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Abstract 
Media and information education (abbreviated as EMI in France1) is a cross-discipli-

nary component of the French education system. One of its goals is to help students 

develop digital citizenship through critical thinking skills. EMI is not linked to any 

specific school subject and is integrated into all of them. While the French ministry of 

education calls for collective coherence without providing the usual tools (curricula, 

textbooks, programmes), EMI is unevenly approached by teachers through a heteroge-

neity of practices. Based on ongoing research into the motivations of some lower and 

upper secondary school teachers involved in EMI, the aim of this study is to determine 

what types of resources are mobilised, in a pedagogical environment that is built around 

an active approach. Results show that practice of EMI remains mostly implicit: teach-

ers prefer to use the autonomy allowed by the weak institutional framework to create 

their own resources rather than relying on institutional resources, thus reinforcing their 

professional singularity and practising their pedagogical expertise. 

 

Keywords:  media and information education, educational resources, cross-disciplinary 

teaching, active learning, teacher engagement, media literacy 

Introduction 
Whether used as learning supports for students or for help in lesson design, textbooks 

remain an essential tool for teachers. Now associated with numerous online resources, 

textbooks are still deployed. Here, the textbook will not be seen as a learning method, 

a bank of exercises for students, or a source of modelling reference (Choppin, 2005), 

but more as a consultation document. Every year in France, secondary school teachers 

receive free paper or digital specimens of textbooks in their subject area from educa-

 
1 L’Education aux Médias et à l'Information 
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tional publishers to allow them to choose which textbooks they will order and so ena-

bling them to build up a reference collection. This collection will give them an idea of 

the expected institutional framework and examples of activities for students, whether 

for homework or in the classroom. 

In the French education system, many school subjects are not covered by textbooks 

at all or are only covered by a single publisher, such as certain vocational training 

courses in secondary schools. This is also the case for cross-curricular subjects dealing 

with social issues, which are the responsibility of every teacher. 

Here, we focus on one such cross-disciplinary subject: media and information edu-

cation (EMI in French). A national expression of an international concern promoted by 

UNESCO’s Information and Communication sector, EMI aims to “shed light on the 

information landscape in which students evolve” (MENJS, 2022). It is to be contextu-

alised within every school subject, in an educational approach with no explicit division 

of responsibilities between them, no hours set aside in students' timetables and no spe-

cific programmes. Because of its cross-curricular dimension and the absence of a 

strong formal framework, EMI is voluntary but insufficiently invested in by teachers 

(MENJS, op. cit.). 

Drawing on research into the motivations of secondary school teachers to become 

involved in EMI, we will examine the types of resources mobilised in the context of 

EMI and the consequences for its integration into school curricula and teachers’ prac-

tices. 

After outlining EMI’s institutional expectations, we will present an initial overview 

of the place of EMI through a sample of school textbooks to understand whether the 

visibility given to EMI today is a driving force or an impediment to the commitment 

of its actors and its implementation in their ways of teaching. 

1. The role of EMI in digital and academic education 

1.1 EMI as a voluntary pedagogical commitment 

The concept of Media and Information Literacy (MIL) appeared at the end of the 20th 

century, at UNESCO’s instigation, following the rise of mass media, associated with 

information and communication technologies (ICT), and their necessary mastery by 

populations at an international level. It has gradually developed into “a basic human 

right in a digital world that brings integration to all peoples” (UNESCO, 2005): in other 

words, access to useful information requires new capacities for receiving and transmit-

ting it. Every Internet user must be able to access information that is “reliable, diversi-

fied and of high quality” (UNESCO, op. cit.) and must also be able to create it and to 

share it while respecting the rules of freedom of speech and intellectual property. 
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In 2012, UNESCO suggested five laws for media and information literacy in the 

digital age2  based on the main principle that “information is for all”. Understanding, 

creating, or acquiring information must be possible for every citizen, by means of local 

educational programmes. This progressive and continuous programme (law 5) must be 

integrated into the educational systems of partner countries. To this end, two online 

manuals were published for teachers in 2011 and 2021 (UNESCO, 2021). They offer a 

structured framework of competencies and pedagogical suggestions. 

In France, media and information literacy made its appearance in lower secondary 

school curricula in 2015 (MEN, 2015) as a list of competencies references. A public 

operator set up in 1983 to promote media literacy in the French educational system, the 

CLEMI3 is mandated to train teachers and produce teaching resources to support its 

implementation in classrooms. EMI is organised into four areas of competence: using 

media and information independently (media literacy); using information in a literate 

way (information literacy); becoming media responsible (citizenship and autonomy); 

producing, communicating, and sharing information (collaboration, creativity). 

EMI’s aim is to enable students to develop their digital citizenship, an objective 

underpinned by concern about their media practices. Students are seen as passive users 

and victims of media manipulation techniques, overexposed to a continuous flow of 

information published without moderation. 

For teachers who choose to become involved in EMI, it is less a matter of passing 

on academic knowledge from their school subject area than protecting students by help-

ing them to acquire safe practices that can be transposed into their private lives. 

As it is not framed by a precise programme or specific course materials, involve-

ment in EMI is understood here as a voluntary initiative on the part of teachers, rather 

than a contractual obligation. Professional commitment is understood here as an indi-

vidual act in which the teacher in charge considers her/himself legitimate and respon-

sible for the consequences of her/his activity. 

Since involvement in EMI is a personal choice, we felt it important to start from the 

individual perceptions and professional experiences of secondary school teachers to 

understand their motivations for becoming involved. We chose a comprehensive ap-

proach, through individual semi-directive interviews, so that the respondents could ex-

plain and develop the reasons for their commitment, to bring out their motivations 

through the meaning they give to their practices.  

 
2 UNESCO, 2023. Five laws of Media and Information literacy. https://www.unesco.org/en/media-information-liter-
acy/five-laws  
3 At first « Centre de Liaison de l’Enseignement et des Moyens d’Information » [Liaison Centre for Education and Infor-
mation Tools], CLEMI means today « le Centre pour L’Education aux Médias et à l’information » [media and infor-
mation education’s Centre] 
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Table 1: Interviewee characteristics 

Each interview lasted between 40 minutes and an hour. It began with a presentation by 

the teacher of an activity carried out in class that s/he linked to EMI (see Table 1, “Pro-

duction” column). The interviewees were divided into two groups: eighteen teachers 

who defined themselves as practising EMI and six who proclaimed themselves not to 

be practising EMI. 

Based on a group of 24 volunteer teachers from different school subjects and differ-

ent periods of seniority (Table 1), this research is not intended as a model but rather as 

a presentation of case studies, the analysis of which may serve as a basis for future 

research. Difficulties in identifying teachers involved in EMI constrained the constitu-

tion of this panel. It is not representative of the general population of secondary school 

teachers. Gender and type of secondary schools were not considered relevant variables. 

We will now describe how these teachers define their involvement in EMI and how 

they develop their teaching activities in this area without being able to rely on a strong 

institutional framework. 

https://creativecommons.org/licenses/by-sa/4.0/
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1.2 From perceived student deficits to pedagogical action 

For every encountered teacher, students’ use of information in a digital environment is 

perceived as insufficient, which can potentially endanger their security and welfare 

online. In this way, teachers agree with ministerial and international concerns, even 

though they are unaware of the official frame. EMI practitioners (group 1) explain their 

implication as an answer to students’ perceived needs from both an academic and a 

social perspective: overexposure to screens and fake news, belief in conspiracy theo-

ries, and inability to tell the difference between fact and opinion in the classroom and 

in their reception of social media notifications. 

Teachers design a variety of pedagogical situations for the same purpose: to enable 

students to assess the reliability of a source of information. EMI is thought as an active 

approach, through publication and/or problem-solving situations (investigation). Stu-

dents learn through concrete, situated experiences to evaluate information published 

by the news media or by social media. 

This common objective outlines an EMI that focuses on media skills (or media lit-

eracy). Students must be taught to seek out, exploit and process information through 

concrete situations to “become aware”, to “draw out what is true” (Caroline), while at 

the same time learning to defend themselves from the media industries (Jeanneret, 

2007, in Pignier, 2020). 

A citizenship education objective is also mentioned, again in connection with their 

media environment. The goal is to help students learn to inform themselves, again in 

response to a perceived need. 

In fact, we realise that with the emergence of social networks and platforms 

like YouTube, students want to be informed... They do inform themselves, but 

in a clumsy, vague way, and it’s up to the school to give them the tools to inform 

themselves properly. There’s a real appetite to understand current affairs, to get 

informed, to understand what’s being played out, what’s being transmitted right 

in front of them. (Cathy) 

Commitment to students does not seem to be linked to school subjects taught, seniority, 

or gender. We note, however, that all the teachers we met had passed a competitive 

entrance examination to the French Ministry of Education and are on permanent con-

tracts, a professional situation that facilitates pedagogical projects.  

Teachers implement EMI through four types of approaches that are not mutually 

exclusive: during class sessions; taking up specific methodological support time; being 

part of an official school program; and running a media group activity. 

Involvement in the EMI takes shape in two distinct spaces, in class and outside 

school time, addressing two different audiences: a restricted audience in the classroom 

https://creativecommons.org/licenses/by-sa/4.0/
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and volunteer students for the media group. Some teachers work in both areas simulta-

neously. Most teachers include their EMI teaching actions in their classes’ sessions. 

The time devoted to it is difficult to quantify, from one-off investigative actions to year-

long publication projects. Different modalities can be successively invested, until the 

teacher is satisfied with the pedagogical situation created.  

Whether they are asked to construct information for publication (thus learning about 

the work of journalists) or to process it, students are brought face-to-face with biased 

or misleading media discourse, as well as cognitive and emotional manipulations, in 

order to emancipate themselves. Placed in the position of transmitter or receiver of 

media information, they will become able, through real-life experience, to process in-

formation, recognise the strategies associated with its dissemination, which influence 

its reception, and understand the notions of intention and opinion. To ensure the relia-

bility of information before using or relaying on it, or to protect oneself against it, eve-

ryone follows the same approach: identify the author to ensure the credibility of the 

source and then look for other concordant sources to ensure its veracity. 

I say that [EMI] is about developing the skills needed to distinguish information 

from opinion, and to take a critical look at information, to be able to take a 

critical look at information and understand the importance of sources. Finally, 

the veracity of... How can I put this... Not the veracity, but the... The effect of 

reliability. That’s it: the importance of reliable sources and a diversity of infor-

mation sources.  (Franck) 

Some teachers prioritise the immediate well-being of their students, urging them to 

avoid being passive consumers, protecting them against violent or pornographic con-

tent. Others prefer to give their students the analytical tools and practical skills they 

need to become media practitioners in the immediate future. Finally, the media envi-

ronment can be presented to students not as a dangerous place but as a place of creation 

and openness to the world. In this case it is their personal expression and curiosity that 

the project will seek to foster, with a more distant aim of enlightened citizenship. 

It became clear at the start of the interviews with the teachers from group 2 that the 

meaning of the acronym EMI is little known, whatever the school subject. Two teachers 

who said they don’t practice EMI (Soizic, Diana) are in fact simply unaware of the 

acronym’s meaning and are leading the same type of activities as those who do practice 

EMI, with the same objective of mastering the media environment. Therefore, we need 

to redefine our two groups’ names, based no longer on the practice of EMI but on the 

inclusion of this commitment in a recognised and named action, an enlightened in-

volvement.  

Our interviews also revealed that even among the enlightened practitioners from 

group 1, knowledge of the acronym came after some practice with EMI.  

https://creativecommons.org/licenses/by-sa/4.0/
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I've been practicing EMI for as long as I can remember, because in my statistics 

chapters I always have examples that intersect with it, but it’s true that I’ve only 

known the acronym since I taught in the “Découverte Professionnelle” section 

[vocational training course introduction in lower secondary school], with re-

search into media-type written production, leading ultimately to a class news-

paper, and in the process I discovered CLEMI. Today, I see the same type of 

questioning from colleagues, particularly in science, for example, who know 

nothing about “EMI”, and others in history-geography, for example, who say 

“Ah but yes, so I’ve already been doing EMI for a long time. (Benoit) 

For Leslie, too, it was through “numerous exchanges” with a colleague and a re-reading 

of the programmes that the acronym made sense. Because, as we will see below, even 

if several EMI themes and objects are present in the lower and upper secondary 

school’s curricula, the expression is rarely explicitly mentioned in secondary school 

programmes, except in some incentives for interdisciplinary work in lower secondary 

school (Bosler, 2023) and never stated in the form of its acronym. 

2. How Do Teachers integrate EMI? 

2.1. The absence of EMI terminology in textbooks 

The cross-disciplinary nature of EMI anchors it in different subject areas, but without 

explicit references. This situation is reinforced by the lack of mention of the term EMI, 

or any variation of it, in school textbooks. 

An initial preparatory study of history-geography, French, science, mathematics, 

and English textbooks (in relation to the disciplines of the teachers we met) from four 

publishers (Hatier, Nathan, Hachette, Belin) isn’t sufficiently exhaustive to provide a 

true panorama of school publishing, but it does enable us to make some initial consid-

erations about the place of EMI in the textbooks teachers and pupils can refer to.  

Out of the 20 upper secondary school textbooks consulted, not one mentions EMI 

or “media and information education”, even in suggested activities such as writing 

press articles (English, tenth grade, Belin, 2019, p. 236). Some chapters, however, are 

directly linked to objects or concepts common to EMI, as in mathematics tenth grade, 

as part of Numerical Information (Informations chiffrées):  

https://creativecommons.org/licenses/by-sa/4.0/
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Figure 1: Mathematics tenth grade (Didier, 2019) 

The only exception is the 2019 eleventh-grade history-geography-citizenship textbook 

(Nathan), where a section entitled Going Further, inserted at the bottom of the last page 

of the chapter Rumours and fake news, how to get through? (p. 242), offers a hyperlink 

containing the term Education aux médias [media education]4. 

In lower secondary school, of the 23 textbooks consulted, EMI concepts and notions 

are not linked to programmes either. Some of the media skills in the EMI resource 

(MEN, 2015) are presented through a school subject: for example, “Gather and process 

useful information”, “Understand the elements of a debate”, and “Demonstrate critical 

thinking”, in a science textbook (Belin, 2022, p. 285). Or they may be associated with 

another educational field, as for example in the ninth grade history-geography-citizen-

ship textbook published by Hatier (2021), where activities on the themes of “Do a news 

roundup” or “Information and social media” are presented as part of the preparation 

for a digital certification (p. 1). 

Some textbooks offer EMI-tagged activities that correspond to active pedagogical 

situations, from verifying information (Figure 2: history-geography-citizenship, sev-

enth grade, Nathan 2017, p. 251) to carrying out a “complex task” in the form of media 

production or an exhibition (p. 326). 

 
4 https://education.francetv.fr/matiere/education_aux-medias/seconde/video/verifier-l-info-le-fact-checking [educa-
tion.france.tv/ schoolsubject/media-education/11th/video/ To-make-sure-of-information-fact-checking] 

https://creativecommons.org/licenses/by-sa/4.0/
https://education.francetv.fr/matiere/education_aux-medias/seconde/video/verifier-l-info-le-fact-checking


 
Teaching without prescribed curricula and without 

textbooks 

 

iartemejournal.org 9/17 ©2025 The author(s)  CC BY-SA 4.0 

 

 

Figure 2: History-geography-citizenship, seventh grade (Nathan, 2017) 

Other textbooks offer tips or step-by-step guides to create media, also in the explicit 

context of EMI. Always through an active approach, these activities are an incentive 

for students to develop their critical thinking skills by controlling and verifying sources 

of information. 

When the activity is not related to media production or an investigation into media 

information, it is not related to EMI. For example, the sixth-grade history-geography 

textbook published by Hatier (2016) offers students an online information search ac-

tivity (“I get information on the Internet”, p. 50) by indicating keywords to submit to a 

search engine and then the page to consult to access the information needed and so 

answer the questions asked. Students are not asked to check sources or cross-reference 

them. The other online resource offered (from the online encyclopaedia Wikipedia) has 

the function of providing additional information, the reliability of which is also not to 

be questioned. As with the teachers interviewed, the field of information retrieval is 

not considered to be part of EMI, even though it is present in the 2015 frame reference 

(MENJS, 2015).  

When it is present in lower secondary school textbooks, EMI always refers to prac-

tical situations (media production, investigation, reading). The textbooks, following the 

teachers’ practices, reduce it to the field of media skills instead of opening it to media 

knowledge. The absence of the term EMI may explain the variety of approaches and 

scenarios proposed to students by the teachers interviewed. Without explicit mention 

in the course design documents, the understanding of EMI remains fractional and per-

sonal. 

https://creativecommons.org/licenses/by-sa/4.0/
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2.2. EMI, an educational approach without references 

EMI is thus very much present in programmes and textbooks for those who know how 

to look at it. Teachers from group 1 are able to recognise EMI in their school subject 

programmes. Benoit linked his tenth-grade programme on numerical information with 

a data visualisation project, an example of his EMI activities, allowing him to jointly 

develop mathematical skills and reading and evaluating information skills. For Caro-

line, EMI is an integral part of her school subject. She cites the skills listed in her sixth-

grade science textbook as criteria for evaluating her students at the end of the project. 

Teaching EMI in the classroom also means at the same time teaching one’s school 

subject, even if the presence of EMI in the curriculum is not explicitly made.  

So, there may not be written EMI in my programme, but very clearly when you 

see the title “information/disinformation” for me it'’ like... In my tenth-grade 

programme, it’s written, perhaps you don’t have it in mind, it’s “Mistrust of 

information”. So, there is no written EMI either, but for me it’s in the pro-

gramme. For me, thats it. (…) But making sure that students increase their abil-

ity to inform and be informed, to know how to transmit information that they 

will source, is obviously at the heart of my history-geography school subject 

for me too. (Pascale) 

Including an EMI project or pedagogical situation in the curriculum also makes it pos-

sible to practice EMI not as an additional task, but rather as a step aside. Relying on 

“real” publications rather than on textbook documents and asking students to apply a 

critical approach through real concrete situations will give some meaning to taught 

school subjects by showing that what is learnt in class is useful for understanding the 

outside world and that the school world is not disconnected from reality. This approach 

may explain why some teachers practice EMI without knowing it: they do not need to 

individualise these objects outside their school subject, considering them as already 

belonging.  

EMI is also sometimes spontaneously associated with certain school subjects. Bé-

rénice and Victor explain their non-involment with EMI by a lack of disciplinary dis-

positions, declaring that they “do not feel themselves suitable” for engaging with EMI. 

For them, their history and geography colleagues have been better trained to talk about 

current events with students or to explain their geopolitical issues or background. It 

should be noted that history and geography teachers are no more aware of the meaning 

of the acronym than other teachers. Soizic has been involved in EMI for more than 20 

years without ever knowing of it. Following our interview, she was relieved to learn 

that no other members of the team of history-geography teachers at her upper second-

ary school knew the acronym either.  

https://creativecommons.org/licenses/by-sa/4.0/
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EMI will also be used to show the usefulness of the discipline. Disciplinary 

knowledge is necessary in the investigative activities to learn to differentiate truth from 

falsehood and scientific information from opinion. For analysing the reliability of a 

newspaper’s information, students need to rely on what they have learnt in class. It is 

also in this way of thinking that the EMI activities in lower secondary school textbooks 

are proposed, not to acquire new knowledge but to use what has been taught. Therefore, 

teachers prefer to use press articles rather than the documents proposed by textbooks. 

I use EMI as a trigger situation with an article that illustrates a controversy... 

For example, when I do the sequence on Gardasil, the vaccine against the pap-

illomavirus, I start with an article from the front page of the newspaper Le 

Monde. (Thomas)  

Thus, disciplinary knowledge is used to decipher current events, and current events 

anchor the discipline in the world. It is therefore understandable, in this need to link 

the theoretical knowledge of the curriculum to “real life”, that textbooks are not very 

mobilised. Benoit prefers to use infographics from the news media rather than from 

textbooks (where they are present, see Table 2), which he calls “real tables”. This link 

between EMI and the outside world is shared by the other teachers and can be seen as 

a trigger for commitment or as a hindrance. Bérénice, for example, explains her non-

involvement in EMI also by the fact that this use of documents relating to recent news 

requires far too much personal time for research and selection. For her part, she prefers 

to rely on the textbook documents. For those who want to show that their field is related 

to current events, the teaching materials must be constantly renewed (Douniès, 2019).  

EMI is therefore not considered as additional teaching by its actors, who do not feel 

the need for specific reference documents. Including EMI in one’s own school subject 

also gives legitimacy to the teacher to invest time in it. If s/he is still in his disciplinary 

field, s/he does not need further expertise. 

Engaging with EMI means being able to build a singular pedagogical framework, 

an answer to a problem met in class, by relying on one’s professional abilities as a 

course designer. This expertise is also expressed in the ability to select and use non-

academic or non-institutional resources for teaching. The teachers’ didactic expertise 

allows them to find traces of their knowledge in the surrounding world to make their 

school subject more understandable to their students (Barrère, 2017). Using current 

events as a resource in the preparation of one’s courses provides an opportunity to adopt 

a satisfactory posture of intellectual craftsmanship (Barrère, op. cit.). Teachers thus 

demonstrate their intellectual capacities by creating their own tools, rather than relying 

on more conventional and official resources. It also shows their ability to define the 

needs of students. They know how to provide a particular solution to a problem en-

countered by choosing an action from their professional repertoire. If this solution is 

https://creativecommons.org/licenses/by-sa/4.0/
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recognised as effective and satisfactory, it will increase their toolbox of pedagogical 

actions and thus strengthen their sense of professional effectiveness (Carraud, 2020).  

The positive evaluation of the consequences of this commitment will strengthen the 

coherence between teachers’ vision of their profession and maintain the professional 

self-esteem necessary to continue to be the main judge of the relevance of the made 

pedagogical choices (Barrère, 2017), since it is not possible to refer to an official frame-

work. In addition to these intellectual and professional motivations, there is sometimes 

a desire for discretion on the part of the teachers involved in EMI. Their commitment 

can then be read as a need to get out of a school routine, from institutional norms, from 

the curricula to be followed and from their role as evaluators. EMI then becomes a 

creative pedagogical space, where, without a required curriculum, textbook, or report 

card to fill in, teachers can quietly find professional satisfaction in carrying out a ped-

agogical project away from the usual school setting. 

EMI activities have an educational role whose objective is to bring about a real and 

lasting transformation of the student’s behaviour, with an aim of citizenship integration. 

3. Involving with EMI, a way of being a teacher  

3.1. The primacy of experience 

It is then the empirical effectiveness of the experience that validates the professional 

practice constructed by the action (Roux-Perez, 2003) and legitimises the investment. 

Time spent on EMI is focused on concrete situations that make sense for the students 

to allow them to build tools and references for their future civic life. To motivate stu-

dents to include this knowledge of action in private practical situations, they are not 

subjected to a summative assessment to differentiate this practical knowledge from 

more theoretical school learning. It is the civic consequence of EMI’s skills that is 

highlighted, the fact that “learning to decipher the media is useful, not to get a good 

grade, but as an enlightened citizenship” (Leslie).  

But when the educational framework is defined by the activity, it can happen that 

the action takes precedence over the pedagogical objective. None of the respondents 

regretted the lack of reference materials or a precise progression of skills available 

through textbooks or curricula, even when they’re able to find them in the programmes. 

For some teachers, the collaborative experience with the students is ultimately more 

important than the targeted EMI skills. There are not necessarily any links between 

academic knowledge and experiential knowledge. The project will be seen as success-

ful if the quality of the result (the product) is judged satisfactory and if the students 

have been involved in it, if they are proud of the result. Doing so takes precedence over 

learning; the completion of the project and the enthusiasm of the students become more 

https://creativecommons.org/licenses/by-sa/4.0/
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important than the progress of the students in the media field or the academic field. The 

essential thing is that the students have been made aware that they “get something out 

of it that is not immediate and marked” (Benoit). Teachers no longer base their author-

ity on their position as an evaluator or on their academic knowledge but on their ability 

to build an educational framework in which they guide their students towards shared 

success. The students’ commitment to the work is the reward for teachers’ investment, 

the trace that the project will leave in their school memory is the witness of their ability 

to understand the students and to conform to the self-built image of what a teacher 

should be. 

When the project is completed, and when I realise that the rendering of their 

work corresponds perfectly to what I have... To my expectations, precisely, 

now, I realise that it’s because it has borne fruit and that it’s... And at the same 

time, that it motivates the students and that they have invested themselves in 

the project. (…) I still have students... For example, one who asked me by email 

in my final year of high school for some work we had done in 2nd grade and 

who asked me to give her the video link again, because she wanted to keep the 

good memories of high school. (Sonia)  

No explicit evaluation of media skills acquisition is given to the students. The pur-

pose of transforming their media and digital practices becomes secondary, supplanted 

by the collective adventure. At the end of his data visualisation project, Benoit remains 

doubtful about the critical thinking skills acquired by his students: “Will they really be 

vigilant afterwards, and will they really ask the question every time? I’m not sure.” 

Students and teachers alike are thus positioned in an experiential learning (Dubar, 

1996) that is anchored in activities where the experience of the project is sufficient. 

Constructive relationships, accomplishment, and success of the task are more important 

than the immediate academic results and will validate the continuation with another 

project the following year with another class. Teachers rely on their didactic and peda-

gogical expertise to recognise a need and to respond to it effectively. However, it is not 

through a curriculum, or textbooks made for a large audience, that they will find tools 

for answering a particular need of a specific class.  

The field of EMI is more a place where a logic of action is applied than a logic of 

learning. By prioritising authentic experiences, it places the emphasis on meaningful 

action and student engagement, valuing the process and collaborative outcomes over 

traditional academic benchmarks or summative assessments. For the teachers we met, 

it is also an important part of their vision of their profession. 

3.2. From implicit practice to explicit mention: should EMI be acknowledged?  

Being able to evaluate information is, from the interviewee’s point of view, a funda-

mental skill to acquire for the students, and the transmission of this skill is, for them, 
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an important part of their profession. Two teachers from group 1 practice EMI precisely 

to assert themselves as teachers exclusively outside their school subject area.  

I didn’t want to bring it back to sport, it’s a choice. I wanted, also me personally, 

to detach myself a little from my school subject, to work in other fields. Finally, 

it was integrated into such a personal process, to tell myself, “Well, sport, OK, 

it’s good now, ... I can also be identified outside my school subject.” (Jeanne)  

Through the motivations for engaging in EMI, the teachers then reveal their way of 

being in the profession (Barrère, 2002). Agathe integrates EMI into her teaching hours, 

even if it means “taking time from the programme”, believing that it is her “duty” to 

fulfil its mission. Victor, faced with the same observation of the students’ inability to 

inform themselves, refers them to a teenagers’ weekly radio programme, lamenting that 

his advice is not followed: “I had given it to them, I had told them to go and to listen, 

but they don’t.” He connects EMI with a know-how that is outside his own field of 

knowledge (“For us, it’s rather the numbers”) and so don’t go farther. 

However, they both share a vision of the profession that includes the desire to help 

students understand the world around them, but with different degrees of involvement. 

Victor wishes not to interfere in his students’ private sphere, with their personal media 

practices, while Agathe will offer her students concrete publishing situations so that 

they can use these new media skills in “real life”. Practising EMI is about teaching and 

educating; still being a teacher, but in a less constrained framework and with more 

pedagogical freedom. 

Having begun EMI without being aware of it, most often by joining a project led by 

colleagues already involved, the question arises of the need to resort to textbooks and 

curricula when action precedes the practice. For the teachers who choose to, they will 

find through EMI’s tagged propositions practical activities around media information 

and so stay on the familiar ground of their representations. The content of the textbook 

does not allow them to change or to open their mind or knowledge and thus to over-

come difficulties. Placing “doing” before “saying”, the implementation of EMI is nei-

ther evaluated a posteriori nor discussed, its representations are not questioned.  

Practising teachers are satisfied with the current situation, finding links with school 

subjects for those who want to (and do) use the textbook, or being able to exclude from 

the pedagogical situation anything that will remind the students of a school frame (and 

not using the textbook). Using the textbook, a symbol of school, could also confine the 

situation to the school sphere, whereas the objective is for students to appropriate these 

skills to change their uses in their private lives and a citizenship to be. 

However, to give the acronym an accurate meaning is seen as a positive element for 

some teachers from group 1. Rebecca believes that knowing about the acronym has 

“made her practice-aware”, even though she never uses it with her students. Thomas 
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was “aware that he was doing EMI, but without having a clear definition of it” until he 

joined a professional think tank and thus enriched his teaching methods in the class-

room by building a conceptual framework that coincided with his disciplinary method-

ology. For Leslie, naming and identifying the times dedicated to EMI in her classes 

allowed her to place herself in a broader perspective of citizenship education and to 

“point the finger” at it to her students. 

Thus, the general absence of the term EMI in textbooks can be explained not by a 

lack of interest in its content and objectives from educational publishers, but because 

the teachers involved do not report this absence. Giving more visibility to EMI objects 

and including them explicitly in a curriculum could, however, allow teachers to raise 

awareness of their practices to put them into perspective or into question, to organise 

them into a progression. Students could also link together the scattered contributions 

of EMI encountered (or not) in different classes and give a global coherence to this 

rarely named learning. Knowing what educational purpose they are part of would also 

allow teachers to share their practices more and increase their educational toolbox. 

Outside the field of educational publishing, the French Ministry of National Education 

provides many online resources, categorised according to the discipline of Media and 

Information Education: educational sessions validated by the institution5, educational 

videos on the construction of information6 (Media Keys) or the acquisition of critical 

reflexes7 (Know, Think, Analyse Messages). A guide sheet8 for teachers was published 

in 2022, and the CLEMI publishes one every year. But these resources are little known 

and little exploited by the teachers we met. Only five of them occasionally consult the 

CLEMI website and annual brochures in search of educational guidance. 

Involving with EMI responds to a singular situation met in a specific class. The 

response provided is adapted to this class and cannot be replicated, nor come from a 

general document that is intended for everyone. 

Conclusion  
With no disciplinary prerequisites, centred on concrete activities of publication or me-

dia analysis, fed by implicit knowledge of action and directed towards a change in 

pupils’ practices, EMI is implemented following a voluntary involvement by teachers. 

This commitment makes EMI a discreet professional practice, not explained to students 

and sometimes not explained to oneself. The success of the students acts as a mirror on 

 
5 Edubase (2024), discipline [school subject] « Education aux médias et à l’information » / mot-clé [keyword]: « éduca-
tion aux médias »: https://edubase.eduscol.education.fr/recherche?discipline[0]=%C3%89duca-
tion%20aux%20m%C3%A9dias%20et%20%C3%A0%20l%E2%80%99information&keywords[0]=%C3%A9duca-
tion%20aux%20m%C3%A9dias 
6 Lumni (2024) Les clés des médias [Media keys]: https://www.lumni.fr/programme/les-cles-des-medias 
7 Lumni (2024) SPAM: https://www.lumni.fr/programme/spam-savoir-penser-analyser-les-messages 
8 MENJS (2022) Vademecum EMI: https://eduscol.education.fr/document/33370/download 
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the success of the teacher in a stimulating pedagogical situation that values a more 

social relational dimension of learning outside a certain school routine. The lack of 

EMI content in textbooks is not noted as a problem by teachers, who often prefer to 

use “real” and current resources for a real and current class rather than a constructed 

pedagogical product. Existing institutional resources are underused. In addition, some 

teachers take part of their motivation to involve with EMI from the pleasure of creating 

their own resources or from a short escape from the school environment and its usual 

tools from time to time. 

Defined after some practice, EMI becomes visible in school curricula and textbooks 

as a teaching object only for teachers who have already integrated it as a tool into their 

professional practice. It is up to those who commit themselves to build a global coher-

ence for it, to recognise it for what it is. Teachers who currently take charge of EMI 

don’t feel the need for specific training since their disciplinary knowledge and their 

educational skills are sufficient for doing well. However, by being dispersed in the 

curricula of different school subjects, without explicit attachment to a common objec-

tive, there is no official indication to provide teachers with the keys to a progressive 

and assessable EMI, a way to conceptualise or improve their practices, nor any obliga-

tion to provide results that could demonstrate its effectiveness or measure its dissemi-

nation. 

Biographical notes 
Florence Michaux-Colin holds a Ph.D. in Educational Science. She is Associate re-

searcher at the Université Paris Cité (EDA Laboratory), she is teaching in a pre-service 

teacher education institute (INSPE), where she mainly works with students who aim to 

become librarian teachers. Her research focuses on teachers’ professional development 

through their involvement in cross-disciplinary components as media and information 

education (MIL). 

 

Email: florence.colin@inspe-paris.fr  

https://orcid.org/0009-0007-6640-3012 

  

https://creativecommons.org/licenses/by-sa/4.0/
mailto:florence.colin@inspe-paris.fr
https://orcid.org/0009-0007-6640-3012
https://orcid.org/0000-0003-0681-1886


 
Teaching without prescribed curricula and without 

textbooks 

 

iartemejournal.org 17/17 ©2025 The author(s)  CC BY-SA 4.0 

 

References 

Barrère, A. (2002). Les enseignants au travail : Routines incertaines. L’Harmattan  

Barrère, A. (2017). Au cœur des malaises enseignants. Armand Colin 

Bosler, S. (2023). Les ressources en éducation aux médias et à l’information à destination des ensei-

gnants du CLEMI : quelle(s) médiation(s) des savoirs ? Distances et médiations des savoirs, 

(41). https://doi.org/10.4000/dms.8856 

Carraud, F. (2020). Les paradoxes du « beau travail » des professeurs des premier et second degré 

en France. Revue internationale d’éducation de Sèvres, (84) https://doi.org/10.4000/ries.9613 

Choppin, A. (2005). Le manuel scolaire. Quels choix pour quels usages ? Approche historique. Sa-

voir Livre  

Douniès, T. (2019). Se montrer à la hauteur. Conformation professionnelle et intégration de l’actua-

lité dans le faisceau de tâches des enseignants d’Histoire-Géographie. Carrefours de l'éducation, 

vol. 2(48) https://www.cairn.info/load_pdf.php?ID_ARTICLE=CDLE_048_0057&download=1 

Dubar, C. (1996). La socialisation : Construction des identités sociales et professionnelles (2e éd.). 

Armand Colin  

MENJS. (2015). Programmes d'enseignement du cycle des apprentissages fondamentaux (cycle 2), 

du cycle de consolidation (cycle 3) et du cycle des approfondissements (cycle 4). Bulletin offi-

ciel de l’Education nationale, spécial n°11 du 26 novembre 2015. https://www.educa-

tion.gouv.fr/bo/15/Special11/MENE1526483A.htm 

MENJS. (2022). Une nouvelle dynamique pour l'éducation aux médias et à l'information. Bulletin 

Officiel de l’Education nationale n°4 du 27 janvier 2022. https://www.educa-

tion.gouv.fr/bo/22/Hebdo4/MENE2202370C.htm 

Pignier, N. (2020). L’éducation critique aux médiations informationnelles et communicationnelles 

en milieu numérique. In Jehel, Sophie, & Saemmer, Alexandra, dir. Éducation critique aux mé-

dias et à l’information en contexte numérique. Presses de l’Enssib 

Roux-Perez, T. (2003). Identité professionnelle et modes d’implication privilégiés chez les ensei-

gnants d’Education Physique et Sportive. Les Sciences de l’éducation pour l’ère nouvelle : re-

vue internationale, 4(36), p. 37–68. https://hal.science/hal-01716225/document 

UNESCO. (2021). Media and information literate citizens: think critically, click wisely! UNESCO. 

https://unesdoc.unesco.org/ark:/48223/pf0000377068 

https://creativecommons.org/licenses/by-sa/4.0/
https://doi.org/10.4000/dms.8856
https://doi.org/10.4000/ries.9613
https://www.cairn.info/load_pdf.php?ID_ARTICLE=CDLE_048_0057&download=1
https://www.education.gouv.fr/bo/15/Special11/MENE1526483A.htm
https://www.education.gouv.fr/bo/15/Special11/MENE1526483A.htm
https://www.education.gouv.fr/bo/22/Hebdo4/MENE2202370C.htm
https://www.education.gouv.fr/bo/22/Hebdo4/MENE2202370C.htm
https://hal.science/hal-01716225/document
https://unesdoc.unesco.org/ark:/48223/pf0000377068

