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When we think of a child’s first exposure to formal education, most of us do not consider the language she will hear when taught.  We assume it will be a language the child understands.  Historically, however, governments have had no qualms about plunging children into an unfamiliar linguistic environment and expecting them to absorb a new language through immersion.  This is the traditional European model, where a common language used in education was intended to bind disparate groups speaking numerous languages into a cohesive national unit.

Today this model is being questioned by newer states.  These governments are not necessarily giving up the idea of a shared language, but many are allowing the use of more local languages early in education and thus raising the possibility of perpetual multilingualism within their borders.  This paper will examine a particular subset of new states – those in Africa – and put forward reasons for outcomes observed in their current language-in-education policies.

It is customary to point out the differences in ruling practices between French and British colonialism in Africa: assimilationist versus indirect rule.  This distinction has proven less clear than first believed, particularly in Muslim areas of conquest, where both the British and the French used intermediaries.  But the divergence does hold true in the two countries’ approaches to education. The predominant form of British education in the colonies was to begin teaching in the medium of the vernacular and then switch to English-medium instruction in the later primary grades.  In French colonies, the French language was used from the outset as the medium throughout school.  One would expect, with the weight of historical precedent, that “anglophone” countries would continue their inherited custom of mother tongue education, while “francophone” countries would prefer French-medium education.
  This was largely true for the post-independence period.  Today, however, that tendency is eroding, and in fact it is in the francophone countries that one sees a surprising trend toward the use of local languages in education. 

Senegal, at the heart of the former French West African Empire, exemplar of French assimilationist policy, in 2001 introduced six of its national languages as media of instruction in primary schools. Cameroon, after beginning independence with an education policy based on the French model, included in its 1998 Education Orientation Law a call for public school use of national languages. In contrast, Ghana, which has long been cited for its vigorous local language use in primary education, announced a dramatic reversal in 2001, introducing a policy of English-only from the first year of primary school.

What accounts for this shift?  Why would two countries colonized under the French assimilationist model adopt multilingual education policies, while a country modeling British indirect rule reject that policy?  I suggest that it is largely a result of a confluence of ideas within the French-speaking North, contrasted with ambivalence within English-speaking countries regarding language-use in education.
Theoretical Formulation

Observing Africa’s dismal record of educational achievement, one would be justified in suggesting that the changes in education policy simply may be a functionalist response to failure.  The average adult literacy rate in Africa is 55 percent, compared with 70 percent in developing countries as a whole, and the failure is especially pronounced in francophone Africa (45 percent adult literacy versus 64 percent in anglophone countries).
  This explanation would fall short, however, if countries were introducing these new policies even when their education systems were relatively successful.  As will be shown shortly, this is indeed the case.

Another functionalist explanation might be demographic.  It could be argued that in countries where there are several minority languages, the languages may at some point become developed enough (orthography, etc.) to use in education.  Thus, one might expect that the more languages contained in a country, the more of them might eventually be introduced in schools.  On the other hand, it might be that too many languages would make the cost and logistical challenges of using them overwhelming.  Thus a country with many languages might be a likely candidate for maintaining a European language as a neutral, unifying force in education.  These are opposite functionalist expectations, but, as will be shown, neither is corroborated by the case evidence.

Some scholars, noting a general increase in African governments’ attention to local languages, have attributed it to bargaining between domestic actors, where politicians trade language concessions for electoral support.
 As countries become more democratic, this theory goes, they are more sensitive to minority group demands in order to woo these votes.
  Having spent time in Cameroon, Senegal and Ghana studying this question, I can say with confidence that the introduction of indigenous languages into schools is not a democratic response to a popular groundswell demanding education in local languages. In fact, public sentiment actually prefers English or French to local languages for formal schooling. If this is the case, why are many governments taking a likely expensive and potentially explosive decision to promote local languages in schools?

More complex than functionalist responses to policy failures or to language demographics, and more encompassing than domestic bargaining, I maintain that a complete explanation involves international elements and the diffusion of ideas. One way of analyzing an ideational phenomenon is to use the literature on epistemic communities.
  According to Peter Haas’s commonly cited definition, an epistemic community is “a network of professionals with recognized expertise and competence in a particular domain and an authoritative claim to policy-relevant knowledge.”
 Haas and others after him have used the descriptive tool of epistemic communities to capture the causal chain that leads from ideas to policy.  

I will try to show that the recent attention to local language instruction in francophone African countries can be traced to the writing and advocacy primarily of French linguists at a certain point in time, who exercised influence over the leadership of la Francophonie.
  Their influence changed the perception of French and other francophone leaders regarding the utility of local languages in education and caused them to include this element consistently in their education strategy for Africa.  The causal chain is as follows:
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The paper will address only the first part of the chain:  the link between the epistemic community and la Francophonie.  The influence of the la Francophonie on African governments and the connection between African governments and the formulation of language policies are the subject of future papers.  In addition, the contrast between the existence of this epistemic community in the francophone world and the absence of such a cohesive community in the anglophone world must be established.  For now, I propose that the lack of agreement within an epistemic community in the anglophone world has led to ambivalence in support for mother tongue education emanating from the North, and an irregular application of indigenous language policies in anglophone Africa.  The division, at root, is a result of one community’s language (French) facing threat of decline and the other community’s language (English) growing exponentially in use.
In the remainder of the paper, I will briefly outline three cases of recent language-in-education decisions made in Africa, test the relevance of bargaining and functionalist theories to explain them, introduce my own theory, and finally touch on a broader field of cases to see if this explanation extends beyond these three countries.  

Cases of Changed Language Policy

Colonial Background

British colonial policy left much latitude in the use of local languages in education.  This was for two reasons.  First, education in British Africa began as the domain of missionaries, primarily Protestant, whose evangelization efforts were built on reaching Africans through their native languages. These missionaries were relatively independent of British oversight.  Second, the British government was influenced by the recommendation of the Phelps-Stokes Commission, which had visited various territories in Africa in 1920/21, and suggested that schools adapt to local realities, including using local languages.
  

The elements to be considered in determining the languages of instruction are (1) that every people have an inherent right to their Native tongue; (2) that the multiplicity of tongues shall not be such as to develop misunderstandings and distrust among people who should be friendly and cooperative; (3) that every group shall be able to communicate directly with those to whom the government is entrusted; and (4) that an increasing number of Native people shall know at least one of the languages of the civilized nations. … [T]he following recommendations are offered as suggestions to guide governments and educators in determining the usual procedures in most African colonies:

1. The tribal language should be used in the lower elementary standards or grades.

2. A lingua franca of African origin should be introduced in the middle classes of the school if the area is occupied by large Native groups speaking diverse languages.

3. The language of the European nation in control should be taught in the upper standards.

Government policy thus endorsed mission practice, and subsequent government schools maintained the use of local languages in the first years of primary school.

French colonial policy was very different.  Missionaries, primarily Catholic, operated under the assumption that the French language was part of the civilizing “package” they offered to the Africans. These missionaries also worked in close partnership with the colonial authorities, and the goal of these leaders was clear. Governors-General of French West Africa described their education objectives:
 

The goal of elementary teaching is the diffusion among the indigenous people of spoken French.  The French language is the only one to be used in schools.  It is forbidden for teachers to allow their students to use local speech.”

French must be imposed on the largest number of indigenous people and serve as the vehicular language in the entire expanse of French West Africa.  Its study is obligatory for future leaders. But our contact doesn’t stop at leaders.  It penetrates deeper into the masses.  So we need to spread another layer of spoken French.  We must be able to find even in the farthest villages, along with the leaders, at least a few indigènes that understand our language and can express themselves in French without academic affectation.  With soldiers free and available in the villages, this goal can be easily and rapidly attained.  Multiply, then, preparatory schools, call as many children as possible and teach them to speak French.”

The assimilationist language policy of France thus contrasted with the British policy of cohabitation.  At independence, obtained by most African colonies around 1960, it is not surprising that all French colonies save Guinea opted to keep French as the language of instruction in schools.
  Of the former British colonies, all save Sierra Leone and Zambia continued the practice of using local languages in the first years of primary school.

Nearly three decades later, the language-in-education landscape was virtually unchanged.  In its landmark 1988 report, “Education in Sub-Saharan Africa. Policies for Adjustment, Revitalization, and Expansion,” the World Bank devoted a few pages to assessing language-use in education in African countries.  The Bank observed that of the 15 former British colonies, 13 of them (87%) were using one or more African languages in education.
  Of the 15 former French colonies, only four were using one or more African languages in their primary education,
 and one of these was Senegal, whose inclusion is suspect given that its experimentation with languages was abandoned after two years. Depending on whether Senegal is included, then, 73 to 80 percent of former French colonies were using only French in primary schools by 1988. The weight of colonial history was still very much in force. 

One would expect this historical precedent to continue, at least in broad terms.  But the opposite has in fact been true.  We will see this in the three summary cases that follow.  These cases were selected because they vary widely in demographic composition, allowing this to be included as a potential explanation.  Cameroon, a diverse country in Central Africa, has a population of just over 14 million.  Of its 286 living languages, 120 of them have 10,000 or more mother-tongue speakers, and 16 of these have 100,000 speakers or more.
 There are a few languages that serve as somewhat vehicular for different regions, such as Fulfulde for the northern states and Beti/Bulu for the central region, but there is no language that covers a majority of the population or country as a whole. 

With a population of just over 9 million and only 36 living languages, Senegal seems a more manageable language map. This is particularly so when one considers the role of Wolof as vehicular language. Wolof not only has the largest percentage of mother-tongue speakers (38 percent of the population), but experts estimate that in fact 90 percent of the population can speak the language as a first or second language. 

Falling between Cameroon and Senegal in terms of linguistic diversity, Ghana’s 19 million inhabitants boast 79 living languages, 53 of them with more than 10,000 speakers. Though Akan-speakers can be grouped together because their dialects are mutually intelligible, colonial and missionary history have treated the dialects and peoples differently, resulting in a distinction in orthography between three languages: Fante (29% of the population), and two versions of Twi. Along with Fante and Twi as major languages, one finds Ewe, Dagaari and Dangme.  Thus, Cameroon represents a country with no dominant language, Senegal a country with one dominant language, and Ghana a country with several competing languages.  In these divergent settings, we will explore policy decisions made about the place of local languages in education.

Cameroon

Cameroon’s experiment with mother tongue education began in academic year 1979-80, when the idea was “collectively emitted” by a group of linguists at the University of Yaounde.  Some of these linguists were also foreign missionaries, teaching courses at the University as part of their service to Cameroon’s languages.  The mission organization to which they belonged, Société Internationale Linguistique (SIL),
 supported the endeavor financially and materially long before the government was involved.
  At the head of the indigenous effort was Maurice Tadadjeu, a Yemba-speaker with a passion for language development, who had devised a linguistic vision for his country on which was based his doctoral dissertation in the United States in the mid-1970s. The mother tongue instruction began in 1981 with two private Catholic schools, and expanded quickly to include Protestant schools as well.
Currently, 287 schools are involved in the mother tongue program, and more are being added each year. These 287 schools, however, represent less than three percent of Cameroon’s 9,832 primary schools.
 Of the experimental schools, 57 percent are private and the remainder public. This ratio has shifted dramatically from the beginning of the experiment. Particularly since the Education Orientation Law of 1998, which called for local language promotion in education, public schools have been more willing to try the program.

This 1998 law built on the indigenous language text found for the first time in Cameroon’s 1996 Constitution: “The Republic of Cameroon adopts English and French as official languages with equal value.  It guarantees the promotion of bilingualism in all reaches of the territory.  It works for the protection and the promotion of national languages.” 
 While weak, this wording was significant in paving the way for the 1998 Education Orientation Law, which was a more pointed declaration of government support for the use of local languages,
 and the Ministry of Education’s most recent National Action Plan for Education outlines the specific integration of languages into the entire school system.
 

Senegal

With relatively few languages and a dominant vehicular language in Wolof, Senegal’s demographics contrast dramatically with those of Cameroon. Like Cameroon, however, its education policy was the same after colonialism as during:  to use the French language from the first year of primary school.  

An education reform law in 1971 spoke of the introduction of national languages
 in schools, but only a very brief experiment between 1979 and 1981, primarily with Wolof, was ever conducted.  During the Etats Généraux of 1981-84, there was general agreement on the importance of using national languages in education, but, according to participants and analysts, it consisted only of theory and included no concrete plans for implementation.  Importantly, the teachers’ union was vocal on the need for education reform.  The Secretary-General of the Teachers’ Union was Mamadou Ndoye, who would later assume an important position in government.  He was particularly convinced of the utility of using local languages in education.

By 1991, the government had created a Ministry of Literacy and National Languages, but this was largely meant to be a marginal post, and its first Minister was a representative of the opposition party.  Meanwhile, Ndoye had formed a non-governmental organization to promote literacy, which used national languages in its non-formal education efforts.  When he was named Minister of Literacy and National Languages in 1993, he could point to past successes using local languages in informal education as he pushed strongly for their inclusion in formal education.  He was adept at working with outside funders, and the budget for his ministry increased dramatically in 1995 when “Basic Education” was added to his portfolio.

By the time of his departure in 1998, Ndoye had put in motion a program to promote national language instruction at the heart of the Ministry of Education.  A 1999 government decree revived a languishing Department for the Promotion of National Languages, 
 which was seen as the “decisive turn” toward the real integration of Senegal’s languages in education.

The “Rentrée” of 2002 saw the beginning of Senegal’s 6-year experiment, starting with six languages and adding more each subsequent year. So far, only 153 schools are involved, all of them public.
  There is some concern on the part of academics at the fast pace of the reform, but there is no doubt that the government is convinced of its necessity.

Ghana

Formerly the Gold Coast, Ghana was the model British colony.  It had some of the highest literacy rates of any British colony at independence.  Kwame Nkrumah, Ghana’s well-known first leader, was both a nationalist and a pragmatist.  Though he followed the British colonial policy that called for using local languages in the first years of primary school, he believed that English proficiency was the highest mark of education, and he mandated an experiment in English-only private schools in the capital of Accra from 1951/52 to 1963 (Accelerated Education Policy).  The local language policy for the rest of the country was consistently stated strongly, and a Bureau of Ghanaian Languages was instituted in 1951 to facilitate writing in 9 (now 11) Ghanaian languages.  The government’s commitment to languages was demonstrated in the early 1970s, with the establishment of a Language Centre at the Universit of Legon (1971), the Ajumaku School of Ghanaian Languages (1973), and the Department of Ghanaian Languages at Cape Coast University (1974).  During the 1990s, however, each of these institutions has either changed focus or retrenched. 

  In 1994, the subject of “Ghanaian language,” previously mandatory in the curriculum, was made elective at the Senior Secondary School level and was no longer included as a required exam subject.  In contrast, around the same time, the German cooperation agency, GTZ, began providing a massive influx of textbooks in the languages of Twi, Ewe, Gonja and Dagbani, responding to years of complaints about lack of materials for local language teaching. In 1999, the Presidential Commission for Education, made up of academic advisors, after a four-year stock-taking review, recommended the strengthening of Ghanaian language use in primary education.

Despite this material and theoretical support, in October 2001 the new Minister of Education, Christopher Ameyaw Akumfi, announced that the Ghanaian language policy was being reversed, and henceforth education would be given across the country in English only.
  Christine Churcher, Minister of Girl-Child, Primary and Secondary Education, and member of the Education Committee in Parliament, defended her strong advocacy of the English-only policy as well:  “Why sacrifice our children on the altar of local languages?  Why deceive ourselves?  Our children will eventually have to take their exams in English.”
  The rationale was thus presented in simplistic terms as a choice between English-medium or Ghanaian language-medium schools to a public eager to embrace any change that promised to help their children improve their academic performance.

Analysis

We see, then, that Cameroon and Senegal, two francophone countries, have recently made significant policy changes in favor of using local languages in education, while Ghana, an anglophone country, has reversed its own policy that historically favored the use of local languages. To analyze the alternative hypotheses for explaining these changes in language policy, I have put them in a grid.  If they had any predictive power across cases, one should see “yes” answers in all three columns.  

	
	Cameroon
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	Historical
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No


	No
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	Contractual
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No
	No

Yes

Yes
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All three theories fail consistently to explain the cases.  The most uniform response is in the historical category, and it is steadily opposite the expectation. Demographics do not have much predictive power either; mother tongue experimentation is seen in settings with many languages as well as in those with few.  The functional response to failure does not hold across the cases; while Senegal had low educational achievement that presumably demanded change, Cameroon and Ghana had relatively successful education systems and still changed their policies.

The contractual, or bargaining, explanation also fails to explain all three cases.  If the theory were to fit, one would expect that the decision to use local languages in education would come after a change in government. It would be an indication of an elected government providing concessions to a constituency that brought it to power.  The policy change only came after government alternation in the case of Ghana.  Cameroon’s government has been the same since 1982, and though Senegal’s government changed before the actual implementation of the policy, the mother tongue program had been put in motion well before the new government’s election.  To fit the bargaining explanation, one would also need to see the existence of democratic channels for citizen influence on policy outcomes.  These channels are marginally open in Senegal, more so in Ghana, but virtually closed in Cameroon. Finally, for the bargaining theory to be correct, one would expect to find advocacy by leaders of language groups on behalf of their languages.  Though in Senegal the Pulaar have organized themselves into a pressure group, other language groups have not.  In Cameroon, language is not an issue on which groups have organized to gain concessions, and in Ghana, there is very little support from any circles except academic ones for local language use in education.

Thus, the functional and contractual theories are erratic in their explanatory power, and the historical explanation is exactly opposite the expectation.  This latter observation is consistent with the theory I propose. 

Ideational Theory

Rather than a functional theory or one that solely considers domestic interaction, I suggest that the international context must be incorporated as the central element in the explanation for these unexpected outcomes.  The opportunity for change opens for African governments not because of pressure from their own citizens, even if that may have existed for a long time, but because of an altered strategy in the government of its former colonizer.  And that strategy has been influenced by the writings and advocacy of a group of intellectuals, or an epistemic community.  

The methods proposed for studying epistemic communities are fairly straightforward, if laborious.  A researcher is to 1) identify community membership; 2) determine the community members’ shared principled and causal beliefs; 3) trace their activities and demonstrate their influence on decision makers at various points in time; 4) identify alternative credible outcomes that were foreclosed as a result of their influence; and 5) explore alternative explanations for the actions of decision makers. It is the third item on the list that is most important and, perhaps paradoxically, least developed in existing literature.  Haas offers several propositions for the conditions under which an epistemic community will be most influential.
 He admits that this list is both descriptive and prescriptive, and perhaps for that reason, the items in it are not really parallel.  I have taken two of his propositions as most useful to my own study. 

The first in his list is the necessary presence of a crisis situation, which generates a search for new sources of policy advice.  This is corroborated by the literature on agenda-setting, which asserts that crises provide opportunities for new solutions – solutions that may have long awaited their appropriate problems – to be considered.
  A second proposition (a combination of three of Haas’s) is that epistemic communities will contribute to the adoption of policies they favor when they gain personal access to decision-makers and/or significant bureaucratic control themselves. 

While these elements would obviously increase the likelihood of influence, there is no clear indication of exactly how one is to demonstrate this influence.  In the following section, I will describe the crisis that precipitated the search for expert advice, outline the parameters of the community and their shared beliefs, and then trace their activities and institutionalization within the French multilateral and bilateral bureaucracies to exhibit their likely impact.  While this is not completely satisfactory in establishing their influence, I will suggest further ways that I think this could be accomplished.

Crisis Demanding Expert Advice

There were two general crises concerning Africa that came to a head around 1990.  First was a crisis in economic development and second was a crisis in education.  These implicated France directly because francophone Africa represents her largest potential market for consumers of French products and culture.  Unfortunately, Africa had the worst record of economic development in the world; most countries were growing more slowly than they were in the 1960s, and many had negative growth rates.  The World Bank had recently pointed to the direct connection between education “capital” and development, and Africa also had the lowest average literacy rates and enrollment rates in the world.  Thus, it was logical to assume that Africa’s potential for development rested centrally on its ability to improve its education.

These crises, however, were fairly generalized across Africa, even if perhaps more pronounced in francophone countries.  Several conferences were convened to address the education issue.  Beginning in 1990, UNESCO, UNDP, UNICEF and the World Bank sponsored the World Conference on Education for All in Jomtien, Thailand. Article 5 of the ensuing Jomtien Declaration’s Framework of Action to Meet Basic Needs includes a statement that: “Literacy in the mother-tongue strengthens cultural identity and heritage.”  Since then, the idea of mother tongue education has become an explicit recommendation at international gatherings. At the Intergovernmental Conference of Ministers on Language Policy in Africa (Harare, 1997), the participants declared themselves convinced “[o]f the necessity and urgency for African States to adopt clear policies for the use and development of mother tongues as well as community languages, national, inter-African and international languages,”
 and set out policy guidelines for implementation. At the 2000 World Education Forum held in Dakar, Senegal, mother tongue education is cited as one of nine good practices and successful policies for the African context.

Yet, despite the attendance of most ministers of education at the same conferences, the mother tongue message did not reach all countries evenly.  Some former British colonies, notably Ghana, have actually reversed their long-standing mother tongue policy. Others, such as Kenya and Botswana, are opting for earlier introduction of English. The Commonwealth, a grouping essentially of the United Kingdom and its former colonial empire, issues policy statements and goals.  Some of these make reference to promoting multiculturalism and heritage, but there is no mention of the language issue in its activities or achievements.
  The communiqué issued after the November 2000 meeting of Commonwealth Education Ministers in Halifax, Canada revealed its ambivalence.

The Commonwealth’s counterpart, however, the International Organization of la Francophonie, is a different story.  While the crises of development and education in Africa provided a general environment of openness to innovative solutions, the more proximate crisis was felt directly by France and specifically relates to the outcome to be explained.  At the beginning of the 1990s, France was confronted with the hard facts of its tenuous linguistic position.  France keeps careful track of the diffusion of its language and culture worldwide.
 In accounting for numbers of French language speakers, its former colonies in Africa traditionally made up the highest percentage in terms of population, even if there was always acknowledgement that all Africans might not be fluent in this foreign language.  But in 1991 a book was published that exposed the faultiness of traditional thinking about the prominence of French in the francophone world. 
  The firm belief that Africa comprised a viable body of French speakers began to crack.  Combined with the abysmal education achievement in francophone Africa, and given Africa’s population growth, the bottom line was that the percentage of francophones in the world was actually decreasing.  

There were really two problems: one was the failure of French language-learning in school, and another was the lack of diffusion of French outside of the school setting.
 The Conference of Ministers of Education in Francophone countries (CONFEMEN) had also undertaken a multi-country study from 1986-1991 involving 10 African countries, trying to find out where, when and how much French was being used. According to the study, students used French 95.95% of the time in class, but only 29.18% with their friends outside of class, and 10.73% with their brothers and sisters.
  This was the real crisis for France – the prospect of a decreasing population of French-speakers – and it opened the way for innovative suggestions from a community of experts.

Parameters of the Epistemic Community

The epistemic community in this case is a network of linguists in France, Canada and Belgium, along with some representative members from Africa. It is most influential within the umbrella of the International Organization of la Francophonie (“la Francophonie”). La Francophonie, comprising 55 members, grew out of the French colonial empire after the independence of Francophone Africa.  It is a grouping of countries that share the language of French in common, and its purpose primarily is to ensure that the French language and culture continue to thrive in a world undergoing Anglicization. La Francophonie has biennial summits, a permanent High Council, a Secretary General, and a principle operator, l’Agence Intergouvernementale de la Francophonie (AIF), headquartered in Paris.
  A secondary operator, l’Agence Universitaire de la Francophonie (AUF), which groups French- or partially French-speaking universities, has its headquarters in Canada.  All of the linguists in this epistemic community are part of la Francophonie, and their influence has been upon its leadership in the AIF. 

In 1987, Robert Chaudenson, a French linguist, began an organization called LAFDEF: (Langues Africaines, Français et Développement).  In 1989, this private entity was folded into the independent, though AIF-funded, CIRELFA (Centre International de Recherche et d'Etude en Linguistique Fondamentale et Appliquée), based in Canada. Chaudenson was elected its secretary until 1994.  There were 49 researchers in total: 34 of them came from 13 African countries and 15 came from France, Belgium and Canada.
  CIRELFA can be considered the center of the epistemic community’s activity and the beginning of their bureaucratic “infiltration.” 

Working parallel to the community of researchers in CIRELFA was a group of scholars at Université de Mons-Hainaut (Belgium), notably Michel Wambach, Germaine Forges, Alain Braun and Raymond Renard.
 Wambach is cited for his development of “la pédagogie convergente,” (complementarity between mother tongue and second-language learning) first used in Mali, and now recommended for much of francophone Africa. 

The scholars in this community of ideas shared two principled beliefs.  First, French should be protected from domination by English.  Second, African languages should be studied and documented, but emphasis should be placed on large, vehicular, or transborder languages.  They also shared several causal beliefs.  One was that a child learns best in his first language.  Another was that a child learns a second language better if he begins in his first language.  And finally, they believed that the “development message” can only be transmitted if it is spoken in local languages. Aside from promoting these ideas, the common policy enterprise of this community was to increase the diffusion of French and stem the homogenizing tide of English. 

I will argue that this community of experts, which was writing in a relatively concerted fashion by the late 1980s/early 1990s, found a niche in a previously underutilized research arm of la Francophonie.  From here, it produced several writings in quick succession, “bombarding” the leadership with critiques of its inaction on matters of language in education.  Because of the existing  crisis of French, these critiques and suggestions found a more ready audience than in years past, and actions eventually followed changed rhetoric within la Francophonie.  The table below depicts in short form the timeline of action and reaction that I will elaborate.

	Date
	Action of Community
	Impact on La Francophonie

	Pre-1989
	Not coherent


	No mention of African languages in education in Etat de la Francophonie dans le monde

	1989
	LAFDEF folded into CIRELFA

1989 Vers une Révolution Francophone? [Chaudenson]


200 distributed at 1989 Summit
	Dakar Summit promotes French and African languages as“functionally complementary” for the first time. Strong, new rhetoric.

	1991
	La Francophonie: réprésentations, réalités, perspectives [Chaudenson]


200 distributed at 1991 Summit
	

	1992
	Multilinguisme et développement dans l’espace francophone [Baggioni, Calvet, Chaudenson, Manessy, de Robillard]
	

	1993
	L’ecole du Sud [Chaudenson]

“Francophonie et géopolitique” [Calvet]
	Etat de la Francophonie dans le monde recognizes importance of African “partner languages”

	1994
	Report: pédagogie convergente in Mali [Wambach]
	

	1995
	Vers un outil d’évaluation des compétences linguistiques dans l’espace francophone “Langues et developpement” 
	AUPELF recommends building on vehicular national languages; linguistic transfer from first to second language; pédagogie convergente

	1996
	
	French Cooperation documents link diffusion of French to defense of plurilingualism

	1997
	
	Hué Charter includes: 

· Dangers of globalization; French alliance with her partner languages.  

· Proposal for action: policies that support national languages & French

· Funding promised to countries choosing to teach national languages

	1999
	
	Moncton Summit Declaration

Creation of new agencies:

- Direction des langues et de l’écrit at AIF

- CIRELFA transformed to CIFLA

- Language Network in AUF

	2000
	Mondialisation: La langue française a-t-elle encore un avenir?  [Chaudenson]
	Haut Conseil:  la Francophonie is “at the center of a crusade in favor of plurilingualism”

	2001
	Les langues dans l’espace francophone: de la coexistence au partenariat [Chaudenson, Calvet]
	

	2002
	
	Beirut Summit Declarations


Actions of the Community 

Writings in the 1960s, 70s and early 80s by Africans and sympathetic French nationals with regard to the neglect of African languages were radical in tone and content.
 They posed French against African languages and situated their arguments in terms of liberation, nationalism, and the inherent worth of minority languages versus the intrusion and irrelevance of French to local populations:  “French cannot be the official language in most francophone African states because it does not correspond to any real needs.”
 Obviously, these were not welcomed by defenders of French.  By the late 1980s and early 1990s, however, when the epistemic community began to take shape, writings instead focused on practical reasons for use of African languages – educational achievement, development, and most importantly, a link to French acquisition.
 

Two books stand out as marking the beginning of the influence of this group.  One was by Robert Chaudenson, entitled 1989: Vers une Révolution Francophone?  In it, he paralleled the French Revolution in 1789 with a new moment of revolution within the French-speaking world. If the French Revolution was about a crisis of language, and “vulgar” French eventually triumphed, the current crisis of French would only be resolved by building on minority languages. He writes in colorful, non-technical language: “If you throw 100 babies in a pool, it is likely that a few of them will find a way out and escape drowning … but one doesn’t deduce, in general, that this is the best way to teach them to swim,”
 referring to the method of teaching children French from the beginning of primary school.  And later he writes:  “Current official doctrine is the following:  ‘Everything French for Everyone;’ the current result, effectively, is ‘Nothing for Anyone.’
 The book was distributed to the 200 participants at the 1989 Francophonie Dakar Summit. 

The second book was also published under the direction of Chaudenson, but was the result of CIRELFA’s collaborative work on a “grille d’analyse” (analytic grid).  This “grille” could be presented graphically, showing the radical inconsistency between official status and actual use of French in most of francophone Africa. These findings were published and disseminated in 1991 to the 200 participants at the Francophonie Chaillot Summit under the title: La Francophonie: représentations, réalités, perspectives. This allowed France in particular to see clearly the reality of its failure in Africa. The book’s conclusion makes transparent its goal: “Political decision makers (experience has shown) rarely have the time to read a 200-page book; it is thus imperative, if one wants a chance to be heard, to present them with such realities in a more concise and striking form.  This grid permits the presentation, in just one page, and thus the inclusion in just one glance, of all the real situations of French in the entire francophone sphere.”

Between 1989 and 2000, 30 books were published between CIRELFA and LAFDEF, and a triennial bulletin from CIRELFA was disseminated to policymakers. These continued to show, theoretically and through case studies, the weakness of French proficiency and the paradoxical necessity of local languages for the preservation of French. L.J. Calvet (1993) stated starkly: “Currently only about 10% of francophone Africa speaks French, and many have recognized quickly that if this rate continues, the international position of French will be changed dramatically.  The future of French is linked to that of African languages…  Without a linguistic policy playing on this complementarity, there will not be a future for French…”

Meanwhile, Michel Wambach, a Belgian linguist, and his team from the Université de Mons-Hainaut conducted a research/action project from 1985-1993 on the “pedagogie convergente” in Mali.  The results of his project (published in 1994) showed that children learn better and learn French better when they begin in their mother tongues.
  This team conducted workshops and seminars for educators, policy-makers and linguistic researchers.  Also at the Université de Mons-Hainaut was Raymond Renard, supported with a Chair by UNESCO’s Linguapax program, whose mandate was to advocate for local language use in education.

Impact of Community’s Actions

The effects of these writings and seminars can be discerned within la Francophonie in two ways:  changed discourse and changed action.  

Discourse

At the founding of la Francophonie (then ACCT) in Niamey, Niger (Feb 1969) and the subsequent General Conference defining its objectives (March 1970), the only language mentioned in proceedings and subsequent reports was French.  At the General Conference in Mauritius (1975), however, African languages were mentioned along with “national cultures.”  According to one commentary on this reference: “National languages should be promoted, but one didn’t know where, when, or how, and certainly this promotion was envisioned in a way completely independent of the policy in favor of French.”
 Subsequently, a program entitled “Promotion des Cultures et Langues Nationales” was created, and several projects launched, which were intended to document the multilingual landscape in Africa.
  These were all concerned with categorizing and describing, rather than using the languages in any significant way. 

At the 1989 Francophonie Dakar Summit, it appeared that African languages would be revitalized. The Summit inaugurated a Decennial Plan for Linguistic Management, which talked about French and African languages in terms of “functional complementarity”
 for the first time. The conference was particularly clear on the link between mother tongue learning and second language acquisition:  

“We now recognize the inadequacy, in the context of French as a second language, of the methods conceived for the teaching of French, a foreign language, as those inspired from French as a mother tongue.  We admit from now on that it is necessary to take into account the sociolinguistic environment to determine the language needs of learners.  One who does not master his mother tongue encounters difficulties with a second language…. Because of the costs involved, but not only because of that, school cannot be the exclusive site of educative action.  The environment needs to be an extension of the school, notably for the learning and mastery of the mother tongue.  Television and radio can usefully support this paracholarly activity.”
   

The elements of French teaching, of sites of learning outside of school, and of audiovisual techniques echoed precisely the language used by the epistemic community in its writings.

Despite this rhetoric emanating from the conference, however, direct financing in support of language use in education was not forthcoming.  Largely a result of turf wars between leaders of the ACCT (now AIF) and AUPELF (now AUF), much of the financial provision for linguistic programs was taken away from the ACCT and responsibility given to AUPELF. 
  The members of the epistemic community agree
 that the years 1990 – 1997 were disappointing in terms of actual progress on matters of partner languages.  Paradoxically, this deficit provided the opening for LAFDEF and CIRELFA to step up their combined writings.

Despite the lack of action, I contend that the changed discourse emanating from the leadership (e.g. “Northern” members) of la Francophonie after 1989 was heard loudly in Africa.  In the 90s, we see the start or expansion of several local language education initiatives in francophone Africa, which would not have been attempted in the decades before.  

More recently, the rhetoric of la Francophonie in favor of African languages has become stronger, and actions have begun to follow. Though France is well known for its pride in and promotion of its own language, it has recently declared itself at the “center of a crusade in favor of plurilingualism.”
  This change is evident in its yearly report, Etat de la Francophonie dans le monde.  In 1987, one finds no mention of African languages in education at all.  In 1993, the publication recognized the importance of African “partner languages,” and several paragraphs were dedicated to the need for complementarity between these languages and French.  Subsequent publications continue to reinforce this changed strategy.

The language used in the recommendations of the 1995 Etats Généraux of AUPELF (the grouping of French-speaking universities, now AUF) also reflects exposure to the writing of the epistemic community:  “The method for teaching French as a second language in a multilingual African setting must be built solidly on vehicular national languages in order to assure the psychological unity of the the student and to facilitate his linguistic transfer from the mother tongue to a true second language.  It is advantageous to use a proper compared or convergent pedagogy, which permits the graduate evolution from the known to the unknown through a progressive unveiling of the general nomenclature of a second language.”

Beginning in 1995, the “crisis of French” assumed greater urgency.  This was because of the rising tide of globalization (which the French refuse to translate as “globalisation,” finding it too anglicized, choosing instead “mondialisation”) and the accompanying diffusion of English. “Certainly the question of the anglo-American, and more specifically, that of the form of anglo-americanization that seems irresistibly to pull globalization, and the crushing political and economic domination of the United States are not evoked explicitly, and even less denounced, but the idea is latent everywhere.”
  The Francophone Summit at Cotonou marked a “firm will to radiate la Francophonie throughout the world” to defend against Anglo hegemony, and the “Plan d’urgence pour le français” put forward by France at the Summit in Hanoi (1997) demonstrated even more clearly the peril perceived by France.  The restructuring of the Organization of la Francophonie at this Summit, as well as the welcoming of several new (hardly French-speaking) states into the Francophone fold were further evidence of attempts to squarely confront globalization.

It was the 1997 Francophonie Summit in Hanoi that marked a “decisive shift” toward real support of African languages in the eyes of experts.
  The Hué Charter included the following statement: 

Globalization is not beneficial for all.  It is built on a general marketization that erases identities and imperils the existence of all languages…the francophone movement confronts this challenge in proposing another way of thinking about the world…French can be a vector of hope…by making alliance, notably as a second language, with all the languages in her bosom...

Among its proposals for action were 1) the construction of a plural francophonie for a linguistic management that leads to multilingualism; 2) the putting into place in each member state where French is not the mother tongue, policies of linguistic planning supporting national languages as well as French, which should be taught as a second language.
 

The relationship between French and African languages has been described as evolving from “apartheid to partnership.”
 In an astounding shift from colonial and much post-colonial policy, the French language has been transformed from assimilating to liberating: “Particularly in Africa, French and national languages are linked by a common destiny.  The revalorization of national languages, of African culture, passes through French, which, purged of its mark of domination, has become the language of revolt and of liberty…”
 French now promises to free Africa (and the rest of the world) from the homogeneity threatened by the English language.

Action

Even more than pronouncements in reports or at summits, creation of specialized agencies within the bureaucracy of l’AIF demonstrates changed priorities.  In 1998 came three changes within la Francophonie that indicated the bureaucratization of the influence of the epistemic community:

First, at the heart of the AIF was created a Direction of Languages and Writing.  This agency issued a policy document: Coopération francophone dans le domaine de la diversité linguistique, signed by the Administrator General of l’AIF, Roger Dehaybe, which affirmed “the right of all to French, the imperative of the promotion of partner languages, the necessity of linguistic management in plurilingual states as the consideration of the linguistic dimension in economic and social development.”
  Robert Chaudenson is now a permanent consultant to this office in his capacity as director of the ongoing series “Languages and Development.” 

Second, CIRELFA was transformed to CIFLA (Conseil international francophone des langues). This was the institutionalization of the formerly independent body, which would subsequently coordinate several networks of language research.
  Excerpts from Pour une nouvelle stratégie linguistique de l’AIF (Toward a New Linguistic Strategy of the AIF) indicate la Francophonie’s vision for CIFLA’s role in linguistic research, and again echo the wording of the epistemic community:

The Agence will from now on concentrate on partner languages in states which, having chosen French as an official language […], encounter a critical problem of education for populations whose mother tongue is not French.  This is, in terms of priority for development, human rights and establishment of democratic practice, an urgency that calls the francophone community at the highest level.

[In this context], the Agence will proceed with a reasoned choice of a limited number of partner languages, on which efforts will be concentrated, in order to avoid the dispersion of efforts […].  The promotion efforts will be limited to the large African languages, to transnational languages, and to creoles, which have the double strategic advantage of integrating the objectives of school (basic education) with those of socio-economic development. 
 

Finally, a “Network of Observation of French and National Languages” was created within AUF (Agence Universitaires Francophones).
  Its purpose was to expand upon Chaudenson’s “grille d’analyse” in order to “observe in a scientific manner la francophonie in the world today and thereby to perceive in a reliable way the variations, based on measurable and quantifiable data that are regularly updated.  The study also permits an appreciation of the respective situation of languages, particularly that of French, in function of their real utilisation in different domains of school, university, economy and politics, but also of cultural production and entertainment.”
 

Commitment to change is demonstrated with funding.  Drawing again from its Pour une nouvelle stratégie linguistique de l’AIF, la Francophonie declared that:

In every case, the Agence will link its intervention to the previous elaboration by States of the principles of a national linguistic policy or a national plan of linguistic management, it being understood that technical support will be forthcoming in the operationalization of this objective.  It is up to the states to designate themselves the languages that will be the object of particular efforts of promotion and experimentation […].

Significant support will thus be given to countries that have chosen teaching in certain national languages in the first years of study, following the principles of la pédagogie convergente, for which the effectiveness in the subsequent mastery of French has been demonstrated. 

Again, the stamp of the epistemic community is evident. It is significant that the AIF linked its interventions to preexisting elaboration of national language policies by member states themselves.  What may appear an independent decision on the part of African governments to implement a program that includes local languages in education, is likely an anticipation of significant support from la Francophonie and from France. 

It is important to consider both multilateral and bilateral funding policy.  France provides nearly half of the budget of l’AIF, even if it is only one of 55 members.  Nonetheless, the amount spent by France multilaterally is only a small fraction of its bilateral spending on Africa. These figures are not readily available from a distance, but I plan to obtain them during a research trip to France in April.  If my theory is correct, one should see more prominent mention of local languages in education in programmation documents and an accompanying increase in both multilateral and bilateral funding for such components in education projects.
Alternative Explanation

It seems clear that the ideational theory is more comprehensive than either the functionalist or the bargaining explanation because it can capture the distinction in outcome between the francophone and anglophone cases.  The above evidence has shown that there was indeed change in the ideas, perceptions and strategies of the French government regarding the languages of its former posessions in Africa. 

Even if we accept that there is something unique happening within francophone Africa, however, it still may be the case that the ideational explanation is not doing the work claimed for it.  That is, the French government may have decided to shift its policy without the influence of the epistemic community.  This is where the existing literature on epistemic communities gives no guidelines, and where this study would like to make a contribution.  A research trip to conduct interviews at la Francophonie and the Coopération Française is pending.  Here, I will try to discern the actual influence of the community of intellectuals on changing ideology in la Francophonie.  The following grid will try to make the distinction clearer:

	If one observes…
	It is evidence of …

	
	French Govt
	Epistemic Community

	Change in language of French documents regarding African languages and mother tongue education
	Yes
	Yes

	Creation of specialized agencies for study of African language instruction
	Yes
	Yes

	Increased French government funding for MT projects
	Yes
	Yes

	Meetings between Epistemic Community (EC) members and French leadership
	Maybe (front)
	Yes

	Promotion of members of EC to influential bureaucratic positions
	No
	Yes

	Evidence of circulation of major EC works in govt circles
	Maybe (front)
	Yes

	Reference to writing of EC in govt documents

· cited

· non-cited
	Maybe (front)

No
	Yes

Yes

	Mention of ideas of EC in my interviews with govt officials

· cited

· non-cited
	Maybe (front)

No
	Yes

Yes

	Citation of ideas NOT emanating from EC
	Yes
	No

	French Govt undertaking projects contradicting EC recommendations
	Yes
	No


The point of this exercise is to try to sift out the observations that could be evidence of either the French government’s independent activity OR the influence of the epistemic community from those that can conclusively point to the influence of the epistemic community.  An added complication is that some of the apparent influence of the epistemic community on government might be intentional; that is, if the government does not want to take responsibility for its change of strategy, and in effect wants to “blame” someone else, the epistemic community might be a convenient front for decisions made independently by the government.  Meetings between epistemic community members and government officials, circulation of writing by epistemic community members and their citation in French government documents and in interviews with officials might be evidence of the community’s influence, or they might simply be fronts for decisions made independently by the government.

It is difficult to find evidence that could conclusively point to the influence of the epistemic community.  Promotion of members of the epistemic community to positions of bureaucratic influence might be one piece of evidence, as this action by the government would likely be too costly to be a front.  If the government is citing the ideas of the epistemic community without acknowledging them by name, it might be evidence that they have been truly influenced by their writings, since they are not attempting to use them as a front.  

Finally, some falsifying evidence of the influence of the epistemic community might be the government’s citation of other ideas – different from those generated by the epistemic community – as rationale for their actions.  And implementation of policies that differ in substance to those recommended by the epistemic community might be another indication of their lack of influence.

Further Evidence

Obviously, my theory will be stronger if I can show that it travels beyond these three cases. If it is correct, one should see francophone countries introducing mother tongue education policies in the mid- to late-1990s, and anglophone countries stagnating or retrenching in these same policies.  Appendix I shows a very rough grid that was constructed using secondary literature
 for all cases besides the three I visited personally.  I have been told that UNESCO is working on an Atlas of language use in education for all countries, which I plan to compare with my own information and add or modify as necessary.

While any conclusions drawn can only be tentative because of the scarcity of recent data, it appears that generally the trends are in the expected directions.  Former British colonies vary in their current treatment of local languages, from Tanzania at one extreme, using only Swahili in primary education, to Ghana at the other, now using only English.  Many of the countries have remained committed to their mother tongue programs, but others – Botswana, Kenya, and Zimbabwe – appear to be favoring English over local languages for education.

In francophone Africa, the grid shows that several countries experimented with mother tongue programs in the 1970s – almost all were begun under socialist regimes for nationalist reasons and rarely were sustained after a change in government.  The most striking observation, however, is that since 1995, 12 out of the 17 cases have begun or expanded experiments in mother tongue education.  It may be that CAR, Chad, Congo or Togo can be added to the list, but I am lacking recent information.  

Conclusion

This paper has tried to show that policy outcomes in African states are still very much the product of their colonial heritage, but it is an exact reversal of what one would expect in the area of language use.  This assertion of external influence is not to deny the agency of Africans within these states, for as the brief case studies have shown, in each situation it was a critical indigenous actor who pushed his preferred policy within the national bureaucracy.  Yet it was only when France shifted its own strategy that the proverbial “window of opportunity” opened and the mother tongue advocates in francophone African countries could put their preferred policies in place.  As indicated at the outset, there are three links in the causal chain:  

Epistemic Community 
French Govt

African Govt

Language Policy

It is only the first that has been explored in depth in this paper.  The specific steps between the French government and African governments, and between African governments and their policy outcomes, have only been touched briefly.  They will account for the variation in timing and implementation of the outcomes.  Furthermore, the absence of a similar epistemic community in the anglophone world has been asserted, but not explored.  These are the subjects of my dissertation.
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Appendix 1:  Language Medium in Primary Schools 
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� “Anglophone” and “francophone” are in quotes because of the superficiality of the labels with regard to the colonial language penetration.  As will be discussed below, it is only a small minority, particularly in francophone Africa, that speaks the European language.  In the remainder of the paper, it should be understood that the designation refers to the former colonizer, rather than the language spoken by the majority of the population.


� Association for the Development of Education in Africa (ADEA), SPESSA database, compiled from UNESCO and World Bank figures, 1999.  The figure for anglophone Africa does not include South Africa, which would bring the average even higher.


� Laitin (1992) Language Repertoires and State Construction in Africa (New York: Cambridge Univ. Press)..


� Mackey (1984) sees a less benign origin of bargaining: “…the advent of linguistic irredentism, the revolt of language minorities and the rise of regionalism have engendered the practice of the politics of accommodation whereby more local languages have had to be recognized, taught and used in schools”(40).


� The literature on epistemic communities is attributed to Peter M. Haas (1990) and (1992).


� Haas (1992), 3.


� This is an association of governments that share the French language, which will be explained in more detail shortly.


� King, 56.


� Jones, 26.


� All translations are my own.  As will be seen, the emphasis is on accuracy, rather than smoothness!


� W. Ponty, 12 Nov 1912. 


� Circular of the Governor-General of AOF, 1 Jan 1924.


� Guinea was also the only colony to reject inclusion in the French Community.


� Only The Gambia and Sierra Leone were not.


� These countries were Chad, Togo, Mauritania, and Senegal (World Bank 1988, p. 44).  Senegal experimented with Wolof between 1979-81.


� These and the following language figures are drawn from SIL International, Ethnologue: Languages of the World.


� Known in anglophone circles as the Summer Institute of Linguistics.


� Between 1981 and 1987, $302,265 was given to support the PROPELCA program.  Of this, 66 percent came from Canada, 20 percent directly from SIL (money raised in U.S. churches), and the remainder came from the University of Yaounde and the Cameroonian Ministry of Research in the form of “in-kind” donations of supervision, training and waiving of course fees. Canada continued funding via SIL until the early 1990s, after which direct SIL funds became the primary support.  In 1999, Canada came back on board and continues to transmit its contributions through SIL.  The early PROPELCA program cost approximately $50,000 per year, increased to a high of about $200,000 in the late 1990s, and now costs on average $150,000 per year (Interview with Vreni Geiger, SIL Accountant, 7 October 2002).


� Annuaire Statistique 2000-2001.
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� Section 1, Art 1 (3). Constitution de la République du Cameroun, 18 January 1996.
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� Ministry of Education (2003), Objectif IV: “Amélioration de la qualité de l’éducation pour l’acquisition des compétences de lecture, d’écriture et de calcul indispensables dans la vie courante,” 23-24.  The report lists “Utilization of local languages as co-vectors for instruction and acquisition of knowledge” as the first of five goals for improving the quality of education.  It elaborates a strategy and five action points toward that end.


� The term “national language” is actually a misnomer, since it refers to a language that is spoken by everyone in a country’s territory.  Many African countries refer to their local languages as national languages, no matter how widely or narrowly they are spoken, perhaps to encourage a fait accompli.


� Decret #99-815, of 17 August 1999, completing Decret #86-877 of 19 July 1986.  This in part due to statements made by a linguist, Souleymane Faye, at an Education Forum at the Ecole Normale Supérieure.  A letter from the Minister of Education clearly recognized his role: Doc. No. 00/214/MEN/MDEBLN/DC. 7 Sept 1999.


� Interview with Mamadou Gassama, who was at that time “Conseil Technique” and Cabinet Member for the Minister of Education, 24 Feb 2003.


� Contrasting Cameroon, only 9 percent of Senegal’s primary schools are private (480 out of 5,405). The mother tongue-medium experiment touches only the public schools, and the 153 schools involved represent, as in Cameroon, just under 3 percent of the country total (Ministry of Education, Dakar, Senegal).


� Ghana’s private schools represent 19 percent of all primary schools (2,950 schools [Ministry of Education, Ghana]). This is a fairly significant number, given that private schools have always been able to opt out of the national-language medium policy, and indeed virtually all have chosen to use English exclusively from the beginning of primary.


� Interview, 17 April 2003.


� Adult literacy rates were:  Senegal: 33%; Ghana: 65%; Cameroon: 70%


� These arguments are discussed in more detail in Albaugh, “Language Choice in Education: Politics and Pragmatism in Cameroon” Paper presented at the 46th Annual Meeting of the African Studies Association, Boston (Nov 2003).


� Haas (1990), 352-54. 
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� Preamble: A Framework for Action in sub-Saharan Africa, first adopted in Johannesburg, South Africa, Dec 1999.
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� See yearly publication: Etat de la Francophonie dans le Monde, Haut Conseil de la Francophonie.


� Chaudenson (1991) La Francophonie.  Représentations, réalités, perspectives.


� Renard in AUPELF Etats Généraux, 1995.


� N’Gom, 248-9.


� Formerly Agence de Coopération Culturelle et Technique (ACCT)


� Members are named in Chaudenson (2000), 285


� Renard also was the UNESCO Chair in Linguistic Planning and Didactic of Languages in Education Systems, University Linguapax Network.


� See, for example, Moumouni (1964), Calvet (1974), Dumont (1983).


� Dumont, 48.


� Though Dumont had already recognized the complementarity between learning a mother tongue and learning a second language (Dumont, 51-53), his work was buried in a linguistics journal, and not at the fingertips of policymakers.


� Chaudenson (1989) 154.


� Ibid., 157.


� Chaudenson (1991) 191.  Grille is on page 192.


� Calvet (1993), 490. 


� This was not a new assertion.  Ayo Bamgbose (1976), a Nigerian, and Jim Cummins (1981), an anglophone Canadian, had been arguing along these lines for many years.  The point is that linguistic theory in the anglophone world was largely separated from that in the francophone world, and certainly francophone leaders would not have been exposed to these authors.


� From Calvet and Chaudenson, Les langues dans l’espace francophone: de la coexistence au partenariat (2001), 14.


� LETAC (Lexiques thematiques de l’Afrique Centrale); MAPE (Promotion des langues Manding et Peul); ASOL (Atlas Sociolinguistique); ALAC (Atlas Linguistique de l’Afrique Central)


� Actes du Sommet de Dakar, Le Projet francophone: enjeux et défis, 203.


� Actes du Sommet de Dakar, Le projet francophone: enjeux et défis, 214.


� Renard acknowledges that part of the problem was that Canada was not at all interested in “partner languages;” its concessions to native communities is very recent.  And it was the Canadian-based AUPELF (now AUF) that was henceforth charged with research and action in the sphere of partner languages.


� See Chaudenson (2000) and Renard (2002).


� Haut Conseil de la Francophonie, (2000), 59.


� Conseil Consultatif de la Francophonie (2003), 2.


� Jean Tabi-Manga, Director-General of Education-Formation at the ACCT, 228.


� Chaudenson (2000), 79.


� Ibid., 78.  Moldavia became a member, and Lithuania, Poland, Slovakia, Slovenia and the Czech Republic observers.


� Renard, 8.


� Charte de Hué, 1


� Charte de Hué, 2.


� This is the title and imagery used by Raymond Renard in his chapter for Chaudenson’s edited volume: Les langues dans l’espace francophone: de la coexistence au partenariat (2001).


� Ndiaye, Aloyse-Raymond, Vice-recteur à la régionalisation of AUF. Cited in Renard 2002, 11.


� AIF (Dehaybe), 4.


� RIFRAM – International French network; RILAC – International Network of African and Creole Languages [chargé "sur la lancée du Plan d'aménagement linguistique de l'ACCT insuffisamment appliquée jusqu'à ce jour et du Plan décennal de l'OUA sur les langues et les traditions orales africaines]; RIFAL – French and the Information Age]. AIF 2000, 10-11. 


� AIF (2000), 10-11, cited in Renard.


� http://www.odf.auf.org/index.html


� http://www.odf.auf.org/objectifs.html


� Including case studies consulted at the Association for the Development of Education In Africa (ADEA) website (� HYPERLINK "http://www.adeanet.org/" ��http://www.adeanet.org/�) and at Jacques Leclerc’s research site: Aménagement Linguistique dans le Monde (http://www.tlfq.ulaval.ca/axl/afrique/afracc.htm).
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Original

						1960		1965		1970		1975		1980		1985		1990		1995		2000		1		2

		Botswana		BR		Tswana																Earlier English						SCF				Foreign Language

		Gambia		BR																												MT Experimentation

		Ghana		BR																				English				me				MT Expansion

		Kenya		BR								local languages lost ground to English																1,				MT Generalization

		Lesotho		BR		Sesotho																										Exclusive MT

		Liberia		BR

		Malawi		BR				1964 indep; only English and Chewa										Chichewa		Attention to other languages								1, [just pronouncements SCF]

		Nigeria		BR																								me

		Sierra Leone		BR		English								1978 indigenous language pilot project										?		?

		Sudan		BR		Arabic only				1972-80: more MTs				Forced Arabicization										?		?		1, 1969 socialist regime;

		Tanzania		BR																								1, socialist

		Uganda		BR																		More attention						1, increased attention to MTs lately

		Zambia		BR				"Straight for English"												MT Program								ADEA, SCF desk paper

		Zimbabwe		BR				"White Rhodesia": apartheid																				1, shona & ndebele disprop.; English gaining

		Algeria		FR		Arabic & French												Arabic only		Arabic & some Berber								1 include?		[cut ties w/francophonie until 2002]								Arabic is classical, not spoken

		Benin		FR		1960-72: French only				1972-89: Ecole nouvelle																		1, socialist (1975-89) - some MT use in pre-schools; Recent: Cultural Charter (?)

		Burkina Faso		FR										1979: Socialist Revol						1996 - NGO experiment								1, 1979 - socialist revolution;

		Cameroon		FR										1981: SIL/NACALCO experiment								1998						me

		Central African Republic		FR								1974 - Sango & French												?		?		1, anything new recently?

		Chad		FR		1962 - intro of Arabic (classical)								1978- obligatory bilingualism (Arabic/French)										?		?		1, does Arabic count?  Recent changes?

		Congo-Brazz		FR																				?		?		1, 1973 rhetoric, no action, 1981 experiment b/c UNESCO

		Cote d'Ivoire		FR																1996 - NGO experiment								1,

		Gabon		FR																								1, get more details

		Guinea		FR						1968-74: Toure														?		?		1, recently?

		Mali		FR												1987: Pedagogie Convergente												1, check early and recent info

		Madagascar		FR		Some Malagasay				1972-85: Only Malagasay																		1, socialist revolution 1972: malgachisation

		Mauritania		FR		Arabic & French														Experimental in other langs								1, get more details for present

		Niger		FR						1972 Experimentation												1998 law						1, verify dates

		Senegal		FR										1979-81														me

		Togo		FR										1978 ewe/kabiye as subjects										?		?		1, only as subjects since 1978…recent?

		Mauritius		BR/FR				1968 indep; all languages permitted; but use Creole, French, English																				1,

		Angola		PO

		Guinea-Bissau		PO

		Mozambique		PO														Pronouncement…										SCF

		Ethiopia		IT/0

		Somalia		IT/BR						1972: Somali only				1979: Somali and Arab						?		?		?		?

		Burundi		BE						1972																		1,

		Congo-Kinsh		BE		1962-70 French only				1970																		1, 1970 authenticite (Mobutu)

		Rwanda		BE

		Namibia		GE/SA																								1, need more details; SCF says English only

		Sources:

				1. Jacques Leclerc, L'aménagement linguistique dans le monde, Québec, TLFQ, Université Laval, 31 Dec 2001.
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Edited

		

						1960		1965		1970		1975		1980		1985		1990		1995		2000		1		2

		Botswana		BR																		Earlier English

		Ghana		BR																				English

		Kenya		BR																		More English

		Lesotho		BR

		Malawi		BR

		Nigeria		BR

		Sierra Leone		BR																				?		?

		Sudan*		BR										forced Arabicization								?		?		?

		Tanzania		BR

		Uganda		BR

		Zambia		BR

		Zimbabwe		BR																		English gaining

		Gambia		BR		?

		Swaziland		BR		?

		Algeria*		FR

		Benin		FR

		Burkina Faso		FR

		Cameroon		FR

		Central African Republic		FR																				?		?

		Chad*		FR																				?		?

		Congo-Brazz		FR																				?		?

		Cote d'Ivoire		FR

		Djibouti		FR

		Gabon		FR

		Guinea		FR

		Madagascar		FR

		Mali		FR

		Mauritania		FR

		Niger		FR

		Senegal		FR

		Togo		FR																				?		?

		Mauritius		BR/FR

						Not Independent

						Foreign Language

						MT Experimentation

						MT Expansion

						MT Generalization

						Exclusive MT

		* These countries present dilemmas for coding with regard to Arabic.  Because it was classical Arabic, rather than

		spoken Arabic used early on in Algeria and Chad, I did not code it as a mother tongue.  The Arabic used in Sudan,

		however, is a mother tongue in the North.
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