant in the Francophone context, where learners are frequently called upon 
to apply their qualifications in institutional and economic environments that dif-
fer from those in which the training was designed. 

The role of informal and non-formal learning experiences within DEPT de-
serves equal attention. Adult learners do not arrive at qualifying training as blank 
slates: they bring with them professional experience, tacit knowledge, and prior 
learning that formal programmes must acknowledge and build upon if they are to 
remain both relevant and motivating. This recognition of experiential learning as 
a legitimate pedagogical resource is a defining feature of quality DEPT design and 
constitutes one of the axes along which distance qualifying programmes are most 
clearly distinguished from traditional academic curricula (Jézégou, 2019). It 
would nonetheless be reductive to position distance qualifying training and for-
mal degree-based education as mutually exclusive or hierarchically ordered alter-
natives. Tricot argues convincingly that the most productive educational innova-
tions are those that integrate the respective strengths of different modalities rather 
than substituting one for another (Tricot, 2017). From this perspective, the most 
effective professional development frameworks are those that articulate the com-
petency-building rigour of DEPT with the foundational knowledge structures 
provided by formal academic education; an integrative logic that the “AUF” DEPT 
programme, by virtue of its institutional anchoring within a university network, 
is particularly well positioned to pursue. 
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2.2. Instructional Design of Open and Distance Learning Systems: 
A Literature Review 

The literature on the instructional design of Open and Distance Learning (ODL) 
systems has evolved over the past two decades, moving from foundational peda-
gogical and technological frameworks toward more sophisticated models incor-
porating artificial intelligence (AI) and adaptive learning technologies (Wark & 
Ally, 2020). Early contributions (Depover et al., 2000; Lebrun, 2007; Paquette, 
2002) established the theoretical foundations for understanding the pedagogical 
architectures, technological infrastructures, and instructional engineering pro-
cesses required for effective distance education. More recent studies emphasize 
the growing importance of learner-centered approaches, personalized learning 
pathways, and AI-driven educational environments, which are reshaping teaching 
and learning practices in digital contexts. 

2.2.1. Historical Development of ODL 
The early development of ODL was characterized by efforts to reconcile techno-
logical innovation with pedagogical effectiveness. Research highlighted the im-
portance of socio-technical approaches that consider both technological infra-
structures and human interactions within learning environments (Béché & Schnei-
der, 2019). These approaches underscored the need for coherent instructional de-
sign capable of integrating educational objectives, technological tools, and learner 
support mechanisms. A significant milestone in the evolution of distance educa-
tion was the emergence of digital campuses and virtual learning environments, 
particularly within European higher education systems. In France, the develop-
ment of digital campuses represented a major transformation in the organization 
and delivery of higher education, raising important questions regarding the inte-
gration, governance, and sustainability of ODL systems within universities (Ber-
trand, 2003). These initiatives contributed to the institutionalization of distance 
learning and paved the way for large-scale digital education strategies. 

2.2.2. Recent Advances in Adaptive Learning and Artificial Intelligence 
Recent developments in educational technologies have accelerated the adoption 
of adaptive learning systems designed to tailor instructional content and learning 
pathways to individual learner characteristics. Adaptive learning environments 
rely on sophisticated learner modelling techniques and data-driven instructional 
design processes to enhance learning outcomes and improve educational effi-
ciency (Sravanthi et al., 2023). By continuously analysing learner performance and 
behaviour, these systems can dynamically adjust content difficulty, learning activ-
ities, and feedback mechanisms (Ndayishimiye et al., 2026). The integration of 
artificial intelligence into educational environments represents a further step in 
the evolution of ODL systems. AI-powered technologies offer significant oppor-
tunities for personalizing learning experiences, automating assessment processes, 
providing intelligent tutoring, and increasing learner engagement (Soumia & Mo-
hammed, 2024). Recent studies suggest that AI can support more responsive and 
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flexible educational ecosystems capable of accommodating diverse learner needs 
and preferences (Ndayishimiye et al., 2026; Simoes et al., 2022). Consequently, AI 
is increasingly viewed as a strategic component of next-generation distance learn-
ing systems. 

2.2.3. Challenges and Future Perspectives 
Despite its transformative potential, the integration of AI and adaptive learning 
technologies into ODL systems presents several challenges. Data privacy and se-
curity concerns remain key issues, particularly given the extensive collection and 
analysis of learner data required for personalization processes (Simoes et al., 
2022). Ethical considerations related to algorithmic transparency, bias, learner au-
tonomy, and accountability also require careful attention from educators, policy-
makers, and technology developers. Furthermore, persistent inequalities in access 
to digital technologies (van Dijk, 2005) and internet connectivity may exacerbate 
existing educational disparities, limiting the benefits of AI-enhanced learning en-
vironments for certain populations (Simoes et al., 2022). Addressing these chal-
lenges requires a multidisciplinary approach that combines expertise from educa-
tion, computer science, ethics, public policy, and social sciences. Such collabora-
tion is essential to ensure that technological innovations contribute to equitable 
and inclusive educational opportunities. 

In conclusion, the convergence of artificial intelligence and adaptive learning 
technologies offers unprecedented opportunities to transform ODL systems. 
However, realizing this potential requires a balanced approach that carefully ad-
dresses ethical, technical, and socio-economic challenges to ensure that all learn-
ers can benefit equitably from these educational advancements. 

2.3. Tutored Support as a Key Success Factor in ODL 

Tutored support has been widely recognized as a critical determinant of learner 
success in ODL environments. Beyond the technological infrastructure and in-
structional design of distance education systems, the quality of human support 
provided throughout the learning process significantly influences learner satisfac-
tion, engagement, persistence, and academic achievement. Research (Bhat et al., 
2022; Kail, 1983) consistently demonstrates that effective tutoring promotes per-
sonalized guidance, academic motivation, and collaborative learning, all of which 
contribute to improved learning outcomes in online and distance education set-
tings. Empirical evidence further suggests a strong relationship between learners’ 
satisfaction with tutoring services and their perception of the quality of educa-
tional support, highlighting the strategic role of tutors in fostering successful 
learning experiences. 

2.3.1. The Importance of Tutor Presence in Distance Learning 
In virtual learning environments, tutor presence constitutes a fundamental com-
ponent of educational quality. Unlike traditional face-to-face instruction, where 
interactions occur naturally within physical classrooms, distance education re-
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quires intentional mechanisms to support learners and reduce feelings of isola-
tion. Tutors play a crucial role in providing continuous academic and socio-emo-
tional support, ensuring that learners receive individualized attention throughout 
their educational journey (Fernandes et al., 2025). Moreover, tutors facilitate com-
munication and collaboration among learners by creating opportunities for inter-
action, discussion, and knowledge sharing. Such facilitation contributes to the de-
velopment of online learning communities, which have been identified as essen-
tial for promoting engagement, reducing dropout rates, and enhancing learning 
effectiveness (Balabal & Canuto, 2026; Fernandes et al., 2025). The tutor’s pres-
ence therefore extends beyond content delivery to encompass the creation of sup-
portive and interactive learning environments. 

2.3.2. The Tutor’s Role in the Learning Process 
The educational responsibilities of tutors encompass a wide range of pedagogical 
functions. Tutors guide learners through academic activities, provide formative 
feedback, monitor progress, and assist students in overcoming learning difficul-
ties. They also play a motivational role by encouraging persistence, self-confi-
dence, and active participation in learning tasks (Ferreira & Mourão, 2020). Sev-
eral studies (Garrison et al., 1999; Tinto, 1997) have demonstrated that sustained 
tutor involvement positively affects student performance and retention. Through 
timely interventions and personalized support, tutors help learners navigate ac-
ademic challenges and maintain their commitment to educational goals (Xavier 
et al., 2024). In this regard, tutoring can be viewed as a mediating factor that 
strengthens the relationship between instructional design and learner achieve-
ment. 

2.3.3. Competencies Required for Effective Tutoring 
The growing complexity of online learning environments requires tutors to pos-
sess a diverse set of competencies. Effective tutors must combine technical, peda-
gogical, managerial, and people skills to address the varied needs of learners in 
digital contexts (Nascimento, 2016; Xavier et al., 2024). Technical competencies 
enable tutors to navigate learning management systems and digital communica-
tion tools, while pedagogical competencies support the design and facilitation of 
meaningful learning experiences. Equally important are interpersonal and com-
munication skills, which allow tutors to establish trust, foster learner engagement, 
and provide constructive feedback. Given the rapid evolution of educational tech-
nologies and teaching methodologies, continuous professional development is es-
sential for maintaining and enhancing tutor effectiveness (Nascimento, 2016). 
Ongoing training enables tutors to adapt to emerging pedagogical approaches and 
technological innovations, thereby improving the quality of learner support. 

2.3.4. Tutoring and Learner Autonomy: A Complementary Relationship 
Some scholars have argued that excessive reliance on tutor support may reduce 
learners’ autonomy and hinder the development of self-directed learning skills. 
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This concern is particularly relevant in distance education, where independent 
learning is often considered a core objective. However, contemporary research 
suggests that effective tutoring does not undermine learner autonomy; rather, it 
facilitates its development. By providing structured guidance, scaffolding, and 
timely feedback, tutors help learners gradually acquire the skills necessary for self-
regulation, critical thinking, and independent learning. Consequently, well-de-
signed tutoring systems contribute to the empowerment of learners, enabling 
them to become increasingly autonomous while maintaining access to appropri-
ate support when needed. Therefore, tutoring should not be viewed as a substitute 
for learner independence but rather as a mechanism that promotes its progressive 
development. 

In conclusion, tutored support remains one of the most influential factors af-
fecting learner success in ODL environments. Through personalized guidance, 
motivation, facilitation of interaction, and pedagogical support, tutors contribute 
significantly to learner satisfaction, retention, and academic achievement. As dis-
tance education continues to evolve in response to digital transformation and ar-
tificial intelligence, the strategic role of tutors is likely to remain central to ensur-
ing meaningful and inclusive learning experiences. 

2.4. Existing Learning-Ecosystem and Distance-Education Models 

Existing theoretical literature on learning ecosystems has developed along parallel 
but disconnected tracks, none of which fully account for language as a structuring 
variable. At the macro-theoretical end, Otto and Kerres frame learning as distrib-
uted across an ecosystem of providers, platforms, and institutions, offering a sys-
tems-level account of how learning is organized without formal boundaries, but 
their model remains technology- and institution-centric rather than culturally 
grounded (Otto & Kerres, 2023). Spours advances this line further by embedding 
Bronfenbrenner’s ecological systems theory within a political-economy frame-
work, introducing the notion of “social ecosystem time” to capture how learning 
ecosystems evolve historically and structurally (Spours, 2024). This represents the 
most theoretically mature model in the current literature, yet it remains silent on 
language or transnational cultural identity as an organizing axis (Table 1). 

There are other models (Nguyen & Tuamsuk, 2022; Pinto-Llorente & Izquierdo-
Álvarez, 2024). However, the Social Ecosystem Model (Spours, 2024) is the most 
theoretically mature comparator and therefore requires the most explicit differ-
entiation: its political-economy layer accounts for structural power relations but 
does not treat a shared transnational language and its institutional infrastructure 
(e.g., the Organisation internationale de la Francophonie, the AUF) as a constitu-
tive, organizing variable. 

2.5. Participatory Action Research as an Epistemological Stance 

Participatory action research (PAR) has emerged as a prominent epistemological 
and methodological approach for the co-construction of innovative solutions in 
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Table 1. Identified learning-ecosystems. 

Model 
Core 

theoretical 
grounding 

Scale/scope 
Governance 

emphasis 
Technology 
dependence 

Gap relative to FLE 

Distributed 
Learning 

Ecosystems 
(Otto & 

Kerres, 2023) 

Systems and 
network theory 
of educational 
distribution 

Institutional-to-national 

Moderate—
distribution of 
learning across 

providers 

High 

No account of 
linguistic community 

as an organizing 
structure; treats 

“distributed” as a 
purely 

technological/institut
ional property 

Social 
Ecosystem 

Model 
(Spours, 

2024) 

Bronfenbrenner 
ecological 

systems theory 
+ political 
economy 

Micro-to-macro,  
multi-level (adds a 

chronosystem/ 
“ecosystem time”) 

Strong—explicit 
political-economy 

layer 
Low-moderate 

Politically 
sophisticated but 

culturally/linguisticall
y generic; does not 

theorize transnational 
identity communities 

such as the 
Francophonie 

 
complex institutional environments involving multiple stakeholders. Rooted in 
critical theory, emancipatory pedagogy, and democratic knowledge production, 
PAR challenges traditional distinctions between researchers and research partici-
pants by promoting collaborative inquiry, collective reflection, and transformative 
action (Best & Williams, 2025; Bradbury & Reason, 2008). This approach is par-
ticularly relevant in contexts characterized by institutional complexity and social 
diversity, where sustainable innovation requires the active involvement of those 
directly affected by the issues under investigation. PAR is founded on the principle 
that knowledge is socially constructed through interaction and collective experi-
ence. Consequently, it emphasizes collaboration among researchers, practitioners, 
policymakers, and community members throughout the research process. By in-
tegrating multiple forms of knowledge and fostering inclusive participation, PAR 
seeks not only to generate scientific understanding but also to promote meaning-
ful social change. 

2.5.1. Collaborative Knowledge Production 
One of the defining characteristics of PAR is its commitment to collaborative 
knowledge creation. Rather than treating participants as passive subjects of re-
search, PAR positions them as co-researchers who actively contribute to the for-
mulation of research questions, data collection, analysis, and interpretation (Cor-
nish et al., 2023). This democratic approach to knowledge production recognizes 
the value of experiential, contextual, and indigenous forms of knowledge along-
side academic expertise. The inclusion of diverse stakeholder perspectives en-
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riches the research process and enables the identification of innovative solutions 
that may otherwise remain overlooked. PAR provides opportunities for margin-
alized and underrepresented groups to articulate their experiences and contribute 
to decision-making processes that affect their lives (Kindon et al., 2007). Such en-
gagement enhances the relevance, legitimacy, and applicability of research out-
comes. Furthermore, collaborative knowledge production strengthens stakeholder 
ownership of both the research process and its outcomes, thereby increasing the 
likelihood of successful implementation and long-term sustainability of proposed 
interventions. 

2.5.2. A Focus on Social Transformation 
Beyond knowledge generation, PAR is fundamentally oriented toward social 
transformation. Its primary objective is not merely to understand social realities 
but to contribute actively to their improvement by addressing structural inequal-
ities (van Dijk, 2005), empowering communities, and promoting social justice 
(Brown, 2024; Cornish et al., 2023). Through cycles of reflection, action, and eval-
uation, PAR enables participants to critically examine existing practices and de-
velop contextually appropriate solutions to shared challenges. This transformative 
orientation aligns with the work of Freire who emphasized the importance of di-
alogue, critical consciousness, and collective action in fostering social change 
(Freire, 1970). The direct involvement of stakeholders in the research process en-
sures that interventions are grounded in local realities and responsive to commu-
nity needs. Consequently, PAR contributes to the development of solutions that 
are not only theoretically sound but also socially acceptable and operationally fea-
sible (Flood, 1999). This characteristic is particularly valuable in educational and 
institutional innovation projects, where stakeholder engagement is often a pre-
requisite for successful implementation. 

2.5.3. Methodological Flexibility in Complex Institutional Contexts 
Another major strength of PAR lies in its methodological flexibility. Unlike rigid 
research designs that prescribe predefined procedures, PAR adopts an adaptive 
and iterative framework capable of responding to evolving circumstances and 
emerging stakeholder needs (Cornish et al., 2023). This flexibility is especially im-
portant in complex institutional environments where multiple actors, competing 
interests, and shifting power dynamics influence decision-making processes. PAR 
allows researchers to accommodate diverse perspectives, negotiate conflicting pri-
orities, and adapt research strategies as new insights emerge (Justin & Joy, 2022). 
Moreover, the iterative nature of PAR supports continuous learning and improve-
ment throughout the research process. By combining systematic inquiry with 
practical action, PAR facilitates the development of context-sensitive innovations 
while maintaining scientific rigor and stakeholder engagement. 

2.5.4. Challenges and Critical Considerations 
Despite its considerable strengths, PAR is not without challenges. One of the most 
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frequently cited concerns relates to power imbalances among participants. Differ-
ences in status, expertise, institutional authority, or access to resources may influ-
ence participation and potentially undermine the democratic ideals underpinning 
the approach (Cornish et al., 2023). Institutional resistance may also constitute a 
significant obstacle, particularly when PAR initiatives challenge established prac-
tices, organizational cultures, or existing power structures. In such contexts, 
achieving meaningful participation requires sustained commitment from both re-
searchers and stakeholders. To address these challenges, scholars emphasize the 
importance of reflexivity, transparency, and ethical vigilance throughout the re-
search process. Researchers must continuously examine their own assumptions, 
positionality, and influence on the collaborative process while fostering equitable 
participation and mutual respect among all stakeholders (Bradbury & Reason, 
2008). 

In conclusion, Participatory Action Research provides a robust epistemological 
framework for the co-construction of innovative solutions in complex and multi-
actor institutional settings (Cornish et al., 2023; Kindon et al., 2007). Through 
collaborative knowledge production, social transformation, and methodological 
flexibility, PAR facilitates the development of contextually relevant and sustaina-
ble interventions. However, realizing its full potential requires ongoing attention 
to issues of power, participation, and institutional dynamics, ensuring that the 
principles of equity and inclusion remain central throughout the research process. 

3. Methodology 
3.1. Research Design 

This study falls within the paradigm of methodological pragmatism and employs 
an exploratory sequential mixed methods approach (Creswell & Plano Clark, 
2018). This design is particularly well-suited to the aims of action research, which 
simultaneously seeks to understand a complex reality and transform it in a con-
certed manner with the actors who experience it (Bradbury & Reason, 2008). It 
relies on a logic of methodological triangulation: quantitative data do not une-
quivocally confirm or refute qualitative data, but rather articulate with them in 
depth to build a more comprehensive and nuanced understanding of the studied 
system.  

The study was conducted in three complementary and successive phases, the 
sequencing logic of which is itself constitutive of the action research approach. 
The first, exploratory phase mapped innovative practices on an international 
scale. The second, comprehensive phase sought to capture the representations, 
tensions, and aspirations of the internal actors within the AUF system. The third, 
quantitative phase measured the scope and distribution of perceptions within an 
expanded sample of stakeholders. It is the dynamic articulation of these three an-
alytical layers that establishes the scientific legitimacy of the formulated recom-
mendations. 
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3.2. Phase 1: Exploratory Comparative Benchmarking 

The first phase of the research took the form of an exploratory comparative bench-
marking of fourteen reference international institutions in the field of distance 
vocational or certifying training. The fourteen institutions included in the bench-
mark were selected by the research sponsor, IFIC, based on criteria relating to 
geographical diversity and the inclusivity of the institutions involved in the AUF’s 
degree programmes. The selection is not linked to any country. Rather, it is linked 
to the quality of the professional training programme they offer, which could be 
used to help overhaul the AUF’s professional training programme. 

The corpus for analysis includes Coursera, edX, FUN-MOOC, the École Poly-
technique Fédérale de Lausanne (EPFL Extension School), Université TÉLUQ, 
Université Laval, eCampus Ontario, as well as other systems representative of ge-
ographical diversity and innovative practices across the French- and English-
speaking worlds. The choice of this corpus was guided by two complementary 
criteria: the geographical diversity of the institutions; so as not to reduce the anal-
ysis to a single dominant cultural model; and the reputation of the innovative 
practices identified in recent educational technology literature.  

A structured comparative analysis grid was developed a priori, based on a liter-
ature review of open and distance learning (ODL) systems, professional certifying 
programs, and quality online learning models. This grid covers four main analyt-
ical dimensions: pedagogical architecture and content modularity; tutored sup-
port modalities and dropout prevention; management and updating practices of 
the training catalogue; and mechanisms for creating and animating post-training 
learning communities. For each institution, the document analysis was supple-
mented by an exploration of online platforms, available annual reports, and asso-
ciated scientific publications. The results of this benchmarking formed the initial 
empirical foundation of the research, allowing for the identification of transfera-
ble practices and the contextualization of the AUF system’s shortcomings before 
entering the subsequent phases.  

3.3. Phase 2: Semi-Structured Qualitative Interviews 

The second phase utilized the semi-structured qualitative interview method, a 
methodological choice justified by the interpretive nature of the research ques-
tions relating to the lived experiences of the actors within the AUF’s ODL system. 
Fifteen interviews were conducted with four categories of actors carefully selected 
for their complementary positions within the system: AUF/IFIC staff (n = 4), ped-
agogical directors and focal points of the hosting institutions (n = 4), trainers and 
tutors involved in the training programs (n = 4), and learners and alumni (n = 3). 
This diversification of interlocutor profiles meets the requirement for source tri-
angulation in qualitative data collection (Patton, 2015), allowing for the compar-
ison of institutional, pedagogical, and experiential perspectives. 

The interviews were conducted using a semi-structured thematic grid devel-
oped in alignment with the analytical dimensions identified through the bench-
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marking. The grid covered five main themes: the perception of the current sys-
tem’s functioning and its strengths; perceived gaps and dysfunctions; the role of 
actors and governance tensions; pedagogical and technological innovation needs; 
and expectations regarding post-training follow-up. Each interview, lasting an av-
erage of fifty to seventy minutes, was recorded with the explicit consent of the 
interlocutor and then fully transcribed. The inductive thematic analysis of the 
transcriptions was conducted according to the six-step procedure proposed by 
Braun and Clarke (2006): familiarization with the data, generation of initial codes, 
searching for themes, reviewing themes, defining, and naming, and producing the 
analytical report. This approach allowed for the emergence of tensions, conver-
gences, and structural gaps perceived by the actors, which directly informed the 
design of the data collection tool for the quantitative phase.  

3.4. Phase 3: Quantitative Questionnaire Survey 

The third phase consisted of a quantitative survey via a self-administered online 
questionnaire, conducted through the Kobo Toolbox platform, a tool selected for 
its robustness in low-connectivity environments; a recurring condition in the Af-
rican countries heavily represented in the sample. 

To construct the variables for our questionnaire, we transformed the research 
concepts into measurable questions and usable data. For each indicator, we de-
fined a short name, a data type and a list of possible responses. All of this was done 
after breaking down the research objectives into themes (broad dimensions), then 
into sub-themes, and finally into specific indicators. Each indicator was then 
treated as a variable so that we could select the appropriate variable type. Finally, 
we arranged the resulting variables in a logical order, starting with simple, general 
questions, moving on to the core questions in the middle, and concluding with 
the socio-demographic variables. As for data collection, this was facilitated by 
IFIC, which used its own data collection platform. 

The questionnaire was developed based on the emerging themes of the qualita-
tive analysis and the dimensions of the benchmarking, following a logic of meth-
odological complementarity specific to exploratory sequential mixed designs. The 
final instrument includes 126 variables organized into five sections differentiated 
by respondent profile: profile presentation and context of system use; perception 
of training quality; evaluation of pedagogical support; perceptions of access to dig-
ital tools and the platform; and expectations regarding the modernization of the 
system.  

The final sample, non-probabilistic by purposive and convenience sampling, 
includes 114 respondents distributed across five categories of actors: 54 active 
learners (47.4%), 46 alumni who completed at least one training program (40.4%), 
9 AUF/IFIC staff members (7.9%), 3 trainers (2.6%), and 2 pedagogical directors 
(1.8%). This composition of the sample reflects the hierarchy of the system’s stake-
holders while placing direct beneficiaries; learners and alumni; at the centre, as 
their perceptions constitute the core of the evaluation process. 
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The analysis of the quantitative data employed three families of statistical tests 
adapted to the nature of the variables and the sample size. First, descriptive statis-
tics (means, standard deviations, frequencies) were used to characterize the dis-
tributions of perceptions. Second, the non-parametric Mann-Whitney (U) test 
was chosen to compare means between the learner and alumni groups, as the data 
did not meet the normality conditions required for parametric tests. Third, Spear-
man correlations were calculated to identify relationships between satisfaction di-
mensions, to isolate the most predictors of perceived support quality. All statisti-
cal processing was performed using R, with a significance threshold set at p < 0.05. 

It is important to mention the main methodological limitations of this phase. 
The sample size (n = 114) limits the statistical power of the tests and the general-
izability of the results to the entire population of stakeholders in the AUF system, 
which spans around one hundred countries. The selection bias inherent in recruit-
ing respondents via AUF’s institutional networks is a second limitation to con-
sider when interpreting the results. However, these limitations are partially com-
pensated for by the richness of the qualitative data collected in Phase 2, which 
allows for a deeper understanding and contextualization of the observed statistical 
trends.  

3.5. Ethical Considerations 

The conduct of this research adhered to the fundamental principles of research 
ethics involving human participants. For all semi-structured interviews, written 
informed consent was obtained from each participant before the start of the in-
terview. Participants were informed of the research objective, the intended use of 
the data, the confidentiality of the responses, and their right to withdraw from the 
study at any time without prejudice. For the quantitative survey, an introductory 
text to the questionnaire detailed the same guarantees, and voluntary participation 
was confirmed by the submission of the form. Data anonymization was ensured 
from the collection phase onward: no nominative identifiers were retained in the 
analytical databases. The AUF’s data privacy policy was respected throughout the 
entire process, in accordance with the organization’s institutional commitments 
to its members and beneficiaries.  

4. Results 

The results are presented in four sub-sections corresponding to the three data 
sources of the exploratory sequential mixed methods approach, followed by an 
integrative synthesis of the observed convergences and divergences. This narrative 
organization follows the sequential logic of the research phases and highlights the 
complementarity of the perspectives cast upon the AUF’s qualifying training (QT) 
system. 

4.1. Insights from Benchmarking: Four Key Characteristics of 
High-Performing Systems 

The comparative analysis of the fourteen selected international institutions reveals 
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four cross-cutting structural characteristics common to distance-based qualifying 
or certifying training systems deemed most successful under the criteria of acces-
sibility, learner engagement, pedagogical quality, and the labour market valuation 
of certifications. 

4.1.1. Modular Architecture and Pathway Flexibility 
All analysed high-performing systems (Vaill, 1982) rely on a modular architecture 
that enables personalized pathways. Coursera and edX organize their certifica-
tions into specializations composed of short modules (two to four weeks), which 
learners can combine according to their professional goals. Université TÉLUQ 
and eCampus Ontario offer stackable micro-credentials recognized by employers. 
This modularity addresses a threefold requirement: adapting training to the time 
constraints of working adults, allowing for the intermediate validation of acquired 
skills throughout the learning journey, and mitigating the feeling of overwhelm 
often associated with long-duration distance learning. By mapping this character-
istic onto the requirements of the AUF system, the benchmarking suggests that 
structuring qualifying programs into short units following the sequence Discover 
→ Understand → Apply → Evaluate would offer a direct solution to the retention 
challenges identified during the interview phase. 

4.1.2. Structured and Initiative-Taking Tutored Support 
The high-performing systems share a conception of the tutor’s role that extends 
far beyond that of a grader. In the certificate courses on the FUN-MOOC platform 
or within eCampus Ontario programs, the tutor is framed as a facilitator of per-
sistence, equipped with real-time tracking tools that allow for initiative-taking in-
tervention when learners face difficulties. The EPFL Extension School has devel-
oped a learner engagement dashboard to visualize logins, assignment submission 
delays, and behavioural patterns correlated with student dropout. These practices 
are strongly anchored in research establishing that the perceived quality of sup-
port is the most robust predictor of success and satisfaction in distance education 
(Garrison & Vaughan, 2008; Jézégou, 2019). This characteristic represents one of 
the most directly transferable axes of structural renovation for the AUF context. 

4.1.3. Living Catalogues and Continuous Sectoral Monitoring 
A third feature shared across the studied systems is the institutionalization of 
mechanisms for the continuous updating of the training catalogue. Coursera sys-
tematically displays a 12-month post-certification employment rate and employer 
testimonials for each certification; Université Laval conducts an annual revision 
of its micro-programs in close collaboration with industry partners. This “living 
catalogue” logic stands in stark contrast to the static management of training port-
folios, where programs are maintained regardless of their market attractiveness or 
professional relevance. For the AUF system, in which training programs have rec-
orded application rates close to zero during recent sessions, this practice under-
scores the necessity of establishing semi-annual sectoral monitoring fuelled by 
feedback from employers, alumni, and local market analyses. 
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4.1.4. Sustainable Learning Communities 
Finally, the analysed systems invest heavily in creating and nurturing learning 
communities that endure long after the formal conclusion of the training. The 
alumni networks of Coursera and edX constitute genuine professional ecosys-
tems, offering networking spaces, peer-to-peer mentoring sessions, and shared job 
opportunities. Université Laval has institutionalized an alumni-student mentor-
ing program that significantly improves the persistence of incoming cohorts. This 
community dimension is absent from the current AUF framework, despite repre-
senting a unanimous demand among the stakeholders surveyed, as corroborated 
by the quantitative survey results. 

4.2. Qualitative Interview Findings: Strengths and Tensions of the 
Current Framework 

The inductive thematic analysis of the fifteen semi-structured interviews reveals a 
core structural tension between strong institutional recognition and persistent op-
erational inefficiencies. Five major themes emerged across all stakeholder catego-
ries: 

4.2.1. Recognition of the Value of Qualifying Training 
Without exception, interlocutors acknowledge the intrinsic value of the qualifying 
programs offered in the AUF catalogue. Interviewed alumni describe obtaining 
their certificate as a “professional turning point” or a “validation of skills I already 
possessed but that no one previously recognized”. Pedagogical directors empha-
size the academic rigor of the content and the institutional credibility associated 
with the AUF label in the Francophone world. This positive consensus regarding 
the value of the portfolio provides significant symbolic capital to leverage for ren-
ovation, proving that quality issues do not stem from the relevance of the offer 
itself, but rather from the conditions of its deployment. 

4.2.2. Delays in Financial Remittances as a Recurrent Bottleneck 
A theme of a certain convergence between institutional actors and learners is the 
sluggishness of financial processes. Focal points describe delays in the reimburse-
ment of pedagogical expenses that sometimes span multiple academic sessions, 
creating tension between host institutions and IFIC. Learners who opted for par-
tial financing report structural uncertainty regarding the allocation and effective 
disbursement of their stipends, which weighs heavily on their engagement in the 
training. This financial dysfunction, perceived as systemic by several interlocu-
tors, fosters a sense of institutional opacity that erodes trust in the framework. 

4.2.3. The Ambiguity of the Focal Point’s Role 
The role ambiguity of focal points within host institutions constitutes one of the 
most richly documented themes in the interviews. Focal points themselves de-
scribe an institutional “grey zone”: recognized as indispensable by both their col-
leagues and IFIC, yet not formally appointed, not granted corresponding teach-
ing-load reductions, and insufficiently trained. One focal point summarized the 
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tension as follows: “I am asked to coordinate an international training program, 
supervise tutors, respond to learners, and compile reports for IFIC, but in my of-
ficial schedule, I am still expected to work at 100% capacity just as before.” This 
unacknowledged overload induces disparities between host institutions depend-
ing on the availability and personal commitment of their respective focal points, 
undermining the homogeneity of the system’s quality. 

4.2.4. Absence of Post-Training Follow-Up 
The near-total absence of post-training follow-up is identified by all actors as the 
most symbolically significant deficiency of the current system. Alumni express a 
feeling of abandonment upon completion: “You obtain the certificate, and then 
nothing. No one asks what became of us.” Pedagogical directors acknowledge the 
current impossibility of measuring the real impact of training on professional in-
tegration. This lack of relational continuity deprives the system of a precious 
source of data for continuous improvement and a powerful tool for promoting 
the programs to future applicants. 

4.2.5. Disparities among Host Institutions 
A fifth emerging theme concerns the significant disparities in quality and organi-
zation among the institutions hosting the qualifying training. These disparities 
stem from multiple factors: digital infrastructure inequalities (van Dijk, 2005), 
heterogeneous levels of commitment among focal points, and differing institu-
tional cultures regarding distance education. Several interlocutors stressed that 
these disparities pose a risk to the global reputation of the AUF label, given that a 
learner with a negative training experience tends to generalize their judgment to 
the entire system, regardless of the specific host institution involved. 

4.3. Quantitative Survey Measurements: Stakeholder Perceptions 

The quantitative data collected from the 114 respondents allow for a comprehen-
sive measurement of the scope and distribution of perceptions regarding the sys-
tem, statistical testing of differences between groups, and the identification of the 
most predictors of perceived support quality. We carried out a one-off compari-
son between current students (54) and alumni (46), as these are the groups for 
which statistically meaningful interpretations can be made. This is a limitation of 
the sample, but we have nevertheless proceeded with our analysis. 

4.3.1. Descriptive Statistics: General Overview of Perceptions 
Descriptive statistics compared between active learners (n = 54) and alumni (n = 
46) reveal consistent perceptual profiles, with certain nuances. The perceived im-
pact of the certificate on professional trajectory received the highest scores across 
the entire instrument (Mean = 4.30/5 for learners; Mean = 4.03/5 for alumni), 
quantitatively validating the symbolic value of the certificate documented in the 
interviews. Satisfaction with pedagogical support stands at a moderate level (Mean 
= 3.25/5 for learners; Mean = 3.35/5 for alumni), indicating room for significant 
improvement. The lowest score across the entire instrument relates to exchanges 
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and interactions outside formal training (Mean = 2.92/5 for learners; Mean = 
3.00/5 for alumni), signalling a clear deficit in community life within the system, 
which directly echoes the absence of an alumni network documented in the inter-
views (Table 2). 
 

Table 2. Comparative descriptive statistics: learners vs. alumni (Excerpt). 

Evaluated Dimension Learner Mean Alumni Mean Difference Interpretation 

Impact of certificate on career 4.30/5 4.03/5 +0.27 Very positive 

Quality of pedagogical support 3.25/5 3.35/5 +0.10 Moderate 

Exchanges & interactions outside training 2.92/5 3.00/5 +0.08 Weak—major gap 

Accessibility of the digital platform 3.12/5 3.24/5 +0.12 Moderate 

Clarity of administrative processes 3.08/5 3.15/5 +0.07 Moderate 

Note. Scores on a 1-to-5 Likert scale. Source: Primary study data (n = 114). 

4.3.2. Mann-Whitney U Tests: Significant Differences between Learners 
and Alumni 

The Mann-Whitney U test identified two statistically significant differences be-
tween the learner and alumni groups at the p < 0.05 threshold. The first concerns 
the ease of use of digital tools (U = 987.5; p = 0.033): alumni report a significantly 
higher mastery of platform tools, which can be interpreted as a learning effect 
resulting from prolonged exposure to the system. The second significant differ-
ence relates to the perceived impact of the certificate on career trajectory (U = 
1024.3; p = 0.043): current learners attribute a slightly higher impact to the certif-
icate than alumni who have already experienced the post-training reality, suggest-
ing a minor retrospective disenchantment that warrants careful attention when 
designing post-training follow-up systems. 

These two results are of direct practical utility for system modernization: they 
argue, respectively, for enhanced support in mastering digital tools at the onset of 
training, and for strengthening the link between certification and concrete profes-
sional benefits, particularly through structured post-training follow-up and alumni 
networks (Table 3). 
 
Table 3. Results of Mann-Whitney U tests—significant differences. 

Tested Variable U Statistic p-value 
Dominant 

Group 
Interpretation 

Ease of use of digital 
tools 

987.5 0.033* Alumni 
Post-training 
learning effect 

Impact of certificate 
on career 

1024.3 0.043* Learners 
Partial 

retrospective 
disenchantment 

Note. *p < 0.05. Source: Primary study data (n = 114). 
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4.3.3. Spearman Rank Correlations: The Tutor as the Pivot of Support 
Spearman correlation coefficients calculated between satisfaction dimensions re-
veal three statistically significant relationships that structure the understanding of 
the support framework. The strongest relationship relates to the link between sat-
isfaction with tutors and the perceived quality of overall support: rho = 0.591 for 
learners (p < 0.001) and rho = 0.747 for alumni (p < 0.001). This correlation; the 
highest in the entire matrix; confirms that the tutor represents the central pivot of 
the support experience within the framework. Its increasing strength among 
alumni (compared to learners) suggests that the value of tutoring support is re-
evaluated positively with hindsight, further reinforcing the argument for priority 
investment in tutor training and support. 

A second significant correlation links the ease of use of digital tools to the per-
ceived quality of course materials: rho = 0.502 (p < 0.001, full sample). This find-
ing indicates that technical difficulties are not perceived independently of content, 
but function as a filter affecting the global perception of pedagogical quality. A 
learner struggling to navigate the platform tends to evaluate the course materials 
less favourably, regardless of their intrinsic worth. This interdependence under-
scores the need to invest simultaneously in platform ergonomics and introductory 
training for learners on tool usage. 

A third notable correlation links satisfaction with peer exchanges to the overall 
perceived quality of support: rho = 0.486 for learners (p < 0.001) and rho = 0.510 
for alumni (p < 0.001). This result provides an empirical foundation for the ne-
cessity of structuring interactive spaces for learners, even though these exchanges 
currently yield the lowest descriptive scores in the instrument (Table 4). 
 
Table 4. Spearman rank correlations between satisfaction dimensions. 

Tested Relationship Learner rho Alumni rho p-value Significance 

Tutor satisfaction ↔ Overall 
support quality 

0.591 0.747 <0.001 *** 

Digital tools ease ↔ Course 
materials quality 

0.502 0.502 <0.001 *** 

Peer exchange satisfaction ↔ 
Overall support quality 

0.486 0.510 <0.001 *** 

Note. ***p < 0.001. rho = Spearman’s rank correlation coefficient. Source: Primary data (n 
= 114). 

4.4. Convergences and Divergences across the Three Data Sources 

The systematic cross-examination of the three data sources reveals a pattern of a 
certain convergence regarding the core challenges of the system, accompanied by 
nuanced insights provided by the specific nature of each method. 

4.4.1. Points of Convergence 
Four major convergences emerge through the lens of the three data sources. 

https://doi.org/10.4236/ce.2026.177078


R. Ndayishimiye 
 

 

DOI: 10.4236/ce.2026.177078 1306 Creative Education 
 

Firstly, the Centrality of the Tutor in the Educational Experience: Benchmarking 
identifies proactive tutoring support as a core characteristic of high-performing 
systems (Darling-Hammond et al., 2017; Wang et al., 2017); the interviews reveal 
a perceived lack of guidance felt by learners; and the Spearman correlations quan-
titatively establish that satisfaction with tutors is the most powerful predictor of 
perceived support quality (rho ranging from 0.591 to 0.747). This triple conver-
gence justifies the priority given to strengthening tutoring functions within the 
modernized framework. Secondly, financial Constraints as the Primary Barrier to 
Access: Identified as a recurring theme in the interviews, the financial dimension 
is validated in the quantitative survey, where 88% of respondents expressed sup-
port for instalment-based payment schedules. Benchmarking confirms that the 
most inclusive systems (e.g., eCampus Ontario, Coursera for Campus) have engi-
neered flexible financing models. Thirdly, unanimous Demand for an Alumni 
Network and Post-Training Follow-Up: 94% of surveyed learners and alumni fa-
vour the creation of an alumni network; one of the most robust findings of the 
survey. The interviews document how the absence of this feature is experienced 
as a form of abandonment. Benchmarking demonstrates that institutions invest-
ing in their alumni community register significantly higher graduation and rec-
ommendation rates. Lastly, integration of Artificial Intelligence as a Thematic Pri-
ority: 89% of survey respondents identify skills in generative AI as the priority 
theme for maximizing labour market employability. Benchmarking confirms that 
reference platforms (Coursera, edX) have invested heavily in introductory AI 
modules. The interviews reveal that several host institutions have already at-
tempted to integrate these themes independently, without an established frame-
work or support from IFIC. 

4.4.2. Nuances Provided by Each Approach 
While convergences dominate, each method contributes distinct nuances that en-
rich the understanding of the system. Benchmarking places the AUF framework 
within an international reference standard and identifies concrete, adaptable so-
lutions, yet it fails to capture the specific contextual realities of the African region, 
which the interviews and survey document extensively, notably the prevalence of 
degraded connectivity constraints and infrastructure inequalities among host in-
stitutions. The interviews reveal institutional tensions and subjective lived expe-
riences that the quantitative survey cannot directly measure, though their scope is 
circumscribed by the size and limited diversity of the qualitative sample. Finally, 
the quantitative survey provides the most reliable measure of the distribution of 
perceptions across all stakeholders, but its moderate sample size (n = 114) limits 
the statistical robustness of multivariate analyses and generalizability. The articu-
lation of these three sources is therefore both a methodological necessity and a 
prerequisite for the validity of this action research approach: it is precisely where 
the three methods converge that the recommendations for the modernized frame-
work rest upon the most resilient empirical foundations. 
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5. Discussion 

The following discussion articulates the empirical findings derived from the three 
phases of this research (benchmarking, semi-structured interviews, and quantita-
tive survey) with the theoretical and conceptual frameworks mobilized for this 
study. Moving beyond a purely descriptive account of the data, it constructs a ro-
bust, argument-driven interpretation by examining the points of convergence and 
structural tensions between these findings and the foundational scientific litera-
ture. The discussion is organized into four subsections, each corresponding to a 
major interpretive axis of the research. 

5.1. Toward a Francophone Learning Ecosystem Model: Empirical 
Findings as a Foundation for Renewal 

The quantitative survey results and qualitative analysis converge to reveal a vul-
nerable system to structural deficiencies; yet endowed with symbolic and peda-
gogical capital that the institutional renewal must preserve. The perceived value 
of the AUF certificate achieved the highest scores across the entire instrument (M 
= 4.30/5 for active learners; M = 4.03/5 for alumni). This confirms the institutional 
legitimacy of this educational offering within the Francophone space, aligned with 
the seminal work of Labrie and Montmarquette (2005) and Carré and Caspar 
(2011) regarding distance vocational training as a powerful vehicle for continuous 
professional development. This finding is particularly noteworthy due to its sta-
tistical robustness: it remains consistently high among alumni who have transi-
tioned into the post-training professional arena, even while other dimensions, 
such as post-training follow-up and peer-to-peer interactions; scored significantly 
lower. 

It is precisely upon this foundational legitimacy that the renewed model has 
been established by and organized around six macro-processes. The proposed ar-
chitecture: Sectoral Watch and Catalogue Updating, Modular Instructional De-
sign, Reinforced Tutoring and Support, Participatory Quality Governance, Post-
Training Follow-Up and Alumni Network, and Secured Digital Certification; is 
not the product of a decontextualized theoretical exercise. Rather, it represents a 
direct structural response to the lacunes consistently identified across all three 
data streams. Comparative benchmarking of fourteen international institutions 
(including Coursera, edX, FUN-MOOC, TÉLUQ, eCampus Ontario, EPFL Exten-
sion School, and Université Laval) identified four core characteristics common to 
high-performing systems (Wang et al., 2017): modular learning pathways, proac-
tive tutoring support, dynamic catalogues, and sustainable learning communities. 
These features serve as direct remedies to the deficiencies documented in the qual-
itative interviews and validated quantitatively by the survey. The concept of a 
“Francophone learning ecosystem—FLE” proposed herein as an original concep-
tual framework builds upon foundational scholarship in the instructional engi-
neering of distance learning (Lebrun, 2007; Paquette, 2002). 

However, it expands these paradigms by explicitly integrating community-

https://doi.org/10.4236/ce.2026.177078


R. Ndayishimiye 
 

 

DOI: 10.4236/ce.2026.177078 1308 Creative Education 
 

driven, post-formative, and contextual dimensions specific to the realities of the 
Global South within the Francophone sphere. The challenge shifts from merely 
designing a pedagogically coherent system to constructing an immersive learning 
environment whose impacts extend well beyond the formal duration of the pro-
gram; a requirement made empirically undeniable by the survey results, notably 
the unanimous demand for an alumni network (94% of respondents). This ambi-
tion also aligns with recent contributions to adaptive learning and personalized 
pathways (Crompton & Burke, 2023; Zawacki-Richter et al., 2019), which empha-
size the necessity of designing learning environments that are flexible, responsive, 
and deeply embedded within the individual professional trajectories of learners. 

Among the four key innovations of the renewed framework, the “Francophone 
Skills Passport” warrants specific analytical attention. This blockchain-secured 
digital certification mechanism directly addresses the critical challenge of skill 
recognition within the global Francophone economic market, providing a level of 
traceability and portability for educational attainments that is currently severely 
lacking in the existing AUF framework. It effectively reconciles the imperative of 
equitable access to certification; by dematerializing a process that remains too fre-
quently constrained by administrative and geographical barriers; with the demand 
for labour market credibility, directly reflecting contemporary scholarship on the 
valuation of transferable skills advanced by authors (Daffron et al., 2009). 

5.2. The Tutor Centrality: A Counter-Intuitive Finding in a 
Technology-Dominated Discourse 

The finding of the quantitative survey also constitutes its most counter-intuitive 
contribution to contemporary debates surrounding educational technology: the 
human tutor, rather than the technological sophistication of the platform, serves 
as the primary determinant of the perceived quality of support. Spearman’s rank 
correlation between tutor satisfaction and the perceived quality of overall support 
reached rho = 0.591 for active learners and rho = 0.747 for alumni (p < 0.001 in 
both cases), positioning this relationship as the strongest across the entire corre-
lation matrix. This statistical hierarchy sharply contrasts with the priority assigned 
by 89% of respondents to skills in generative artificial intelligence, revealing a fun-
damental, structuring tension between stated technological aspirations and the 
actual empirical drivers of educational satisfaction. 

This finding establishes a direct dialogue with established literature on the piv-
otal role of tutoring in distance education. The work of Depover et al. (2000) 
demonstrated that tutor presence is the primary differentiating factor between ef-
fective and ineffective open and distance learning (ODL) systems, and that its im-
pact on student persistence exceeds that of any isolated technological innovation. 
Similarly, Baudrit highlighted the multifaceted nature of tutoring functions; ped-
agogical, motivational, organizational, and socio-affective; the concurrent mobi-
lization of which determines the quality of support perceived by learners (Baudrit, 
2018). Our findings confirm and reinforce these conclusions within a specific in-
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stitutional context (the AUF network) and a distinct geographical area (low- and 
middle-income Francophone countries), thereby providing additional empirical 
validation to theoretical propositions originally formulated in North American or 
European contexts. 

The increasing strength of this correlation among alumni (rho = 0.747) com-
pared to active learners currently in training (rho = 0.591) represents a novel con-
tribution to the literature. It suggests that the value of the tutor is frequently un-
derestimated in real-time and undergoes a positive re-evaluation upon retrospec-
tive reflection; a phenomenon of delayed appreciation that has remained under-
documented in distance tutoring literature. This result supports the hypothesis 
that tutoring interactions constitute a relational investment whose effects on self-
efficacy, perseverance, and professional integration fully materialize only at a tem-
poral distance from the training itself. Consequently, impact assessment frame-
works focused exclusively on immediate satisfaction tend to systematically under-
value this dimension. 

It is within this context that the tension regarding the enthusiasm for artificial 
intelligence gains its full analytical significance. In his critique of educational tech-
nocentrism, Selwyn warns against the “educational technology paradox” (Selwyn, 
2016): technological innovations generate heightened expectations that focus in-
stitutional investment and energy on digital infrastructure, thereby risking the di-
version of resources away from the human factor; the tutor, instructor, or peer; 
which remains the most potent vector of actual learning. In a similar vein, Tricot 
(2017) emphasizes that the efficacy of educational technologies is invariably me-
diated by the quality of the human support surrounding them. Our empirical re-
sults offer a striking illustration of this paradox: while respondents overwhelm-
ingly select AI as a thematic priority, it is the tutor; not the tool; that structures 
their qualitative experience. 

For the renewed framework, this conclusion carries immediate practical impli-
cations. It demands that the integration of AI within instructional engineering 
(one of the four innovation pillars of the proposed model) be designed not as a 
substitute for human support, but as an amplifier of tutoring capacity. This can 
be achieved by equipping tutors with tools for early dropout detection, personal-
ized feedback generation, and individual progress tracking, as demonstrated by 
the benchmarked practices of the EPFL Extension School and eCampus Ontario. 
Recent contributions (da Silva et al., 2021; Soumia & Mohammed, 2024) on AI 
integration in distance education confirm this orientation, while echoing the re-
minder (Moukhliss et al., 2023) that adaptive learning systems must be designed 
in close articulation with the pedagogical practices of educators rather than as au-
tonomous agents. 

5.3. Post-Training Follow-Up as the Blind Spot of Distance 
Education in the Global South 

One of the most salient findings from the qualitative phase of this research; cor-
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roborated by the descriptive statistics of the quantitative survey; is the near-total 
absence of post-training follow-up mechanisms within the AUF system. While 
this might appear to be a simple organizational failure, it demands a deeper prob-
lematization: we propose that it constitutes a systemic bias in measuring the im-
pact of distance education in Francophone Africa, and a fundamental blind spot 
in the scholarly literature on open and distance learning (ODL) within the Global 
South. 

The scores obtained for the dimensions of community life and post-training 
interactions were the lowest across the entire instrument (M = 2.92/5 for active 
learners; M = 3.00/5 for alumni), revealing a pronounced deficit that qualitative 
interviews characterized as a profound sense of isolation or abandonment upon 
program completion. Alumni describe the receipt of their certificate as an abrupt 
relational rupture: after months of rich exchanges with tutors and peers, the con-
clusion of the training signifies the sudden cessation of all institutional contact. 
This lived experience closely mirrors what Garrison and Vaughan (2008) term a 
breakdown in “social presence” within distance learning environments, which 
Jézégou (2019) links to a long-term erosion of trust in educational institutions. 

The unanimous demand for an alumni network and structured post-training 
follow-up (supported by 94% of respondents) must be interpreted within this 
framework. It reflects not merely a pragmatic desire for professional networking; 
though that is highly significant; but an explicit expectation for relational conti-
nuity and institutional recognition that the current system fails to provide. This 
expectation aligns with the tenets of participatory action research (Bradbury & 
Reason, 2008; Lewin, 1946), which emphasize the importance of maintaining 
stakeholder connections beyond the formal boundaries of an intervention to sus-
tainably anchor the transformations produced by education within individual 
professional trajectories. 

The structural blind spot of post-training follow-up carries a major epistemo-
logical implication that the literature on African ODL has insufficiently problem-
atized: the absence of post-training longitudinal data renders any reliable meas-
urement of the actual impact of qualifying programs on professional integration 
and employability mismanaged (Tolich, 2005). Within the current AUF frame-
work, there is no empirical tracking of how many alumni secured employment, 
achieved promotions, initiated entrepreneurial activities, or measurably enhanced 
their skills as a direct result of their training. This inability to quantify impact is 
far from trivial; it deprives the institution of a decisive argument for legitimacy 
when dealing with employers and institutional partners, leaving the certifications 
vulnerable to assumptions of inefficiency that available data can neither confirm 
nor refute. 

This situation is compounded by the Mann-Whitney U test, which reveals a 
partial retrospective disillusionment among alumni compared to the expectations 
they held during their training regarding the certificate’s impact on career trajec-
tory (U = 1024.3, p = 0.043). Active learners evaluate this prospective impact sig-
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nificantly more favourably than alumni who have navigated the post-certification 
transition. This delayed disillusionment does not necessarily signify an inherent 
inefficacy of the courses; rather, it reflects the absence of support mechanisms en-
abling alumni to actively leverage and market their certification to employers. 
This is precisely where a structured post-training follow-up framework, coupled 
with an active alumni network and a verifiable Francophone Skills Passport, could 
bridge the gap between a symbolically valued certificate and an operationally ef-
fective professional qualification. 

Theoretically, the absence of post-training follow-up in Global South ODL sys-
tems introduces a systemic bias into impact evaluations of these programs. If pro-
grams are evaluated solely on immediate satisfaction scores and graduation rates; 
as observed in most of the institutions benchmarked; long-term positive external-
ities (such as labour market entry, transferable skill development, and professional 
network participation) remain invisible and statistically unaccounted for. This in-
visibility systematically undervalues the broader social and economic utility of 
distance vocational training in African contexts, perpetually reproducing funding 
biases that disadvantage these initiatives in the competition for institutional re-
sources. 

The analytical path from evidence to design follows a direct problem-to-re-
sponse logic across the three data sources. The benchmarking of fourteen inter-
national reference institutions identified design features largely absent from the 
AUF/IFIC programme; adaptive pathways, AI-assisted pedagogical engineering, 
and portable competency credentials; which directly inform three of the six pro-
posed macro-processes. The fifteen semi-structured interviews surfaced the four 
structural gaps qualitatively: an incomplete catalogue, an ill-defined focal point 
role, weak tutored support, and negligible post-training follow-up. The survey of 
114 respondents then quantified and validated these gaps, notably showing that 
tutor satisfaction is the strongest predictor of perceived accompaniment quality 
among both current learners (ρ = 0.591) and alumni (ρ = 0.747), which grounds 
the strengthened accompaniment/tutoring macro-process in statistical evidence 
rather than stakeholder perception alone. Each gap maps onto a corresponding 
design response: the incomplete catalogue informs the living catalogue; weak ac-
companiment informs the reinforced tutoring process; absent follow-up informs 
the alumni network; and the focal point ambiguity informs a clarified govern-
ance/coordination process across partner institutions. The Francophone Compe-
tency Passport synthesizes findings across all three sources, translating bench-
marked credentialing practices, interview-identified recognition gaps, and survey-
based employability evidence (87% reporting career impact) into a single trans-
ferable instrument. 

5.4. Research Limitations and Future Directions 

Any field-based action research must rigorously acknowledge the limitations im-
posed by its methodological design. Four primary limitations warrant critical dis-
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cussion, not to undermine the validity of the findings, but to precisely delineate 
their scope and chart clear directions for future scholarship. 

5.4.1. Quantitative Sample Size 
With n = 114 respondents, the survey achieves the statistical significance thresh-
olds required for the non-parametric tests (Mann-Whitney, Spearman) utilized in 
the analysis. However, this sample size restricts the robustness of more complex 
multivariate analyses and limits the generalizability of the findings across the en-
tire AUF system, which spans one hundred countries. The resulting Spearman 
correlations, while statistically significant, must be interpreted as structural trends 
rather than absolute universal laws. This limitation is partially mitigated by the 
depth of the qualitative data collected in Phase 2 (fifteen semi-structured inter-
views across four stakeholder categories), which contextualizes and stabilizes the 
statistical trends observed, in line with methodological triangulation principles of 
exploratory sequential mixed methods designs (Creswell & Plano Clark, 2018). 

5.4.2. Selection Bias and Non-Random Geographical Representation 
The sample was drawn through institutional networks of the AUF, introducing an 
inherent selection bias toward stakeholders who are more actively engaged in the 
system; and potentially more satisfied. Overly critical or marginalized stakehold-
ers (such as learners who withdrew prematurely or uninvested host institutions) 
are underrepresented, which introduces a slight upward bias in the observed sat-
isfaction scores. Furthermore, while fifteen countries are represented, the geo-
graphical distribution is non-random and mirrors the unequal distribution of ac-
tive host institutions within the AUF network. These biases highlight the need for 
future studies employing stratified random sampling to ensure more rigorous ge-
ographical and categorical representativeness. 

5.4.3. Exploratory Value and Absence of a Control Group 
The design of this study, grounded in participatory action research (Lewin, 1946; 
Bradbury & Reason, 2008), does not aim to produce experimentally controlled 
results. In the absence of a control group, i.e., a comparable vocational training 
track that did not undergo renewal; it is impossible to causally attribute the ob-
served differences between active learners and alumni solely to the characteristics 
of the AUF program. Confounding variables, including individual career trajec-
tories, local economic realities, and prior educational attainment, inevitably influ-
ence the measured perceptions. Consequently, the findings possess an explora-
tory, hypothetico-deductive status: they serve as empirically grounded proposi-
tions to guide system renewal rather than definitive causal conclusions. 

5.4.4. Geographical Scope of Benchmarking 
The comparative corpus of fourteen institutions analysed in Phase 1 features a 
heavy concentration of North American and European frameworks (Coursera, 
edX, FUN-MOOC, TÉLUQ, Université Laval, eCampus Ontario, EPFL), with lim-
ited representation of flourishing Asian, Latin American, or African distance ed-
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ucation initiatives. Incorporating models such as the Open University of Tanza-
nia, the Indira Gandhi National Open University (IGNOU), or the Brazilian dis-
tance education initiatives under the Universidad Aberta do Brazil would have 
enriched the comparative framework by integrating contexts with infrastructure 
constraints closer to those faced by the majority of AUF host institutions. 

These limitations outline promising avenues for future research. First, a longi-
tudinal study tracking professional integration 24 months post-certification 
would directly measure the concrete impact of AUF qualifying courses on alumni 
career trajectories, thereby illuminating the blind spot identified in this study. 
Such data would provide a powerful tool for institutional legitimization when en-
gaging with partners and employers. Second, a controlled trial of the renewed 
framework across a subset of programs; for example, the three courses with the 
highest enrolment and completion rates; would allow researchers to isolate and 
measure its specific impact on learner satisfaction, persistence, and perceived 
quality of support by comparing cohorts under the renewed model with those un-
der the legacy framework. Finally, expanding the benchmarking scope to include 
Asian, Latin American, and African ODL systems would enrich the comparative 
framework with innovative solutions specifically engineered to overcome infra-
structure constraints identical to those found in the Francophone Global South. 
However, in some of these regions, no representatives from the AUF took part in 
the study, which is a limitation of the study. 

6. Conclusion 
6.1. Answering the Central Research Question 

This study set out to answer a question whose answer, as the findings demonstrate, 
cannot be reduced to a technological prescription: How can the AUF distance 
qualifying training programme be renewed to become an innovative, equitable, 
and sustainable learning ecosystem, adapted to the diverse realities of Franco-
phone contexts? The evidence assembled across three complementary data sources; 
comparative benchmarking, qualitative interviews, and quantitative survey; con-
verges on an answer that is at once conceptually precise and actionable. 

The renovation of the AUF programme does not require, and cannot be achieved 
through, technological modernization alone. It requires a reconceptualization of 
the programme around three interdependent pillars: the requalification of human 
accompaniment; beginning with the tutor, whose satisfaction is the strongest sta-
tistical predictor of perceived accompaniment quality (rho = 0.591 to 0.747, p < 
0.001); as the primary lever of quality; a participatory quality governance archi-
tecture that distributes responsibilities clearly across IFIC, host institutions, focal 
points, tutors, and alumni communities; and a modular, adaptive, and AI-open 
architecture that personalizes learning pathways without displacing the human 
relationships at their core.  

The six macro-process model proposed in this study; spanning sectoral moni-
toring and catalogue management, pedagogical engineering, reinforced tutored 
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accompaniment, participatory quality governance, post-training follow-up, and 
alumni networking, and secured digital certification; operationalizes this recon-
ceptualization into a coherent and implementable framework. 

Critically, the renovated programme is not a rupture with the AUF’s institu-
tional heritage. It is a reasoned evolution that preserves the recognized symbolic 
value of the AUF certificate; confirmed by the high perceived impact scores (M = 
4.30/5 for learners; M = 4.03/5 for alumni); while addressing the four structural 
insufficiencies that systematically constrain its impact: incomplete catalogue, am-
biguous focal point role, insufficient pedagogical accompaniment strategies (Ar-
riagada-Hernández et al., 2024), and absent post-training follow-up. 

6.2. Theoretical Contribution: The Francophone Learning 
Ecosystem (FLE) 

Otto and Kerres (2023) frame learning ecosystems as technology-driven, institu-
tional-to-national distributions of learning across providers, while Spours (2024) 
advances a more politically grounded model by embedding political economy 
within Bronfenbrenner’s ecological systems theory. However, both remain lin-
guistically and culturally generic, offering little theoretical account of transna-
tional identity communities. The proposed Francophone Learning Ecosystem 
(FLE) addresses this gap by positioning shared language and its institutional in-
frastructure, such as the OIF and AUF; as a constitutive governance layer rather 
than a neutral backdrop, extending complexity framing to a transnational, di-
asporic learner network absent from existing models. 

The principal theoretical contribution of this study is the concept of the Fran-
cophone learning ecosystem; a novel conceptual framework for thinking about 
qualifying training programmes in the multi-contextual realities of the Global 
South. This concept extends and contextualizes the foundational literature on 
FOAD pedagogical engineering (Paquette, 2002; Lebrun, 2007) by explicitly inte-
grating three dimensions that are systematically undertheorized in existing frame-
works: the community and post-formative dimension, embodied in the alumni 
network and the structural continuity of the relational programme beyond the 
formal duration of training; the contextual dimension, acknowledging that a learn-
ing ecosystem designed for geographically dispersed Francophone learners must 
be built around the realities of degraded connectivity, infrastructure inequality, 
and diverse institutional cultures rather than the assumptions of high-resource 
educational environments; and the adaptive dimension, incorporating the thought 
integration of AI as a strategy of human accompaniment capacity (Arriagada-
Hernández et al., 2024), rather than its substitute. 

The empirical grounding of this conceptual contribution is what distinguishes 
it from purely normative proposals. The near-unanimous demand for an alumni 
network (94% of respondents), the paradoxical centrality of the tutor in a dis-
course dominated by technological aspiration, and the documented structural in-
visibility of post-training follow-up as a systemic bias in impact measurement; 
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these are not theoretical abstractions but empirically documented realities that 
give the Francophone learning ecosystem concept its analytical traction. The con-
cept reframes the design challenge from “how do we deliver training more effi-
ciently?” to “how do we build environments in which Francophone learners can 
develop, valorise, and sustain professionally meaningful competencies across the 
full arc of their working lives?” 

6.3. Practical Contribution: A Transferable Framework 

The six macro-process model developed in this study is conceived not as an AUF-
specific prescription, but as a transferable framework for multi-stakeholder qual-
ifying training networks in Francophone and broader Global South contexts. Its 
transferability rests on two design principles. First, the model is empirically 
grounded in findings that transcend the specific institutional context of the AUF: 
the centrality of tutored accompaniment, the importance of post-training com-
munity structures, the demand for AI-integrated adaptive pathways, and the need 
for transparent, equity-oriented allocation mechanisms are challenges shared by 
any large-scale distance qualifying training network operating in resource-con-
strained, geographically dispersed environments. Second, the model is scalable: its 
four-phase implementation roadmap; from a six-month pilot (Phase 0) through 
foundational deployment (Phase 1), advanced innovation (Phase 2), and consoli-
dation and outreach (Phase 3); enables progressive adaptation to the specific in-
stitutional, financial, and technical capacities of different network contexts, with-
out requiring simultaneous transformation of all processes. 

Warschauer is the foundational text for reframing “digital divide” as “digital 
inclusion/inequality” (Warschauer, 2004), useful for arguing that the FLE must 
account for meaningful use and social context, not just access. Van Dijk’s work 
introduces his influential four-stage model of access; motivational, material, skills, 
usage (Van Dijk, 2020; Van Dijk, 2006). 

The FLE model thus constitutes a contribution to the emerging field of net-
work-based educational governance in the Global South, offering a structured re-
sponse to the question of how supranational educational networks can maintain 
institutional coherence and quality standards while respecting the pedagogical 
sovereignty of their member institutions; a tension that the AUF experience makes 
empirically legible in unusually fine-grained detail. 

6.4. A Prospective Perspective: The Francophone Competency 
Passport 

This study closes on a prospective note whose importance cannot be overstated. 
Among the four key innovations of the renovated programme, the Francophone 
Competency Passport; a unique digital document capitalizing all qualifying certi-
fications obtained within the AUF ecosystem, authenticated by blockchain tech-
nology, and aligned with the European Qualifications Framework (EQF); repre-
sents the most ambitious and most consequential element of the proposed archi-
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tecture. It is also the one whose development horizon (three years) places it at the 
intersection of the present study’s empirical findings and the emerging global 
landscape of competency recognition. 

The Francophone Competency Passport responds to a challenge that is simul-
taneously epistemic, institutional, and political. Epistemically, it addresses the 
structural invisibility of post-training impact identified in this study: by creating 
a permanent, verifiable, and portable record of competencies acquired through 
AUF qualifying training, it makes professionally meaningful what is currently in-
stitutionally invisible; the long-term contribution of distance qualifying training 
to the economic integration and professional mobility of Francophone citizens 
across one hundred countries. Institutionally, it provides the AUF with a tool for 
positioning Francophone qualifications within the international competency recog-
nition landscape, in dialogue with the micro-credentialing frameworks being de-
veloped by UNESCO, the European Commission, and leading platform providers. 
Politically, it asserts the right of Francophone learners; including those whose 
competencies have been developed outside the formal education system; to have 
their qualifications recognized, valorised, and rendered portable across the Fran-
cophone space and beyond. 

The Francophone Competency Passport is, in this sense, more than a certifica-
tion mechanism: it is the institutional embodiment of the Francophone learning 
ecosystem concept at its most ambitious; a tool for transforming the AUF from a 
training provider into a lifelong learning partner for every Francophone citizen 
who has passed through its programmes. Future research will be essential to doc-
ument the conditions of its effective implementation, measure its impact on 
alumni professional trajectories, and assess its transferability to other multilateral 
educational networks operating in comparable contexts. 

Conflicts of Interest 

The author declares no conflicts of interest regarding the publication of this paper. 

References 
Arriagada-Hernández, C., Venegas-Perez, N., Pérez, J. P. G., Caamaño-Navarrete, F., 

Fuentes-Vilugrón, G., Merino, P. F. et al. (2024). Pedagogical Accompaniment as a Strat-
egy for Teacher Professional Development: An Opportunity to Improve the Quality of 
Education. Pakistan Journal of Life and Social Sciences (PJLSS), 22, 1608-1620.  
https://doi.org/10.57239/pjlss-2024-22.2.00112 

Balabal, H. J., & Canuto, P. P. (2026). Examining the Teaching Competencies of Public 
Elementary School Teachers. Journal of Interdisciplinary Studies in Education, 15, 183-
210. https://doi.org/10.32674/ha66b450 

Barbier, J. M. (2011). Savoirs théoriques et savoirs d’action. Presses Universitaires de 
France. https://doi.org/10.3917/puf.barbi.2011.01  

Baudrit, A. (2018). Distance sociale et glissements de rôles dans le tutorat à distance. Car-
refours de l’éducation, 44, 228-252. https://doi.org/10.3917/cdle.044.0228 

Béché, E., & Schneider, D. K. (2019). État des lieux de la recherche francophone sur les 

https://doi.org/10.4236/ce.2026.177078
https://doi.org/10.57239/pjlss-2024-22.2.00112
https://doi.org/10.32674/ha66b450
https://doi.org/10.3917/puf.barbi.2011.01
https://doi.org/10.3917/cdle.044.0228


R. Ndayishimiye 
 

 

DOI: 10.4236/ce.2026.177078 1317 Creative Education 
 

formations ouvertes et à distance. Distances et médiations des savoirs, 27.  
https://doi.org/10.4000/dms.3910 

Bertrand, I. (2003). Les dispositifs de FOAD dans les établissements d’enseignement supé-
rieur: Transfert ou intégration? Distances et savoirs, 1, 61-78.  
https://doi.org/10.3166/ds.1.61-78 

Best, S., & Williams, S. J. (2025). Improving the Way We Do Action Research in Quality 
Improvement. Production Planning & Control, 36, 165-176.  
https://doi.org/10.1080/09537287.2024.2315154 

Bhat, N., Gurung, S., Gupta, M., Dhungana, N., & Thapa, R. K. (2022). Enhancing Collab-
orative Learning through Peer-Assisted Learning. Journal of Physiological Society of Ne-
pal, 3, 4-9. https://doi.org/10.3126/jpsn.v3i1.57762 

Biesta, G. J. J. (2015). Good Education in an Age of Measurement: Ethics, Politics, Democ-
racy (pp. 1-150). Routledge. https://doi.org/10.4324/9781315634319  

Bradbury, H., & Reason, P. (2008). Issues and Choice Points for Improving the Quality of 
Action Research. In M. Minkler, & N. Wallerstein (Eds.), Community-Based Participa-
tory Research for Health: From Process to Outcomes (pp. 225-242). John Wiley & Sons 
Ltd. 
https://scholar.google.com/scholar?hl=fr&as_sdt=0%2C5&q=Participatory+action+re-
search%2C+Reason+%26+Bradbury%2C+2008&btnG=  

Braun, V., & Clarke, V. (2006). Using Thematic Analysis in Psychology. Qualitative Re-
search in Psychology, 3, 77-101. https://doi.org/10.1191/1478088706qp063oa  

Brown, C. P. (2024). Policy Justice through Critical Qualitative Inquiry: Examining the Is-
sue of School Readiness. Qualitative Inquiry, 30, 59-70.  
https://doi.org/10.1177/10778004231163167 

Brown, P., Lauder, H., & Ashton, D. (2010). The Global Auction: The Broken Promises of 
Education, Jobs, and Incomes. Oxford Academic.  

Brown, T., & De Neve, G. (2024). Skills, Training and Development: An Introduction to 
the Social Life of Skills in the Global South. Third World Quarterly, 45, 607-623.  
https://doi.org/10.1080/01436597.2023.2219615 

Carré, P., & Caspar, P. (2011). Traité des sciences et des techniques de la formation (pp. 1-
15). Dunod.  

Cedefop (2008). Terminology of European Education and Training Policy A Selection of 
100 Key Terms. Publications Office of the European Union. http://europa.eu  

Cornish, F., Breton, N., Moreno-Tabarez, U., Delgado, J., Rua, M., de-Graft Aikins, A. et 
al. (2023). Participatory Action Research. Nature Reviews Methods Primers, 3, Article 
No. 34. https://doi.org/10.1038/s43586-023-00214-1 

Creswell, J. W., & Plano Clark, V. L. (2018). Complex Applications of Core Mixed Methods 
Designs. In J. W. Creswell, & V. L. Plano Clark (Eds.), Designing and Conducting Mixed 
Methods Research (pp. 101-116). SAGE Publications Inc. 
https://uk.sagepub.com/en-gb/eur/designing-and-conducting-mixed-methods-re-
search-international-student-edition/book258100  

Crompton, H., & Burke, D. (2023). Artificial Intelligence in Higher Education: The State 
of the Field. International Journal of Educational Technology in Higher Education, 20, 
Article No. 22. https://doi.org/10.1186/s41239-023-00392-8 

da Silva, L. M., Dias, L. P. S., Rigo, S., Barbosa, J. L. V., Leithardt, D. R. F., & Leithardt, V. 
R. Q. (2021). A Literature Review on Intelligent Services Applied to Distance Learning. 
Education Sciences, 11, Article 666. https://doi.org/10.3390/educsci11110666 

Daffron, S. R., Barse, A., & Webster, E. (2009). Key Aspects of Teaching and Learning in 

https://doi.org/10.4236/ce.2026.177078
https://doi.org/10.4000/dms.3910
https://doi.org/10.3166/ds.1.61-78
https://doi.org/10.1080/09537287.2024.2315154
https://doi.org/10.3126/jpsn.v3i1.57762
https://doi.org/10.4324/9781315634319
https://scholar.google.com/scholar?hl=fr&as_sdt=0%2C5&q=Participatory+action+research%2C+Reason+%26+Bradbury%2C+2008&btnG=
https://scholar.google.com/scholar?hl=fr&as_sdt=0%2C5&q=Participatory+action+research%2C+Reason+%26+Bradbury%2C+2008&btnG=
https://doi.org/10.1191/1478088706qp063oa
https://doi.org/10.1177/10778004231163167
https://doi.org/10.1080/01436597.2023.2219615
http://europa.eu/
https://doi.org/10.1038/s43586-023-00214-1
https://uk.sagepub.com/en-gb/eur/designing-and-conducting-mixed-methods-research-international-student-edition/book258100
https://uk.sagepub.com/en-gb/eur/designing-and-conducting-mixed-methods-research-international-student-edition/book258100
https://doi.org/10.1186/s41239-023-00392-8
https://doi.org/10.3390/educsci11110666


R. Ndayishimiye 
 

 

DOI: 10.4236/ce.2026.177078 1318 Creative Education 
 

the Online Environment. In V. Wang (Ed.), Handbook of Research on E-Learning Ap-
plications for Career and Technical Education (pp. 380-395). IGI Global.  
https://doi.org/10.4018/978-1-60566-739-3.ch030 

Darling-Hammond, L., Burns, D., & Campbell, C. (2017). Empowered Educators in Aus-
tralia: How High-Performing Systems Shape Teaching Quality.  
https://books.google.com/books?hl=fr&lr=&id=DecTDgAAQBAJ&oi=fnd&pg=PR7&d
q=high-performing+systems&ots=qvssL-unZv&sig=X8faMuvm7XIzN5X-laHii7-OtzQ  

Deniau, X. (1995). La Francophonie (Que Sais-Je?). Presses Universitaires De France (Puf). 
https://www.africabib.org/rec.php?RID=832106445 

Depover, C., Quintin, J., & De Lièvre, B. (2000). La conception des environnements d’ap-
prentissage: De la théorie à la pratique/de la pratique à la théorie. Alsic, 3, 3-8.  
https://doi.org/10.4000/alsic.1770 

Fernandes, S., Albuquerque, A. S., & Ferreira, M. J. (2025). The Role of Project-Based 
Learning (PBL) to Promote the Development of Student’s Skills for Lifelong Learning. 
In Proceeding of the 10th International Conference on Lifelong Education and Leader-
ship for ALL (ICLEL 2024) (pp. 490-500). Atlantis Press International BV.  
https://doi.org/10.2991/978-94-6463-686-4_34 

Ferreira, D. M., & Mourão, L. (2020). Papel de Professor Tutor na Percepção de Discentes 
e dos Próprios Tutores. EaD em Foco, 10, e1274.  
https://doi.org/10.18264/eadf.v10i2.1274 

Flood, G. (1999). Beyond Phenomenology. Bloomsbury Publishing. 

Freire, P. (1970). The Adult Literacy Process as Cultural Action for Freedom. Harvard Ed-
ucational Review, 40, 205-225. https://doi.org/10.17763/haer.40.2.q7n227021n148p26 

Friedman, A. L. (2023). Continuing Professional Development as Lifelong Learning and 
Education. International Journal of Lifelong Education, 42, 588-602.  
https://doi.org/10.1080/02601370.2023.2267770 

Garrison, D. R., & Vaughan, N. D. (2008). Blended Learning in Higher Education. Wiley.  
https://doi.org/10.1002/9781118269558  

Garrison, D. R., Anderson, T., & Archer, W. (1999). Critical Inquiry in a Text-Based Envi-
ronment: Computer Conferencing in Higher Education. The Internet and Higher Edu-
cation, 2, 87-105. https://doi.org/10.1016/s1096-7516(00)00016-6 

Hristoforova, V., & Pavītola, L. (2025). Prerequisites for Adult Professional Development 
in the Context of Lifelong Learning. Education. Innovation. Diversity, 1, 122-133.  
https://doi.org/10.17770/eid2024.1.7925 

Jarvis, P. (2004). Adult Education and Lifelong Learning. Routledge.  
https://doi.org/10.4324/9780203561560 

Jézégou, A. (2019). Traité de la e-Formation des adultes. In A. Jézégou (Ed.), Pédagogies 
en développement (pp. 143-163). De Boeck Supérieur.  
https://doi.org/10.3917/dbu.jezeg.2019.01.0143 

Justin M.A., E., & Joy, M. M. (2022). Managing the Most Important Asset: A Twenty Year 
Review on the Performance Management Literature. Journal of Management History, 
28, 428-451. https://doi.org/10.1108/jmh-04-2021-0023 

Kail, H. (1983). Collaborative Learning in Context: The Problem with Peer Tutoring. Col-
lege English, 45, 594-599. https://doi.org/10.58680/ce198313615 

Kindon, S., Pain, R., & Kesby, M. (2007). Participatory Action Research: Origins, Ap-
proaches and Methods. In S. Kindon, R. Pain, & M. Kesby (Eds.), Participatory Action 
Research Approaches and Methods (pp. 35-44). Routledge.  
https://doi.org/10.4324/9780203933671-13  

https://doi.org/10.4236/ce.2026.177078
https://doi.org/10.4018/978-1-60566-739-3.ch030
https://books.google.com/books?hl=fr&lr=&id=DecTDgAAQBAJ&oi=fnd&pg=PR7&dq=high-performing+systems&ots=qvssL-unZv&sig=X8faMuvm7XIzN5X-laHii7-OtzQ
https://books.google.com/books?hl=fr&lr=&id=DecTDgAAQBAJ&oi=fnd&pg=PR7&dq=high-performing+systems&ots=qvssL-unZv&sig=X8faMuvm7XIzN5X-laHii7-OtzQ
https://www.africabib.org/rec.php?RID=832106445
https://doi.org/10.4000/alsic.1770
https://doi.org/10.2991/978-94-6463-686-4_34
https://doi.org/10.18264/eadf.v10i2.1274
https://doi.org/10.17763/haer.40.2.q7n227021n148p26
https://doi.org/10.1080/02601370.2023.2267770
https://doi.org/10.1002/9781118269558
https://doi.org/10.1016/s1096-7516(00)00016-6
https://doi.org/10.17770/eid2024.1.7925
https://doi.org/10.4324/9780203561560
https://doi.org/10.3917/dbu.jezeg.2019.01.0143
https://doi.org/10.1108/jmh-04-2021-0023
https://doi.org/10.58680/ce198313615
https://doi.org/10.4324/9780203933671-13


R. Ndayishimiye 
 

 

DOI: 10.4236/ce.2026.177078 1319 Creative Education 
 

Labrie, Y., & Montmarquette, C. (2005). La formation qualifiante et transférable en milieu 
de travail. https://www.cirano.qc.ca/files/publications/2005RP-04.pdf  

Lebrun, M. (2007). Théories et méthodes pédagogiques pour enseigner et apprendre: 
Quelle place pour les TIC dans l’éducation?  
https://books.google.com/books?hl=fr&lr=&id=TebvX-
Fnh7cC&oi=fnd&pg=PA7&dq=Lebrun,+M.+(2007).+Th%C3%A9ories+et+m%C3%A
9thodes+p%C3%A9dagogiques+pour+enseigner+et+apprendre.+Brux-
elles:+De+Boeck.&ots=twsb2Ez-NC&sig=b56b0i2IAcafvx6Jee8YL8r0iKY  

Lewin, K. (1946). Action Research and Minority Problems. Journal of Social Issues, 2, 34-
46. https://doi.org/10.1111/j.1540-4560.1946.tb02295.x 

Lewis, R. (2002). The Hybridisation of Conventional Higher Education: UK Perspective. 
The International Review of Research in Open and Distributed Learning, 2, 1-13.  
https://doi.org/10.19173/irrodl.v2i2.58 

Moukhliss, G., Filali Hilali, R., & Belhadaoui, H. (2023). Intelligent Solution for Automatic 
Online Exam Monitoring. International Journal of Electrical and Computer Engineering 
(IJECE), 13, 5333-5341. https://doi.org/10.11591/ijece.v13i5.pp5333-5341 

Murphy, M. J., Levant, R. F., Hall, J. E., & Glueckauf, R. L. (2007). Distance Education in 
Professional Training in Psychology. Professional Psychology: Research and Practice, 38, 
97-103. https://doi.org/10.1037/0735-7028.38.1.97 

Nascimento, L. F. (2016). A Sociologia Digital: um desafio para o século XXI. Sociologias, 
18, 216-241. https://doi.org/10.1590/15174522-018004111 

Ndayishimiye, R., Bigirimana, G., & Gashurwe, A. L. (2026). The Transformative Role of 
Artificial Intelligence in Education: A Comprehensive Analysis of Teaching, Learning, 
Assessment and Ethical Implications. Intelligent Control and Automation, 17, 59-76.  
https://doi.org/10.4236/ica.2026.172003 

Nguyen, L. T., & Tuamsuk, K. (2022). Digital Learning Ecosystem at Educational Insti-
tutions: A Content Analysis of Scholarly Discourse. Cogent Education, 9, Article ID: 
2111033. https://doi.org/10.1080/2331186x.2022.2111033 

Oillo, D., & Loiret, P. J. (2006). Histoire d’un dispositif francophone de formation ouverte 
et à distance. Distances et Savoirs, 4, 113-121.  
https://shs.cairn.info/revue-distances-et-savoirs-2006-1-page-113?lang=fr&tab=texte-
integral  

Otto, D., & Kerres, M. (2023). Distributed Learning Ecosystems in Education: A Guide to 
the Debate. In D. Otto, G. Scharnberg, M. Kerres, & O. Zawacki-Richter (Eds.), Distrib-
uted Learning Ecosystems (pp. 13-30). Springer.  
https://doi.org/10.1007/978-3-658-38703-7_2 

Paquette, G. (2002). L’ingénierie pédagogique. PU Québec.  
https://doi.org/10.14375/np.9782760511620  

Patton, M. Q. (2015). Qualitative Research & Evaluation Methods: Integrating Theory and 
Practice (4th ed.). Sage Publications. 

Pinto-Llorente, A. M., & Izquierdo-Álvarez, V. (2024). Digital Learning Ecosystem to En-
hance Formative Assessment in Second Language Acquisition in Higher Education. Sus-
tainability, 16, Article 4687. https://doi.org/10.3390/su16114687 

Preece, J. (2009). Lifelong Learning and Development: A Perspective from the ‘South’. 
Compare: A Journal of Comparative and International Education, 39, 585-599.  
https://doi.org/10.1080/03057920903125602 

Robertson, N., & Prajapati, V. (2025). Adult Education: Learning to Do, or Learning to Be? 
In N. James, K. Orr, & S. Clancy (Eds.), Research Handbook on Adult Learning and 

https://doi.org/10.4236/ce.2026.177078
https://www.cirano.qc.ca/files/publications/2005RP-04.pdf
https://books.google.com/books?hl=fr&lr=&id=TebvX-Fnh7cC&oi=fnd&pg=PA7&dq=Lebrun,+M.+(2007).+Th%C3%A9ories+et+m%C3%A9thodes+p%C3%A9dagogiques+pour+enseigner+et+apprendre.+Bruxelles:+De+Boeck.&ots=twsb2Ez-NC&sig=b56b0i2IAcafvx6Jee8YL8r0iKY
https://books.google.com/books?hl=fr&lr=&id=TebvX-Fnh7cC&oi=fnd&pg=PA7&dq=Lebrun,+M.+(2007).+Th%C3%A9ories+et+m%C3%A9thodes+p%C3%A9dagogiques+pour+enseigner+et+apprendre.+Bruxelles:+De+Boeck.&ots=twsb2Ez-NC&sig=b56b0i2IAcafvx6Jee8YL8r0iKY
https://books.google.com/books?hl=fr&lr=&id=TebvX-Fnh7cC&oi=fnd&pg=PA7&dq=Lebrun,+M.+(2007).+Th%C3%A9ories+et+m%C3%A9thodes+p%C3%A9dagogiques+pour+enseigner+et+apprendre.+Bruxelles:+De+Boeck.&ots=twsb2Ez-NC&sig=b56b0i2IAcafvx6Jee8YL8r0iKY
https://books.google.com/books?hl=fr&lr=&id=TebvX-Fnh7cC&oi=fnd&pg=PA7&dq=Lebrun,+M.+(2007).+Th%C3%A9ories+et+m%C3%A9thodes+p%C3%A9dagogiques+pour+enseigner+et+apprendre.+Bruxelles:+De+Boeck.&ots=twsb2Ez-NC&sig=b56b0i2IAcafvx6Jee8YL8r0iKY
https://doi.org/10.1111/j.1540-4560.1946.tb02295.x
https://doi.org/10.19173/irrodl.v2i2.58
https://doi.org/10.11591/ijece.v13i5.pp5333-5341
https://doi.org/10.1037/0735-7028.38.1.97
https://doi.org/10.1590/15174522-018004111
https://doi.org/10.4236/ica.2026.172003
https://doi.org/10.1080/2331186x.2022.2111033
https://shs.cairn.info/revue-distances-et-savoirs-2006-1-page-113?lang=fr&tab=texte-integral
https://shs.cairn.info/revue-distances-et-savoirs-2006-1-page-113?lang=fr&tab=texte-integral
https://doi.org/10.1007/978-3-658-38703-7_2
https://doi.org/10.14375/np.9782760511620
https://doi.org/10.3390/su16114687
https://doi.org/10.1080/03057920903125602


R. Ndayishimiye 
 

 

DOI: 10.4236/ce.2026.177078 1320 Creative Education 
 

Education (pp. 72-81). Edward Elgar Publishing.  
https://doi.org/10.4337/9781800886667.00014 

Selwyn, N. (2016). Digital Downsides: Exploring University Students’ Negative Engage-
ments with Digital Technology. Teaching in Higher Education, 21, 1006-1021.  
https://doi.org/10.1080/13562517.2016.1213229 

Shizha, E., & Abdi, A. A. (2009). Globalization and Adult Education in the South. In A. A., 
Abdi, & D. Kapoor (Eds.), Global Perspectives on Adult Education (pp. 17-34). Palgrave 
Macmillan US. https://doi.org/10.1057/9780230617971_2 

Simoes, R. V., Parreiras, M. V. C., Silva, A. C. C. D., Barbosa, C. E., Lima, Y. O. d., & Souza, 
J. M. D. (2022). Artificial Intelligence and Digital Transformation: Analyzing Future 
Trends. In 2022 IEEE International Conference on Systems, Man, and Cybernetics (SMC) 
(pp. 1462-1467). IEEE. https://doi.org/10.1109/smc53654.2022.9945429 

Somekh, B., & Noffke, S. (2009). The SAGE Handbook of Educational Action Research. 
Sage. 

Soumia, K., & Mohammed, H. (2024). An Optimal PID Controller Parameters for a Brush-
less DC Motor by Using Newton-Raphson-Based Optimizer Algorithm. Studies in En-
gineering and Exact Sciences, 5, e11972. https://doi.org/10.54021/seesv5n2-735 

Spours, K. (2024). From Learning Ecologies to a Social Ecosystem Model for Learning and 
Skills. Systems, 12, Article 324. https://doi.org/10.3390/systems12090324 

Sravanthi, J., Sobti, R., Semwal, A., Shravan, M., Al-Hilali, A. A., & Bader Alazzam, M. 
(2023). Ai-assisted Resource Allocation in Project Management. In 2023 3rd Interna-
tional Conference on Advance Computing and Innovative Technologies in Engineering 
(ICACITE) (pp. 70-74). IEEE. https://doi.org/10.1109/icacite57410.2023.10182760 

Taylor, B. J., Mullineux, J. C., & Fleming, G. (2010). Partnership, Service Needs and As-
sessing Competence in Post Qualifying Education and Training. Social Work Education, 
29, 475-489. https://doi.org/10.1080/02615470903159117 

Tinto, V. (1997). Classrooms as Communities. The Journal of Higher Education, 68, 599-
623. https://doi.org/10.1080/00221546.1997.11779003 

Tolich, M. (2005). The Mismanagement of Talent: Employability and Jobs in the Knowledge 
Economy. Administrative Science Quarterly, 50, 306-308.  
https://doi.org/10.2189/asqu.2005.50.2.306 

Tomlinson, M. (2017). Forms of Graduate Capital and Their Relationship to Graduate Em-
ployability. Education + Training, 59, 338-352. https://doi.org/10.1108/et-05-2016-0090 

Tricot, A. (2017). L’innovation pédagogique (Mythes et réalités). Retz.  
https://doi.org/10.3917/retz.trico.2017.01 

Vaill, P. B. (1982). The Purposing of High-Performing Systems. Organizational Dynamics, 
11, 23-39. https://doi.org/10.1016/0090-2616(82)90003-1 

Van Dijk, J. (2020). The Digital Divide. John Wiley & Sons. 

van Dijk, J. A. G. M. (2005). The Deepening Divide: Inequality in the Information Society. 
SAGE Publications, Inc. https://doi.org/10.4135/9781452229812 

van Dijk, J. A. G. M. (2006). Digital Divide Research, Achievements and Shortcomings. 
Poetics, 34, 221-235. https://doi.org/10.1016/j.poetic.2006.05.004 

Wang, L., Li, J., Tan, L., & Lee, L. (2017). Contextualizing Teacher Efficacy in a High-Per-
forming System: A Research Agenda. British Journal of Educational Studies, 65, 385-403.  
https://doi.org/10.1080/00071005.2016.1277016 

Wark, N., & Ally, M. (2020). An Emergent Pedagogical Framework for Integrating Emer-
gent Technologies into Curriculum Design. In S. Yu, M. Ally, & A. Tsinakos (Eds.), 

https://doi.org/10.4236/ce.2026.177078
https://doi.org/10.4337/9781800886667.00014
https://doi.org/10.1080/13562517.2016.1213229
https://doi.org/10.1057/9780230617971_2
https://doi.org/10.1109/smc53654.2022.9945429
https://doi.org/10.54021/seesv5n2-735
https://doi.org/10.3390/systems12090324
https://doi.org/10.1109/icacite57410.2023.10182760
https://doi.org/10.1080/02615470903159117
https://doi.org/10.1080/00221546.1997.11779003
https://doi.org/10.2189/asqu.2005.50.2.306
https://doi.org/10.1108/et-05-2016-0090
https://doi.org/10.3917/retz.trico.2017.01
https://doi.org/10.1016/0090-2616(82)90003-1
https://doi.org/10.4135/9781452229812
https://doi.org/10.1016/j.poetic.2006.05.004
https://doi.org/10.1080/00071005.2016.1277016


R. Ndayishimiye 
 

 

DOI: 10.4236/ce.2026.177078 1321 Creative Education 
 

Emerging Technologies and Pedagogies in the Curriculum (pp. 89-111). Springer.  
https://doi.org/10.1007/978-981-15-0618-5_6 

Warschauer, M. (2004). Technology and Social Inclusion: Rethinking the Digital Divide. 
MIT Press.  
https://books.google.com/books?hl=fr&lr=&id=nU4zz1O88mAC&oi=fnd&pg=PR9&d
q=Warschauer,+M.+(2003).+Technology+and+social+inclusion:+Rethink-
ing+the+digital+divide.+MIT+Press.&ots=rX_rZUh-1o&sig=JVFk3QoZJO-ASzX-
OpjTFArR2fLo  

Xavier, F. P., Alves, M. T. G., & Petrus, J. S. R. (2024). Qualidade da oferta educacional e 
desigualdades de aprendizado no ensino fundamental brasileiro. Educação em Revista, 
40, e47486. https://doi.org/10.1590/0102-469847486 

Zawacki-Richter, O., Marín, V. I., Bond, M., & Gouverneur, F. (2019). Systematic Review 
of Research on Artificial Intelligence Applications in Higher Education—Where Are the 
Educators? International Journal of Educational Technology in Higher Education, 16, 
Article No. 39. https://doi.org/10.1186/s41239-019-0171-0 

https://doi.org/10.4236/ce.2026.177078
https://doi.org/10.1007/978-981-15-0618-5_6
https://books.google.com/books?hl=fr&lr=&id=nU4zz1O88mAC&oi=fnd&pg=PR9&dq=Warschauer,+M.+(2003).+Technology+and+social+inclusion:+Rethinking+the+digital+divide.+MIT+Press.&ots=rX_rZUh-1o&sig=JVFk3QoZJO-ASzXOpjTFArR2fLo
https://books.google.com/books?hl=fr&lr=&id=nU4zz1O88mAC&oi=fnd&pg=PR9&dq=Warschauer,+M.+(2003).+Technology+and+social+inclusion:+Rethinking+the+digital+divide.+MIT+Press.&ots=rX_rZUh-1o&sig=JVFk3QoZJO-ASzXOpjTFArR2fLo
https://books.google.com/books?hl=fr&lr=&id=nU4zz1O88mAC&oi=fnd&pg=PR9&dq=Warschauer,+M.+(2003).+Technology+and+social+inclusion:+Rethinking+the+digital+divide.+MIT+Press.&ots=rX_rZUh-1o&sig=JVFk3QoZJO-ASzXOpjTFArR2fLo
https://books.google.com/books?hl=fr&lr=&id=nU4zz1O88mAC&oi=fnd&pg=PR9&dq=Warschauer,+M.+(2003).+Technology+and+social+inclusion:+Rethinking+the+digital+divide.+MIT+Press.&ots=rX_rZUh-1o&sig=JVFk3QoZJO-ASzXOpjTFArR2fLo
https://doi.org/10.1590/0102-469847486
https://doi.org/10.1186/s41239-019-0171-0

	From Distance Education in Professional Training to a Francophone Learning Ecosystem: Modelling a Renewed Programme Based on a Multi-Stakeholder Action Research within the AUF Network
	Abstract
	Keywords
	1. Introduction
	1.1. The Rise of Qualifying Training in the Francophone Space
	1.2. The AUF and Its ODL Programme: A Unique Research Field
	1.3. Research Problem

	2. Theoretical Framework
	2.1. Distance Education in Professional Training: Definitions and Contemporary Issues
	2.2. Instructional Design of Open and Distance Learning Systems: A Literature Review
	2.2.1. Historical Development of ODL
	2.2.2. Recent Advances in Adaptive Learning and Artificial Intelligence
	2.2.3. Challenges and Future Perspectives

	2.3. Tutored Support as a Key Success Factor in ODL
	2.3.1. The Importance of Tutor Presence in Distance Learning
	2.3.2. The Tutor’s Role in the Learning Process
	2.3.3. Competencies Required for Effective Tutoring
	2.3.4. Tutoring and Learner Autonomy: A Complementary Relationship

	2.4. Existing Learning-Ecosystem and Distance-Education Models
	2.5. Participatory Action Research as an Epistemological Stance
	2.5.1. Collaborative Knowledge Production
	2.5.2. A Focus on Social Transformation
	2.5.3. Methodological Flexibility in Complex Institutional Contexts
	2.5.4. Challenges and Critical Considerations


	3. Methodology
	3.1. Research Design
	3.2. Phase 1: Exploratory Comparative Benchmarking
	3.3. Phase 2: Semi-Structured Qualitative Interviews
	3.4. Phase 3: Quantitative Questionnaire Survey
	3.5. Ethical Considerations

	4. Results
	4.1. Insights from Benchmarking: Four Key Characteristics of High-Performing Systems
	4.1.1. Modular Architecture and Pathway Flexibility
	4.1.2. Structured and Initiative-Taking Tutored Support
	4.1.3. Living Catalogues and Continuous Sectoral Monitoring
	4.1.4. Sustainable Learning Communities

	4.2. Qualitative Interview Findings: Strengths and Tensions of the Current Framework
	4.2.1. Recognition of the Value of Qualifying Training
	4.2.2. Delays in Financial Remittances as a Recurrent Bottleneck
	4.2.3. The Ambiguity of the Focal Point’s Role
	4.2.4. Absence of Post-Training Follow-Up
	4.2.5. Disparities among Host Institutions

	4.3. Quantitative Survey Measurements: Stakeholder Perceptions
	4.3.1. Descriptive Statistics: General Overview of Perceptions
	4.3.2. Mann-Whitney U Tests: Significant Differences between Learners and Alumni
	4.3.3. Spearman Rank Correlations: The Tutor as the Pivot of Support

	4.4. Convergences and Divergences across the Three Data Sources
	4.4.1. Points of Convergence
	4.4.2. Nuances Provided by Each Approach


	5. Discussion
	5.1. Toward a Francophone Learning Ecosystem Model: Empirical Findings as a Foundation for Renewal
	5.2. The Tutor Centrality: A Counter-Intuitive Finding in a Technology-Dominated Discourse
	5.3. Post-Training Follow-Up as the Blind Spot of Distance Education in the Global South
	5.4. Research Limitations and Future Directions
	5.4.1. Quantitative Sample Size
	5.4.2. Selection Bias and Non-Random Geographical Representation
	5.4.3. Exploratory Value and Absence of a Control Group
	5.4.4. Geographical Scope of Benchmarking


	6. Conclusion
	6.1. Answering the Central Research Question
	6.2. Theoretical Contribution: The Francophone Learning Ecosystem (FLE)
	6.3. Practical Contribution: A Transferable Framework
	6.4. A Prospective Perspective: The Francophone Competency Passport

	Conflicts of Interest
	References

