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 Literacy in French-Speaking Africa: A
 Situational Analysis

 Adama Ouane and Yvette Amon-Tanoh

 This paper addresses the issue of the state of education today in
 French-speaking Africa, with specific reference to literacy, post-
 literacy, and their perspectives for the year 2000. While a very pes-
 simistic overall picture is presented in the literature, both by
 educational researchers and development and funding agencies, new
 approaches to the matter are emerging. First, from the previous linear
 relationship of education to other economic, social, and environmen-
 tal factors, more and more authors now perceive education as an
 interdependent variable which mutually reinforces other economic,
 social, and cultural development factors. Education, it is realized,
 should not be restricted to the achievement of objectives such as
 employability and isolated from the global evolution of economic
 sectors (Hugon, 1988; Dave, Ouane, and Sutton, 1989). Hence, a new
 sort of applied economics of education is needed (Easton, 1989: 440).
 Linked to this notion, and no less important, is the perception that ed-
 ucation should be constructed as a global system which offers combi-
 nations of approaches of equal potential value-formal, nonformal
 and even informal.

 Second, the notion of development itself is questioned as well as
 its impact on education. The call is for humanization of development.
 The concept of development has long departed from narrow economic
 growth to include both a more equitable distribution of the wealth
 generated by and access to the supporting political structures. The
 failure of development policies in developing countries, and specifi-
 cally in Africa, has aroused new interest in culture as an essential
 dimension for social change if not as the central dimension of
 development (Amin, 1989; Thompson, 1981, UNESCO, 1982). Recent
 thinking on the evolution of culture incorporates the broad concept of
 development expressed by UNESCO:

 The concept now transcends arts and letters and encompasses
 life-styles and the modes of production of goods having an
 economic or symbolic value, fundamental human rights and
 individual or collective traditions and beliefs. Perceived in its his-
 torical dimension, culture is now seen to be the result of

 African Studies Review, Volume 33, Number 3 (December 1990), pp. 21-38.
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 everything a society has created with the passage of time, and at
 the same time the driving force of what it continues to create,
 shaping the sensitivity and collective imagination of its members
 (UNESCO, 22 C/94, 1983: 1).

 Third, the World Bank has produced a report containing
 proposals on education in sub-Saharan Africa, said to be a superb
 work of economic rationality and technical efficiency. This strength
 may also be its weakness. Since it has distanced itself from the more
 immediate issues central to social, economic, and political life in
 Africa, its implementation is unlikely. Yet, it is bound to become a
 reference point for courses on today's issues in education for teachers,
 students, and planners in Africa (Wright, 1989; King, 1989).

 What is French-Speaking (Francophone) Africa?

 To conceive of Francophone Africa as a single entity is a
 difficult undertaking. It is rather a colonial, political reality spread
 over a geographical area encompassing 25 countries and inhabited by
 roughly 180 million people. Despite their common colonial experience,
 French/Belgian administrative organization, and a French/Belgian
 schooling system, these countries, particularly those south of the
 Sahara, differ greatly in economic, political, cultural, social, linguis-
 tic, and ecological terms. For instance, the Mande (Jula-Bambara-
 Manika) culture spreads across Mali, Senegal, C6te d'Ivoire, Burkina
 Faso, Guinea, and English-speaking countries such as the Gambia,
 Liberia, and Sierra Leone. Other cultures, such as the Kwa (Twi-Agni-
 Bawle) or the Fulani, are similarly widespread. Countries such as
 Chad, Comoros, Djibouti, and Mauritania share a strong Arabic
 culture and the Islamic faith. Burkina Faso, Mali, Niger, and Senegal
 also have dominant Muslim culture (Niger: 95 percent Muslims),
 whereas Benin, Burundi, C6te d'Ivoire, Togo, and Zaire have mixed
 religions, Christianity and Islam. In all these cases traditional
 African religions are still prevalent.

 The biggest differences are to be found in the ethnic and
 linguistic configuration of these countries, which are largely
 multilingual and multi-ethnic in character. Although Mali counts
 twelve languages, four of them are spoken by 80 percent of the popula-
 tion. In Benin four million people speak 50 languages, while in
 Cameroon eight million, representing 200 ethnic groups, speak about
 158 languages. In Zaire out of 250 languages, four have been pro-
 claimed national languages, but exceptions are found even south of
 the Sahara in cases such as Burundi, Rwanda, and Madagascar,
 which are monolingual (Ouane, 1984a).

 What is important to remember for the purpose of this analysis
 is the complexity of the situation. It is possible to move from one to
 another of these definitions and to find that countries are either dif-
 ferent or similar, depending on the context. This does not imply a
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 conflict of approach, but that actual local situations should be taken
 into account in educational analysis.

 Formal and Nonformal Education

 Education in French-speaking Africa can be said to have three
 dimensions or realities. Traditional education called initiation en-
 compasses community-based, informal means of transmitting
 cultural identities, values, and skills which existed earlier and are
 still prevalent in the present society. The introduction of formal edu-
 cation by French and Belgian administrations was preceded by
 Islamic Koranic schools in some cases and the Christian missionary
 schools during the Western colonial era in other cases. Formal educa-
 tion was introduced in Niger only in 1932. Togo had its first school in
 1884, and in 1905 there were already 343 schools (Ekpe, 1989). In most
 of these countries the schools were concentrated in urban areas and
 limited in their enrollment and coverage.

 Nonformal education, which started at the adult level as a
 supportive means for development, has today been enlarged to include
 drop-outs and out-of-school children. This is seen as an innovative so-
 lution to what is viewed as education failure. It accords with
 UNESCO's proposal to conceive of education as a global system in a
 lifelong continuum, encompassing formal, nonformal, and informal
 systems of learning and integrating people's own culture and lan-
 guage (Dave, Ouane and Sutton, 1989; Thompson, 1981; UNESCO, 1983;
 Hoek, 1988).

 Formal Education

 The overall picture of formal education in French-speaking
 Africa is one of spectacular progress and justifiable pride in
 achievement when the low starting point is taken into consideration
 (World Bank, 1988; Dave, Ouane, and Sutton, 1989; Ciss6, 1986). Today's
 children are tomorrow's adults. Obviously, formal schooling con-
 tributes to literacy promotion by attacking illiteracy at the root. The
 statistical profile of primary school enrollments in Table 1 should
 provide a general background to our discussion of adult literacy
 which is the main focus of discussion in this paper.

 Nonformal Education

 French-speaking Africa has been through a series of reforms.
 Nonformal approaches or alternatives oriented towards the adult pop-
 ulation resulted in most countries from the failures of the formal
 systems, both traditional and alternative. Today, we see a clear pic-
 ture of two separate systems which evolved side by side but need to be
 brought together to achieve a global conception of national education.

 23
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 cO  TABLE 1

 EVOLUTION OF GROSS ENROLLMENT RATE IN PRIMARY SCHOOL EDUCATION, 1960-1980-DADa

 Countries Age Gross Enrollment Rate Net Enrollment Rate
 1980 dad

 1960 1980 dad MF M F MF M F
 Benin 5-10 26 64 64 (85) - - - 44 58 29
 Burkina Faso 7-12 9 21 32 (85) 17 22 13 27 35 20
 Burundi 7-12 21 29 53(85) 21 26 17 *39 *45 *32
 Cameroon 6-11 58 104 107 (84) - - - - -
 Chad 6-11 17 - 38 (84) - - - -
 Comoros 6-11 14 93 89 (82) - - - 69 - -
 Congo 6-11 81 160 168 (84) 100 100 100 - - -
 COte d'Ivoire 6-11 46 77 75 (84)
 Gabon 6-11 102 115 123 (83) -
 Guinee 7-12 21 31 32 (84) - - - 26 35 16
 Madagascar 6-10 55 148 121 (84) - -
 Mali 6-11 10 25 23 (83) 17 - - 15 - -
 Mauritius 5-10 88 108 106 (85) 93 92 93 97 96 98
 Mauritania 6-11 7 34 - 37 - - - - -
 Niger 7-12 6 27 28 (85) 21 - - 27 35 19
 Central African Republic 6-11 32 71 73 (85) 57 73 42 - - -
 Rwanda 7-14 49 63 64 (85) 60 62 57 61 62 60
 Senegal 6-11 27 46 55 (84) 37 44 30 44 52 36
 Seychelles -
 Togo 6-11 43 122 95 (85) - - - 67 *80 *54
 Zaire 6-11 54 98 98 (83) - - - 75 86 65

 Notes: a. dad=last year available; *=a year before dad year.

 Source: UNESCO Statistical Bureau Data Bank, 22 and 28 April 1987.

 C:

 C El
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 Literacy in French-Speaking Africa

 What provisions have been made for such a development is now be-
 ing looked at in nonformal approaches.

 Literacy Programs in Francophone Africa

 The African adult literacy rate was estimated to be nine percent
 in 1960 and to have reached 42 percent in 1983 (World Bank, 1988).
 Current efforts to maintain the present level of literacy are being un-
 dermined by two main factors, one internal and one external: the
 high rate of relapse into illiteracy of new literates and the high rate
 of drop-outs in primary schools. Thus, at the same time, there is both
 a decrease in the percentage of illiterates and an increase in their to-
 tal figure.

 The highest illiteracy rates are said to be found in sub-Saharan
 Africa, more precisely, in West Africa's French-speaking countries.
 Among the 26 countries in the world which have the highest illiter-
 acy rate (above 70 percent), sixteen are located in sub-Saharan Africa
 and twelve in West Africa. These countries have a high women/men
 differential in terms of literacy and a complex and heterogeneous
 target population. The current programs are selective and functional
 in their approach, basic in their content, rurally-oriented and gender
 segregated.

 Analyzing a corpus of literacy definitions collected through a
 literature survey, Giere (1987) stresses that the range varies from
 short-term pragmatic and utilitarian approaches to idealistic, broad,
 humanitarian ones. Short-term approaches based on utilitarian con-
 siderations are mostly adopted and advocated by governments and
 state bodies, while long-term, broader objectives are put forward by
 humanistic scholars and voluntary bodies. This observation can
 easily be applied to the approaches prevalent in Francophone Africa.

 Although most of the national definitions seem to be country
 specific, if not situation specific, they relate to broad, functional cate-
 gories which focus on the application of literacy skills and its
 relation to technical progress and economic development. As a corol-
 lary to this pragmatic concern, these literacy programs are selective.
 Only Benin and Burkina Faso refer to mass literacy without cam-
 paigning for it on a massive scale. The Literacy Commandos of
 Burkina Faso are intensive and time-framed but restricted in their
 scope and thematic coverage. Burkina Faso uses a campaign strategy
 within an overall functional literacy approach. Moreover, this strat-
 egy is applied to the training of local self-help leaders for basing the
 literacy program in local communities. These literacy commandos
 operate for 48-day periods in ten different languages, covering
 different areas, and aiming at different economic operators-differ-
 ent kinds of cooperatives, primary health care workers, women, and
 youth as well as traditional associations. The objective is to mount a
 network of pedagogical and organizational support services able to
 launch and sustain the campaign at the local level. The programs in

 25
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 Benin are conceived in the framework of a socialist-oriented policy
 but lack a time frame. As Bhola puts it, a campaign is a special
 calculus of ideology and technology:

 What separates a campaign from a programme or project, is the
 level of ideological commitment and political passion, and the
 willingness to commit to the task at hand all that the nation can af-
 ford at the time (1984: 257).

 The nongovernmental organizations are flourishing, particularly in
 Zaire and Mali, and they are experimenting with approaches which
 have proven successful and relevant to the needs of local communi-
 ties, marginal groups, and other sections of the population left aside
 by government plans and actions. They are complementing the efforts
 of the traditionally religious-oriented private initiatives previously
 active in this field. They are also providing complements and alter-
 natives to the official literacy programs.

 The literacy continuum is typically divided into multiple cycles
 with more or less parallel objectives. In Mali the first cycle, which
 concerns reading, writing, and calculation, is proper literacy. The
 second cycle, which concerns the concept of "the transfer of responsi-
 bilities," is a post-literacy phase, and the third cycle, which concerns
 varied types of continuing and further learning strategies, extends to
 lifelong education. In Niger literacy is also conceived as a three-
 phase process. The first phase is sensibilization, the second one liter-
 acy, and the third phase is lifelong (permanent) education. In
 Burkina Faso the first cycle aims at awareness-making through dis-
 cussion; the second phase aims at learning to read and write, and the
 third one is local self-management based on functional calculation.

 Table 2 shows that only three countries have an illiteracy rate
 less than or equal to 50 percent (Mauritius, Madagascar, and Zaire).
 The majority of them have illiteracy rates above 50 percent and ex-
 treme illiteracy rates above 70 percent also exist (Niger, Mali,
 Burkina Faso, and Chad). Even countries such as Congo and Gabon,
 that have reached a 100 percent gross enrollment in primary school
 education, have quite a number of adult illiterates.
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 TABLE 2

 ILLITERACY RATE FROM 1975 to 1980

 1970 1980 1985

 Countries Avg. % Avg.% Men% Women % Avg. %

 Benin 84.7 72 60.2 83.4 74.1
 Burkina Faso 92.1 88.6 85.3 96.7 86.8
 Burundi 81.2 73.2 61.1 84.6 66.2
 Cameroon - 51.5 45.4 75.5 43.8
 Central African

 Republic 84.6 67 51.7 80.8
 Chad 89.4 88.2 76 99.5
 Comoros - - - - 59.8
 Congo 66.2 59.4 44 73.2 37.1
 C6te d'Ivoire 81.8 65 55.2 76 57.3
 Djibouti - - - - -
 Gabon 67.7 57.3 48.1 66 38.4
 Guinea 85.7 75.9 66.5 95.6 71.7
 Madagascar 50.5 38.8 - - 32.5
 Mali 92.8 90.6 86.5 94.3 83.2
 Mauritius 32.4 21 14 27.7 17.2
 Mauritania - 82.6 - - -

 Niger 96.2 90.2 8.6 94.2 86.1
 Rwanda - 50.3 39 61 53.4
 Senegal 88.5 86.9 76 97.5 77.5
 Togo 80.9 84.1 73.1 92.9 59.3
 Zaire 59.7 45.5 26.4 63.3 38.3

 Africa 60.6 48 72.8

 World 28.9 23 26.6

 Source: BREDA-STAT. UNESCO Regional Office for Education in Africa, 1986.
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 Major Characteristics of Literacy Programs in French-
 Speaking Africa

 Functionality and selectivity have already been mentioned as
 two major characteristics of literacy in Francophone Africa. Also, be-
 cause of the multilingual nature of the countries concerned, the
 language issue is present in all of them although the way they ad-
 dress it varies according to the complexity of their linguistic pattern
 and the place of the French language in their national policy.

 The quality of the post-independence educational evolution,
 which is dictated by the degree of commitment to change shown by
 the ruling elites, has an impact on the literacy activities being im-
 plemented. Similarly, the distance traveled along the path of modern-
 ization in the narrow sense of westernization leading to
 urbanization has brought differences in the content and approaches.

 The structural and institutional framework is another variable

 influencing current literacy endeavors. One common feature is the
 integration of literacy into development projects, since functional lit-
 eracy as an approach is closely linked to development agencies'
 activities in the field. Though agencies bear different names, they
 share the same aim. In Mali the literacy campaigns are part of
 development action carried out by the Op6rations de D6veloppement
 Rural (ORD)-for example, ODIPAC (Op&ration de D6veloppement
 Int6gr6 pour la Production Arachidiere et C&r6alibre), ORS (Op&ration
 Riz S6gou), and OMM (Operation Mil Mopti). In Senegal, they are la-
 beled socidtes d'intervention. These structures may cover a whole
 region, as in the case with SODEFITEX (Societ6 des Fibres et Textiles);
 sometimes they intervene in more than one region as in the case of
 ONCAD (Office National de Commercialisation Agricole, in Burkina
 Faso); les partenaires are some ORD (Organismes R6gionaux de
 Developpement) such as AVV (Autorit6 des Am6nagements des Vall6es
 des Voltas), FDR (Fonds de D6veloppement Rural) or SEPFD (Service
 d'Education et de Participation des Femmes au Developpement).
 Similar agencies are to be found in other countries of this region.

 In order to correct the urban bias of development undertakings,
 the effort in literacy provision is directed mainly to rural areas, with
 slight variations. Most of the programs in Burkina Faso and Mali up
 to a recent date were directed solely towards the rural population,
 and the literacy centers were consequently spread in rural areas.
 Niger and Senegal have mixed rural and urban centers, with a pre-
 dominance of the former. Basic literacy, functional literacy,
 vocational training, work productivity, income generation, and coop-
 erative management constitute the core content of the programs for
 the rural population, while the focus of urban programs is on
 training for industrial, manual, and low-grade clerical work.

 Regarding organizational structure, the countries can be divided
 into those that have a coordinating body and those that do not. The ex-
 istence of a coordinating body shows a certain level of political
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 commitment. There appears to be a link between changes in political
 ideology and governments and changes in approaches to literacy and
 corresponding structural arrangements. For instance, Benin and
 Burkina Faso went from a selective and intensive, functional liter-
 acy approach to more of a mass-literacy approach through popular
 mobilization. This coincided in both cases with the taking over of
 power by socialist governments. The change is also reflected in the
 nature, functions, and denomination of the coordinating body in
 charge of literacy. In Burkina Faso the successive bodies performing
 this task bear titles such as ONEPAFS (Office National de l'Education
 Permanente et I'Alphabetisation Fonctionnelle et Selective), DAFS
 (Direction Nationale de l'Alphabetisation Fonctionnelle et Selective),
 and DNA (Direction Nationale de l'Alphab6tisation).

 Linked to these changes are the principles of voluntarism and
 idealism which are seen as corollaries to popular commitment.
 Political parties and voluntary bodies strongly advocate participation,
 but nowhere is participation a less straight-forward concept than in
 Francophone Africa, where participation is a continuum ranging
 from no more than mere presence to full control, with several inter-
 mediate stages of active involvement (Dave, Ouane and Sutton, 1989;
 Bagnall, 1989; La Belle, 1986).

 Literacy in Francophone Africa, besides its integration into
 development, is also characterized by its separation from formal
 education and by the formation of two distinct systems unequal in
 value, with formal education having the higher status. This separa-
 tion is very often done along the line of the languages used for
 instruction-French being used in formal education and, very often,
 the local languages in adult literacy.

 This dual system runs throughout all of these countries and
 most of the programs devised aim at solving the problems that result
 from the imbalance created by the inequalities built into the system.
 Because of their integration into development projects and because of
 the historical existence of juxtaposed dual education systems, literacy
 programs in French-speaking Africa fulfill two important functions:
 the transfer or practice of competence and responsibility by neo-liter-
 ates, and the creation of a literate environment.

 The Transfer or Practice of Competence and
 Responsibility

 The practice of competence and responsibility by the new literate
 consists in the application of newly-acquired skills in order to as-
 sume daily individual and collective responsibilities which his
 previous situation did not permit.

 This practice should progressively lead the new-literate to
 consolidate the knowledge acquired in literacy activities, to de-
 velop his personality and to ensure his effective participation in
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 the qualitative transformation of his environment (UNESCO/Mali,
 1980: 13).

 The dual system and the limited number of literates are the two
 factors contributing to the evolution of this concept of the practice of
 competence and responsibility. On the one hand, the job market is
 based on formal education credentials, and, on the other, the concept
 of development at the local level by and for local people requires self-
 reliance on the part of these actors.

 Regarding the numbers, there are several reasons to question
 the statistics about literacy: the fluctuating notion of literacy, approx-
 imation in measurement, and the limited coverage of the data. Very
 often, literacy statistics are concerned only with people literate in
 French-the official language of Francophone African countries.
 Generations of individuals who acquired literacy in Arabic (in
 Koranic Schools) or, through Arabic scripts, in local languages are
 left out of the census data. Despite these inadequacies, the data avail-
 able gives a general picture of a situation of mass-illiteracy.

 In Niger in 1974, there existed 443 literacy centers; this figure
 increased to 786 in 1978, and 986 in 1980. The centers enrolled 11,024
 people in 1974 and 18,686 in 1978. A sample representing 50 percent of
 the enrolled population was tested, of which 8.69 percent were de-
 clared literate. In Burkina Faso in June 1981, the number of centers
 was 1,684, of which only 1,493 were active. The enrollment figure
 was 50,680. In 1984, it reached more than 100,000, only half of whom
 could be considered literate. Although the illiteracy rate was reduced
 from 79 to 59 percent between 1970 and 1985 in Togo, the literacy cen-
 ters numbered 1,006 and only 18,455 learners passed the literacy
 proficiency test. In Benin in 1988-1989, there were 1,026 literacy
 centers, of which 852 were functioning. The learners enrolled
 numbered 20,765 and the achievement evaluation fixed the number of
 literate learners among them at 10,781, roughly one out of two. A sim-
 ilar evolution is to be observed in the Central African Republic,
 Senegal, and even in underpopulated and overschooled countries such
 as Congo and Gabon (Ouane, 1984a; Ilboudo, 1984; Badiane and Sidib6,
 1989; Ekpe, 1989; Michodjehoun and Kpikpidi, 1989).

 In order to perform local development tasks, literacy is
 becoming a necessary tool, and those acquiring literacy are becoming
 key actors in the process of self-management at the village and com-
 munity level. Neoliterates practicing competence and responsibility is
 one method used to train leaders to be in charge of literacy-based or
 literacy-conditioned activities on behalf of communities lacking
 skills and competences for such activities. Mastery of literacy skills
 is a prerequisite for the practice of competence and responsibility
 which is, therefore, considered to be the central objective of post-liter-
 acy in Benin, Mali, and Togo. In a more ambiguous way, Burkina
 Faso and Niger suppose that such competence already exists at the
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 literacy level although the content of their post-literacy programs
 makes provision for it.

 What competence to practice and how to do it is another matter
 of controversy. It is assumed that this practice is a right but it is also
 recognized that the prevailing traditional structures, the low attain-
 ment in literacy, and the often hierarchical and discriminatory
 organization of information and knowledge flow/exchange prevent
 neo-literates from making full use of such a right. They simply do not
 know what they do not know. Hence, certain preconditions are nec-
 essary in the form of stimulus and activation. Commitment to
 endogenous development, strong political will, setting up of coopera-
 tive and participatory decision-making structures are certainly
 necessary-although not by themselves necessarily sufficient-for
 the meaningful exercise of competence and responsibility. The prac-
 tices which are encouraged, particularly in Burkina Faso, Mali,
 Niger, and Togo, relate to production, marketing, loans, taxes,
 cooperatives, and also fields such as health and livestock.

 Development agencies differ in their approaches to
 implementing policies which are aimed at making the local popula-
 tions autonomous and enabling them to gain control over the final
 goals of the intervention strategies. The traditional self-help groups-
 village associations of ancient or recent origins fertilized by func-
 tional literacy and training programs for nuclei of neo-literates-are
 used as major channels of propagation of all innovations considered
 to be essential fot development and, in some cases, even for the
 survival of the villages (Ouane, 1984b: 46). This is more easily said
 than done. The prevailing policies, particularly in rural areas, rely
 heavily on the services of extension workers who perceive their task
 to be to give continuous assistance to the farmers rather than to help
 them become autonomous. These extension agents view the emer-
 gence of an army of neo-literate development workers as a threat to
 their power and to their jobs.

 Creating a Literate Environment

 Opportunities for practicing literacy skills and related
 competencies go hand-in-hand with the creation of surroundings
 favorable to the spread and development of literacy communication.
 The need for creating and maintaining such an environment is obvi-
 ous. Except Arabic in the cases of Chad and Mauritania and the use of
 Arabic scripts to transcribe languages such as Fulfulde, Hausa, and
 Kanuri, none of the many languages spoken in these countries has a
 written tradition. The alphabets are of a very recent origin (early
 1960s for most of them). This recent entry into the world of literacy
 and the fact that these languages are not used as vehicles of instruc-
 tion in the formal schools limit their usage. The literacy acquired in
 these newly written languages is fragile because those acquiring
 such skills have to compete in an environment politically dominated
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 by French and/or Arabic languages which have a long and rich tra-
 dition and offer invaluable possibilities to their users. The lack of
 reading materials in local languages reinforces the importance of
 post-literacy for which the creation of a literate environment has
 become a central dimension together with the generation of condi-
 tions for the practice of competence and responsibility.

 A major concern often noted is that most of the neo-literates
 lapse into illiteracy because they do not have sufficient opportunity to
 practice their newly acquired skills and competence in literacy.
 Some post-literacy measures are therefore urgently needed in order to
 provide them assistance to use these skills for improving their per-
 sonal, social, and occupational life. In a situation like the one
 prevailing in French-speaking Africa, in view of fierce competition
 with dominant foreign languages, a special effort is required to cre-
 ate, maintain, and protect a literate environment favorable to the use
 and promotion of the local languages. What is understood by such an
 environment? How to create it? Lazarus pointed out the following
 about a learning environment:

 A literate environment implies the development of an infrastruc-
 ture to ensure, firstly, the easy availability of written material,
 newspapers, books, pamphlets, leaflets, etc., for the new literates at
 the level of their understanding; secondly, the possibilities of fur-
 ther education provision through evening schools,
 correspondence education, etc; and thirdly, the possibilities of
 new literates to become their own 'agents of change' by using their
 new skills in work and in their social and personal lives. Thus, a
 literate environment creates and ensures a cultural, economic and
 social environment favorable to the retention of literacy and con-
 tinuing education (1982: 68).

 These tasks are essential in policy formulation and institution
 building. The policy concerns the institutional arrangements regard-
 ing language construction and the role of languages in education in
 general. Variations are to be found here from country to country.
 Objectives also vary, for instance, a number of countries such as
 Benin, Burkina Faso, Central African Republic, Mali, Niger, Senegal
 and Zaire view local languages used as a medium of instruction in a
 wider perspective than a functional tool. The broad objective is to pass
 from orality to the use of scripts. The historical evolution of literacy
 programs in these countries explains it. Most countries, if not all,
 launched French language literacy programs for the adult and the
 out-of-school populations right after political independence, that is,
 from 1961 to 1967 in Mali, 1960 to 1970 in Senegal, and up to 1975 in
 Burkina Faso. All the countries came to the conclusion that this ap-
 proach led to failure. A summary of the reasons for failure are given
 by various authors: lack of adaptation of content to the adult nature of
 the learners; non-adaptation of schemes of training borrowed from
 primary schools; and most important, the need to master the French
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 language which is foreign to the large majority of the population as
 well as an increase of rural migration to urban centers (Badiane,
 1984; Ilboudo, 1984; Ouane, 1984b).

 As a result of this analysis, two tendencies are observed: a few
 countries have not yet abandoned this approach (Congo, COte d'Ivoire,
 Gabon); others have opted for change and redirection through educa-
 tional reforms which occurred in the 1960s and 1970s. A look at the
 reorientation of the literacy programs shows a stress in three main
 aspects:

 -integration of local languages in the curricula;
 -functional, selective and intensive literacy courses in local

 languages;
 -integration of literacy into development projects with the

 aim of providing neo-literates with opportunities to practice
 and apply the newly acquired skills.

 The institution building aspect takes two forms according to the
 functions these institutions are designed to perform. One set of institu-
 tions should produce in quantity and in quality reading materials for
 neo-literates. These institutions are endowed with policy arrange-
 ments to secure the literate environment thus created. The second
 kind of institution aims at setting up structures to provide neo-liter-
 ates with facilities and motivation to apply their skills for their own
 benefit and for the larger interest of their groups and local
 communities. Very often, these institutions coincide with those lead-
 ing to the practice of competence and responsibility.

 Throughout Francophone Africa, the rural press has been given
 the mission to act as an institution aiming at providing neo-literates
 with reading material while consolidating the newly established
 linguistic norms and providing awareness for the promotion, mod-
 ernization, and technologizing of the local languages. The rural papers
 contribute to spreading written messages in these hitherto
 predominantly oral societies; they allocate space for neo-literates to
 exercise their writing skills by publishing articles and raising ques-
 tions to their leaders and to other members of the society. They are
 often attached to discussion groups, reading clubs, and the like,
 aimed chiefly at spreading developmental and societal messages
 requiring literacy based action. The experiences are very rich in this
 respect. Some of the papers-Kibaru in Mali, Gangaa in Niger, Game Su
 in Togo for example-are known internationally. Their patterns,
 structures, content, functioning, and modalities of evaluation have
 been studied and are frequently referred to (Ouane, 1982, 1984b and
 1989; Kane, 1984; Badiane, 1984; Ilboudo, 1984).

 In order to supplement the action of the rural press and assist to
 bridge the gap created by the need to promote newly written local lan-
 guages and the use of French as the official language in these
 countries, some supporting measures acquaint the political leaders,
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 the development officers, the formal education teachers, the school
 headmasters, the judges, and other functionaries in contact with the
 neo-literates with basic knowledge of the transcription and use of lo-
 cal languages. It is thought that this "alphabetization of the cadres"
 will help to alleviate their opposition to the use of local languages and
 also facilitate their communication with the neo-literates. This

 action of rendering the elites literate in local languages is carried out
 in the form of campaigns in the framework of development projects.
 Such campaigns have taken place in Benin, Burkina Faso, Mali,
 Niger, Senegal and Togo. These activities are launched together with
 a parallel action aimed at spreading sign boards, publicity leaflets,
 and advertising pamphlets in local languages. Similarly, official
 documents such as passports, identity cards, birth and other types of
 certificates are produced in local languages and sometimes accepted
 as formal documents equivalent to the official French version.

 The activities designed to generate communication in local
 languages, to practice the newly acquired skills, and to sustain the
 evolving literate environment are developmental in nature and lim-
 ited in scope. Village pharmacies, village shops, small scale income-
 generation activities for specific target groups such as farmers, rural
 women, nomadic tribes, or fishermen are the prevailing forms of
 activity in which neo-literates are playing a key role. In actual fact,
 the existing literacy environment does not require much skill or a
 large number of neo-literates. As already mentioned, the administra-
 tions in French-speaking Africa do not use the local languages. This
 considerably restricts the opportunities the new literates have to apply
 their skills. In Mali, for instance, as revealed by an evaluation
 survey, correspondence and reading rural newspapers, writing
 articles, short stories or transcribing oral epics are the only
 possibilities offered to neo-literates. Besides, even on that level the
 intensity of application is thin-two to three letters per year.

 By contrast, computation skills appear to offer wider and
 development-oriented opportunities at the level of marketing of
 products, tax payment and small business management as well as
 equipping new literates with bookkeeping and other recording possi-
 bilities. In this case, does such a restricted field of application justify
 the length of time spent on training? The minimum standard defined
 by the countries, the expected duration, and the actual time spent vary
 greatly and can be reached in periods estimated as variously as 500
 hours over two years in Mali, nine-month courses in Niger and six
 weeks of intensive training in Burkina Faso. The time necessary to
 become literate changes according to the subjects-longer for computa-
 tion and writing, and shorter for reading.
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 Conclusion

 In the light of the present analysis, it is evident that literacy
 programs are not making headway in French-speaking Africa and
 that even the most promising experiences seem to lose ground after
 reaching a certain ceiling. The task of eradicating illiteracy by the
 year 2000, advocated by the international community and echoed in
 the observance of International Literacy Year (ILY) in 1990, is a
 formidable endeavor in this region. The overall illiteracy rate is ex-
 tremely high and a number of barriers of an educational and extra-
 educational nature have to be surmounted. These difficulties can be
 grouped into three major categories: pedagogical, linguistic, and insti-
 tutional (political). Their resolution is hampered by the dualism
 created by the existence of a traditional education next to the modern;
 the use of the French language for official purposes amid a multilin-
 gualism for which almost no policy is envisaged; the need to create a
 literate environment in order to consolidate the promotion of a
 multitude of local languages which have recently gained access to a
 written form; and the need to design and implement development
 policies favorable to the promotion of local languages.

 The need to create and maintain a literate environment is

 particularly important. To render the environment literate, provision
 should be made for opportunities of communication in writing be-
 tween neo-literates and between them and local and central
 administrative structures and leaders; institutions should be devised
 to engender a growing volume of written communication of
 increasing technicality and varying interest in order to sustain the
 motivation to become literate. For literacy to make a breakthrough in
 these traditional societies, people should be made to create and to en-
 gage in development activities of such large scale, complex texture,
 intensive dynamics, and technicality that they exceed the capacity of
 memory. The aim is to immerse new literates in an environment in
 which they must permanently face the challenge of the written word
 (Ouane, 1984c: 13).

 Along these lines, voluntarism and idealism, which are the
 foundations of literacy programs in a large number of Francophone
 African countries, should be questioned when looking at the
 shortcomings in terms of impact and implementation effort. Although
 there are sociological indications that voluntarism is not incompati-
 ble with the principles and foundations of traditional communities
 largely prevailing in these countries, there is also proof that
 voluntarism leads to the erosion of the motivation for literacy,
 especially in view of the flourishing of local development activities.

 Widening and multiplying the opportunities for application of
 literacy skills remains the most important motivating device in
 French-speaking Africa, on account of all the historically and cultur-
 ally accumulated barriers to the spread of literacy as it is presently
 propagated. Transferring responsibility to neo-literates and creating

 35

This content downloaded from 35.8.11.3 on Wed, 29 Mar 2017 15:02:15 UTC
All use subject to http://about.jstor.org/terms



 AFRICAN STUDIES REVIEW

 institutional (political and developmental) conditions for neo-literates
 to practice the skills and competences they acquire, and to fulfill the
 responsibilities they claim, are the conditions for literacy programs
 to make a breakthrough.
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