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ABSTRACT 

The GEM 2021 report focuses on the role of non-state actors in education. A trend towards 

privatisation is increasing across all levels of education around the world. Several studies 

have analysed the impact of this trend on teachers, as they are a key determinant of the 

quality of education. This point of view is reflected in the framework of the Education 2030 

initiative and the establishment of a qualified teaching body is one of the three main 

measures to be implemented to achieve Objective 4 of the Sustainable Development 

Goals, as indicated in target 4.C 1. Based on this observation, and to address the issue of 

the role of non-state actors in education, our report focuses on ‘the impact of privatisation 

on teachers in Francophone sub-Saharan African countries’. 

Through the analysis of available official data and recent research developed in 

Francophone African countries, the purpose of this background paper is to look into the 

different dimensions of the teaching profession in different types of private schools (for 

elites, low-cost, faith-based, community, etc.) at the level of compulsory education. To do 

this, seventeen countries in Francophone Sub-Saharan Africa were selected (Benin, 

Burkina Faso, Burundi, Cameroon, Central African Republic, Chad, Comoros, Congo, Côte 

d’Ivoire, Democratic Republic of the Congo, Gabon, Guinea, Madagascar, Mali, Niger, 

Senegal and Togo). 

After undertaking a literature review to illustrate the main results concerning teachers in 

non-state education, data available on teachers in private schools are presented 

(characteristics by age, sex, etc.). Five main themes are then looked at in greater depth: 

certification and regulations, type of recruitment, quality of education, social dialogue and 

professionalization. The impact of these different dimensions on the quality of education 

is then brought to light. Finally, two case studies are presented; they focus on Senegal and 

Burkina Faso, provide more information on this topic and also cover these same five 

themes. 

The conclusion reflects on the effects of the increasing involvement of private actors in 

school systems in Francophone Sub-Saharan Africa and the consequences on the 

teaching profession in the countries studied. 

 



 

 

Résumé 

Le rapport GEM 2021 se concentrera sur le rôle des acteurs non étatiques dans l'éducation. 

Nous observons que la tendance à la privatisation s'accentue à tous les niveaux de 

l'éducation dans le monde entier. Plusieurs études ont analysé l'impact de cette tendance 

sur les enseignants, car ils sont un déterminant fondamental de la qualité de l'éducation. 

Ce point de vue se reflète dans le cadre de l'initiative "Éducation 2030" et la mise en place 

d'un corps enseignant qualifié est l'une des trois principales mesures à mettre en œuvre 

pour atteindre l'objectif 4 du développement durable, comme indiqué dans la cible 4.c 1. 

Partant de ce constat, et pour répondre à la problématique du rôle des acteurs non 

étatiques dans l’éducation, notre rapport s’intéresse à « l’impact de la privatisation sur les 

enseignants dans les pays d’Afrique subsaharienne Francophone ». 

À partir de l'analyse des données officielles disponibles et des recherches récentes 

développées dans les pays d'Afrique Francophone, l'objectif de ce rapport est d'examiner 

les différentes dimensions de la profession d'enseignant dans les divers types d'écoles 

privées (pour les élites, les écoles à bas prix, les écoles confessionnelles, les écoles 

communautaires, etc.). Pour ce faire, nous avons sélectionné dix-sept pays d'Afrique 

subsaharienne Francophone (Bénin, Burkina Faso, Burundi, Cameroun, Comores Congo, 

Côte d'Ivoire, Gabon, Guinée, Madagascar, Mali, Niger, République démocratique du 

Congo, République centrafricaine, Sénégal, Tchad et Togo). 

Après avoir effectué une revue de la littérature pour décrire les principaux résultats 

concernant les enseignants de l’éducation non étatique, nous effectuons une présentation 

des données disponibles sur les enseignants des écoles privées (leurs caractéristiques 

selon l’âge, le sexe, etc.). Nous abordons ensuite de façon plus spécifique cinq thématiques 

(la certification et la réglementation, le type de recrutement, la qualité de l’éducation, le 

dialogue social et la professionnalisation), puis nous effectuons une discussion de l’impact 

de ces différentes dimensions sur la qualité de l’éducation. Enfin, nous proposons deux 

études de cas plus détaillées qui portent sur le Sénégal et le Burkina Faso et qui reprennent 

les cinq thématiques mentionnées ci-dessus. 

Notre conclusion s’interroge sur les effets de la participation croissante des acteurs 

privés dans les systèmes scolaires en Afrique subsaharienne Francophone et les 

conséquences sur la profession d'enseignant dans les pays étudiés.
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INTRODUCTION 

The trend towards privatisation at all levels of education has been increasing worldwide and particularly in African 

countries since the 2000s. In Burkina Faso, for example, the share of enrolment in private education rose from 

11.4% in 2000 to 20.3% in 2018 in primary education, from 33.8% to 39.2% and from 36.0% to 48.6% from 2000 to 

2017 in lower and upper secondary education respectively. In some countries, such as Côte d’Ivoire, the share of 

private enrolments in secondary education is now in the majority1. Many studies have looked at the impact of 

privatisation on the profession and role of teachers. For instance, advocates for private schools argue that they can 

provide better quality education than public schools, thanks to the higher level of teacher empowerment, 

commitment, motivation and performance. However, the deterioration of their status and working conditions as 

well as their under-qualification and lack of participation are factors of concern for the international community. It is 

therefore important to understand the consequences that increased privatisation could have on the teaching 

profession and to identify the difficulties and main problems that could arise in such circumstances. This is even 

more important considering the challenges resulting from the recent COVID-19 crisis which has had an 

unprecedented impact on school systems worldwide. 

Through the analysis of available official data and recent research developed in Francophone African countries, the 

purpose of this background paper is to look into different dimensions of the teaching profession in different types of 

private schools (for elites, low-cost, faith-based school, community schools, etc.) at the level of compulsory 

education. To do this, we have selected seventeen countries in Francophone Sub-Saharan Africa (Benin, Burkina 

Faso, Burundi, Cameroon, Central African Republic, Chad, Comoros, Congo, Cote d’Ivoire, Democratic Republic of 

the Congo, Gabon, Guinea, Madagascar, Mali, Niger, Senegal and Togo)2. However, the analyses presented differ 

greatly according to the quality of the Education Management Information System (EMIS) in each of these countries. 

 

1. REVIEW OF THE LITERATURE IN ORDER TO PRESENT 
THE MAIN FINDINGS IN RELATION TO TEACHERS IN NON-
STATE EDUCATION 

Several studies have analysed the impact of privatisation3 on teachers as they are a fundamental determinant of the 

quality of education and of effective learning. However, the vast majority of these studies has focused on English-

                                                           
1 UIS-UNESCO: http://data.uis.unesco.org/?lang=fr 
2 Even if there are three official languages in the country including French in Rwanda, we did not select this country because instruction is mostly in English and 
French is more a foreign language. 
3 By "privatisation", we mean the process by which an increasing proportion of an education system is owned, financed or managed by non-state actors. A 
"private school" is defined as a school that is not managed or administered by the State. There are many forms of private schools and many ways for the private 
sector to become involved in the delivery of education services. 

http://data.uis.unesco.org/?lang=fr


 

 

speaking African contexts while the issue remains under-explored in the context of Francophone Sub-Saharan 

African countries. We will therefore highlight some of the research that has been conducted in the region. 

Overall, the research on basic education in Francophone Sub-Saharan Africa underlines, on the one hand, that the 

teaching situation is marked by strong adversity (e.g., precarious contracts, poor training, few career prospects) 

(Lauwerier & Akkari, 2015) and, on the other hand, that the private sector is growing (Lange, forthcoming). 

In this literature review, we will highlight three aspects of research related to teachers in the private education 

sector in Francophone Sub-Saharan Africa: 1) the effects of international initiatives, 2) the diversity of the private 

sector and teaching situations, and 3) uncertainty in the research. 

We will focus on major trends but go into detail when discussing the different dimensions of the teaching 

profession. 

1.1. Effects of international initiatives 

 

First, we would like to point out that the situation of private sector teachers in recent decades has been largely 

dependent on international initiatives. We shall focus on two initiatives—the Structural Adjustment Programmes 

(SAPs) in the 1980s and Education for All in 1990—even though we are aware that they did not quite follow the same 

logic. The SAPs had the following educational characteristics: a curtailed role for government in educational provision; 

the rationalization of its role in educational finance and system oversight; a commitment to decentralization; cost-

recovery and privatisation in higher education; increased attention to productive inputs like textbooks; and the 

movement out of more technically-oriented vocational education (Roberston et al., 2007). For instance, in Mali and 

Senegal, these SAPs led to the departure of qualified civil servant teachers in the public sector and the closure of many 

pre-service training centers (Lauwerier, 2013). After the failure of the SAPs, even if states reinvested in education, 

international aid became significant and often provided incentives for private sector development (Lange, 

forthcoming). Meanwhile, Education for All mainly focused on access to schooling through the mass enrollment of 

pupils to the detriment of the quality of education and, consequently, the qualifications of teachers in the public and 

private sectors (Lauwerier & Akkari, 2019). 

Among the concrete measures resulting from these two initiatives, Solaux and Suchaut (2002) have shown how 

“rampant privatisation” of the civil service took hold in Francophone Sub-Saharan Africa, leading to a precarious 

employment situation through the creation of a massive number of jobs for contract teachers instead of permanent 

teaching posts. In addition, the qualifications of contract teachers tend to be lower than those of permanent teachers, 

who are required to undergo in-service training and must meet requirements concerning their initial training and 

certification. Another example of concrete measures is the recognition in Senegal of Koranic schools, and thus of 

Koranic teachers, in the formal education system in order to respond to the high level of massification of compulsory 

education (Hugon, 2015). 

1.2.  Diversity of the private sector and of teaching situations 



 

 

Second, we would like to stress that there is a diversity of teaching situations among and within countries in this 

region. 

Although, as former French colonies, all of these countries have a tradition of the state playing a key role in 

education systems, they have not followed the same privatisation trajectory; some have continued to prioritize 

public education, while others have largely favoured the private sector (Lange, forthcoming). Meanwhile, within 

individual countries, the private sector is more prevalent in certain areas than others. For example, in Senegal, 

private schools are concentrated in urban areas in the western and central zones (PASEC, 2016c). Differences also 

exist between countries with regard to the private or public status of faith-based institutions. For example, unlike in 

Senegal, Mali, or even Burkina Faso where the medersas are private, in Niger they are primarily public institutions 

(Sani, 2017). 

Moreover, it is difficult to generalize the findings on private sector teachers, as there is a wide range of schools. 

Some of these schools allow teachers to work in favourable conditions (particularly with decent wages and a certain 

stability in employment); in other cases, teachers who are not registered find themselves in very precarious 

situations without any social protection insofar, as they are not entitled to leave in case of illness or maternity, and 

are systematically unemployed during the vacations) (Somparé & Somparé, 2018). In Mali, teaching conditions differ 

based on the type of private school and the geographical area, especially in non-formal education (Lauwerier, 2010). 

This diversity is also reflected in the quality of education. For instance, in Burkina Faso, in the first year of primary 

education, Catholic private schools stand out from other types of schools because they have a positive and 

significant effect on the student’s test scores, which can be explained in part by the assiduity of their teachers who 

manage to cover the curriculum. In the fifth year of primary education, Muslim private schools stand out due to 

their negative and significant effect on scores. One of the reasons for this is the low qualification of their teachers 

(PASEC, 2015). 

 

1.3. Uncertainty in the research 

Third, there is little research regarding private sector teachers, leading to a vagueness in the conclusions. For 

instance, as Chudgar (2020) points out, the general consensus is that government teachers receive higher salaries 

than private school teachers. But beyond salary comparisons, we have limited understanding of teacher working 

conditions in the private sector. This vagueness stems from contradictions in the research findings, which are 

interpreted in a different way depending on whether one is a detractor or defender of the private sector. 

A great deal of research has emphasized the value of developing the private sector because it is believed that better 

performance is achieved (PASEC, 2015) and teachers are more conscientious in this sector. For example, according 

to Lauwerier, Bruening and Akkari (2013), private sector teachers in Benin fear the instability of their positions 

because they do not have fixed-term contracts; as a result, they are rarely absent, and they do their utmost to 

ensure that their pupils perform better than those in the public sector. For instance, if the students’ evaluation 

results are bad, the principals of private schools may decide to dismiss the teachers. 



 

 

However, research also shows that the growth of privatisation can have a negative impact on teachers’ working 

conditions, namely, increased job insecurity due to higher number of fixed-term contracts and excessive hours and 

workload. In addition, the massive employment of unqualified and untrained teachers to meet the growing 

education system demand and address teacher shortages can have a negative impact on the quality of education 

(Locatelli, 2018). 

The vagueness in the research is also reflected in multiple overlaps between the public and private sectors, making it 

difficult to reach simplistic conclusions. For instance, public sector teachers in many countries also work in the 

private sector to supplement their income (Lauwerier, Bruening & Akkari, 2013). Private sector teacher in Burkina 

Faso may also benefit from public resources, especially in terms of training. For instance, medersa teachers in 

Burkina Faso can be officially trained in public centers (Cissé, Compaoré & Pilon, 2019). In the same line of thoughts, 

in Benin, it was decided to reverse the status of community teachers and local contract teachers to give them the 

status of state contract staff so that they also have access to training programmes (République du Bénin & UNICEF, 

2012). 

In conclusion, there is a need for further research on private education in general, and on teachers in particular, in 

these countries. 

 

2. PRESENTATION AND DISCUSSION OF DATA ON 
TEACHERS IN PRIVATE SCHOOLS AND THEIR 
CHARACTERISTICS IN FRANCOPHONE SUB-SAHARAN 
AFRICAN COUNTRIES 

In this section, we analyse characteristics of private sector teachers in Francophone Sub-Saharan Africa, including 

the number, age and gender of teachers and quality of education. We have chosen to focus on basic education 

because it is at this level that we find the highest numbers of students and teachers in the education sector. This 

level also corresponds to the period of acquisition of basic skills (especially reading) on which subsequent learning is 

based. Thus, from a perspective of social justice, for movements defending the right to education, public investment 

must target this education sub-sector as a priority given that in most countries, particularly in the Global South, 

students in higher levels of education currently mainly concern privileged populations who therefore often have the 

means to afford their tuition. 

We mobilized the following sources to help us understand the data (or lack thereof): 

 UIS-UNESCO international database 

 World Bank EdStats international database 

 State of the National Education System Reports (Rapports sur l’état du système éducatif national (RESEN)) 



 

 

 Statistical yearbooks 

 Program for the Analysis of Education Systems of the CONFEMEN (PASEC) 

 Scientific literature 

As a preamble, we would like to address the issue of data availability. As discussed below in Section 3.1 on 

regulation, private sector teachers are not always registered, particularly due to a lack of satisfactory control by 

states and a lack of accountability on the part of the private sector. As a result, data on the private sector and, more 

importantly, on teachers is incomplete. To address this problem, better state monitoring and public availability of 

data are necessary. For example, regarding Senegal, Ngom (2017) notes that some of these schools are not even 

listed by state structures in charge of the sector; raw school statistics are lacking or unreliable. Thus, the number of 

pupils, their ages, educational expenditure[s], or the number of teachers are not always accurately known. 

Furthermore, as BREDA-UNESCO and République du Bénin (2011) point out, “since it is difficult to 

apprehend/quantify the number of private schools’ ‘own’ teachers, it has not been possible to estimate the needs in 

terms of teachers for private schools” (p. 62). Thus, data is mainly available for certain forms of private schools, 

which fails to show the great diversity of the private sector in Francophone Sub-Saharan Africa. A well-known 

example is the PASEC survey, which only collects data on declared schools authorized and known to the State. After 

these clarifications, we can move on to the presentation of the data. We will focus on the following dimensions: 1. 

Enrolment in private education; 2. Teachers in private education; 3. Age of teachers; 4. Sex of teachers; 5. Learning 

outcomes. 

 

2.1. Enrolment in private education 

First it is important to know the number of students in the private sector in each country as this provides 

information on the importance of the private sector in that country as well as an indication of the number of 

teachers who are potentially in the private sector (even if there are discrepancies, as we shall see below). 

In Francophone Sub-Saharan Africa, most students (more than 80% on average) are enrolled in compulsory public 

sector education. Meanwhile, the percentage of students in private education varies by country, ranging from 2% in 

Burundi to 43.9% in Gabon. Still, twelve out of seventeen countries are above the world average number of students 

(16.4%) in private primary education (d’Aiglepierre, 2013). With the expansion of international targets for 

compulsory education, especially the integration of pre-school and part of secondary education, the share of private 

education is greater for these levels, as states are often unable to meet demand (Table 1). 

 



 

 

Table 1. Percentage of enrolment in private institutions in 2018 

 
Pre-primary 
education 

Primary education Secondary education 

Benin 32.2 25 15.6 (2016) 

Burkina Faso 75.5 20.3 39.9 

Burundi 46.5 2 7.2 

Cameroon 61.7 (2017) 22.5 28.3 (2016) 

Central African Republic 55.4 (2011) 16.7 23.5 (2017) 

Chad 68.4 (2016) 12.2 15.5 (2016) 

Comoros 51.6 18.6 55 

Congo 66.5 (2012) 31.1 N.A. 

Cote d’Ivoire 27.5 14.5 50,6 

Democratic Republic of the 
Congo 

49.9 (2014) 12.6 18.5 (2014) 

Gabon 74 (2011) 43.9 N.A. 

Guinea 90.4 (2015) 28 39.3 (2016) 

Madagascar 27.9 19.7 42.7 

Mali 81 40 43.8 

Niger 33.3 3.6 14.8 (2017) 

Senegal 43.1 16.9 21.9 

Togo 31.1 30.9 27 (2017) 

Source: World Bank EdStats  

All figures are for 2018 unless the date is specified. 

 

Regarding Burkina Faso and Senegal, the two countries chosen as case-study for this background paper, over almost 

40 years, there was a general increase in the number of pupils in the private sector primary education, although this 

increase was more marked for Burkina Faso (Figure 1). 

 

Figure 1. Evolution of private sector primary education enrolment between 1981 and 2018 in Burkina Faso and 

Senegal 



 

 

 

Source: UIS-UNESCO 

 

2.2. Teachers in private education 

Having looked at student enrolment in the private sector, let us now look at the number of private sector teachers. 

It should be noted that it is much more difficult to obtain figures on private sector teachers than on student 

enrolment. The screenshot below from the UIS-UNESCO international database clearly shows this unavailability of 

data, which was ultimately found in various national sources, including RESEN and statistical yearbooks.  
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These figures are incomplete, as a report from Niger points out that their official database is incomplete and that 

the number of educators in the country is in fact higher (IIEP-UNESCO, UNICEF & République du Niger, 2020). 

In most cases, there is a positive relationship between the number of students enrolled in private schools and the 

number of teachers in those institutions. However, there are important discrepancies that led us to question the 

reliability of the data, especially underestimations or overestimations of the number of teachers. For example, the 

proportion of teachers in private sector pre-primary education in Senegal is 67.7% (Table 2), while the proportion of 

children enrolled in private sector pre-primary education is 43.1% (Table1). One possible reason for this discrepancy 

is that, for Table 1, data were collected from certain types of private school, whereas, for Table 2, data were 

collected from other types of private schools. For example, were teachers paid by parents in some private schools 

counted? 

 



 

 

Table 2. Percentage of teachers in private sector institutions 

 Pre-primary education Primary education Secondary education 

Benin 
26.1 

2009 (BREDA-UNESCO) 

17.9  

2009 (RESEN) 

30 

2006 (BREDA-UNESCO) 

Burkina Faso 
77.5 

2017 (Statistical Yearbook) 

22.8 

2018 (Statistical Yearbook) 

20.9 

2013 (Statistical Yearbook) 

Burundi N.A. N.A. N.A. 

Cameroon 
62.1 

2018 (Statistical Yearbook) 

39.9 

2018 (Statistical Yearbook) 
N.A. 

Central African 
Republic 

N.A. 
23.6 

2017 (Statistical Yearbook) 
N.A. 

Chad N.A. N.A. 

31.3 

Intermediate education 

2014 (Statistical Yearbook) 

Comoros N.A. N.A. N.A. 

Congo 
71.7 

2010 (Statistical Yearbook) 

49.9 

2010 (Statistical Yearbook) 

67.7 

2010 (Statistical Yearbook) 

Cote d’Ivoire 
28.4 

2019 (Statistical Yearbook) 

18.8 

2019 (Statistical Yearbook) 

64.6 

2019 (Statistical Yearbook)  

Democratic Republic 
of the Congo 

N.A. 
12.1 

2014 (Statistical Yearbook) 

15.9 

2014 (Statistical Yearbook) 

Gabon N.A. N.A. N.A. 

Guinea 
99.4 

2018 (Statistical Yearbook) 

38 

2018 (Statistical Yearbook) 

53.5 

2018 (Statistical Yearbook) 

Madagascar 
29.6 

2017 (Statistical Yearbook) 

26.1 

2017 (Statistical Yearbook) 

44.7 

2017 (Statistical Yearbook) 

Mali 
81.7 

2014 (Statistical Yearbook) 

44.8 

1st cycle of fundamental 
education 

43.6 

2nd cycle of fundamental 
education 

2014 (Statistical Yearbook) 

N.A. 

Niger 
35.9 

2013 (Statistical Yearbook)   

3.7 

2013 (Statistical Yearbook)  

2.6 

Basic Teaching 2  



 

 

2016 (RESEN) 

5.3 

General secondary – second cycle  

2016 (RESEN)     

Senegal 
67.7 

2015 (Statistical Yearbook) 

20.8 

2018 (Statistical Yearbook) 

27.7 

2015 (Department of Educational 
Planning and Reform) 

Togo N.A. N.A. N.A. 

 

In Burkina Faso, the highest proportions of private sector teachers are located in the Centre and Haut-Bassins 

regions, and in Senegal, in the Dakar, Diourbel and Thiès regions, that are mainly urban and socio-economically 

advantaged areas that include the capital cities (Figures 2 and 3). This is interesting to consider in light of 

comparisons between public and private sector teachers in the literature, particularly on issues of absenteeism. 

Indeed, many public teachers in rural areas often have to travel hundreds of kilometres to collect their salaries in 

large cities, and hence may be absent from school for some days (ADEA, 2013; IICBA-UNESCO, 2011). This is much 

less the case for private sector teachers who normally work in more advantaged areas. 

 

Figure 2. Regional distribution of private primary education teachers in Burkina Faso in 2017 

 

Source: Ministry of Education/Statistical Yearbook (2017) 
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Figure 3. Regional distribution of private primary education teachers in Senegal in 2015 

 

Source: Department of Educational Planning and Reform (2015) 

 

Figure 4 shows the evolution of the number of teachers in Burkina Faso and Senegal in the private sector. The 

general trend is an increase in the number of teachers over 10 years, which is related to the aforementioned 

increase in the number of students in the private sector. However, this may also be due to better governance and 

thus more systematic registration of private sector teachers. 

 

0

10

20

30

40

50

60

70



 

 

Figure 4. Evolution of the private primary education teaching workforce between 2001 and 2014 in Burkina Faso 

and Senegal 

 

Sources: Burkina Faso: State of the National Education System Reports (RESEN) and Senegal: Department of 

Educational Planning and Reform (2015) 

 

2.3. Age of teachers 

We also aimed to collect data on the age of private sector teachers but faced data availability challenges. In Burkina 

Faso, which has well-developed and readily available statistics, the vast majority of public sector teachers were in 

the 30–40-year-old age group, while, in the private sector, a significant proportion of teachers were under 30 years 

old. Accordingly, public sector primary school teachers have more seniority than private sector ones (Figure 5).  
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Figure 5. Age of private and public sector primary education teachers in Burkina Faso in 2017 

 

Source: Ministry of Education (2017) 

 

It should be noted that many studies, including those on Francophone Sub-Saharan Africa, argue that a teacher’s 

ability to transmit knowledge to students depends on his or her experience, which is acquired over the years by 

practicing the profession (Diop, 2011). For instance, a large proportion of Burkinabe teachers (public and private 

included) have between 1 and 5 years of experience, i.e. 48.2% of them, of which 54.6% are women and 42.6% men. 

Private teachers with few years of seniority are in the majority, accounting for 61.5% of the workforce compared to 

44.4% for the public sector. Women, whether they teach in the public or private sector, are in the majority among 

teachers with between 1 and 5 years of seniority: 50.9% in the public sector and 70.1% in the private sector (Table 

3). The recent rapid increase in the number of private schools partly explains both the younger age of private 

teachers and the younger age of women for whom teaching career opportunities have opened up more recently. 

However, both youth and years of experience are also partly due to the instability of teaching staff in private 

elementary school (Kaboré, 2016). 
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Table 3. Numbers and percentages of primary school teachers by public and private sector, by gender, and by 

years of experience in 2016-17 (Burkina Faso) 

 

Source: Table constructed from data from the 2016/17 yearbook: MENA, Statistical Yearbook of Primary Education 

2016/2017 

 

2.4. Sex of teachers 

Although data on gender was often missing, private schools in Francophone Sub-Saharan Africa typically recruit 

men, with few exceptions such as Cameroon and Madagascar (Table 4). 

 



 

 

Table 4. Percentage of female primary school teachers in private institutions 

Benin N .A. 

Burkina Faso 40.2 

2017 (Statistical Yearbook) 

Burundi N .A. 

Cameroon 61.5 

2018 (Statistical Yearbook) 

Central African Republic 26 

2017 (Statistical Yearbook) 

Chad 
8.2 

Intermediate education 

2014 (Statistical Yearbook) 

Comores N.A. 

Congo N.A. 

Cote d’Ivoire 37.9 

2019 (Statistical Yearbook) 

Democratic Republic of the Congo 34.1 

2014 (Statistical Yearbook) 

Gabon N.A. 

Guinea 22.2 

2018 (Statistical Yearbook) 

Madagascar 70.3 

2017 (Statistical Yearbook) 

Mali 

39.2 

1st cycle of fundamental education 

36.1 

2nd cycle of  fundamental education 

2014 (Statistical Yearbook) 

Niger 39.7 

2013 (Statistical Yearbook)   

Senegal 39.1 

2015 (Department of Educational Planning and Reform) 



 

 

Togo N.A. 

 

The general trends on gender are reversed in Burkina Faso and Senegal; the private sector recruits more female 

teachers than the public sector in Senegal, while the public sector recruits more female teachers than the private 

sector in Burkina Faso. Only for capital cities are the trends similar (i.e., the share of female teachers is lower in the 

private sector than in the public sector). In all cases, however, men were generally in the majority in both sectors 

(Figures 6 and 7). 

 



 

 

Figure 6. Percentage of private and public female primary school teachers by region in Burkina Faso in 2017 

 

Source: Ministry of Education/Statistical Yearbook (2017) 
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Figure 7. Percentage of private and public female primary school teachers by region in Senegal in 2015 

 

Source: Department of Educational Planning and Reform (2015) 

 

In the case of Senegal, we were able to cross-reference gender data on public and private sector teachers with 

location data in order to get a more accurate picture of the distribution of teachers thereby confirming the 

underrepresentation of women, particularly in private schools in rural areas (Figure 8). 
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Figure 8. Distribution of primary education teachers in Senegal according to school type, location, and gender in 

2015 

 

Source: Department of Educational Planning and Reform (2015) 

 

We also investigated research to better understand general trends on gender. In a 2017 report of a Francophone 

meeting on the commercialization and privatisation of education, it is noted that, for the private sector, particularly 

in community schools where parents pay, the latter tend to recruit only male teachers and to give priority to boys; it 

is noted that it is often men who finance these schools, and therefore who will decide on educational orientations 

(Ne vendez pas l’éducation, 2017). Another explanation for the low proportion of women may be related to the fact 

that, as in Uganda:  

Private school employers prefer to hire male teachers because it is believed that they are more reliable in terms of 

availability. They would not request maternity leave and can work extra hours, unlike female teachers, who might 

leave early to attend to family matters. Such preference has not been reported in other participating countries but 

can probably be observed elsewhere. For sure, it may be an obstacle to increasing the number of female teachers, 

even though it is known to positively influence girls’ education in terms of access, perseverance and completion. 

(UNESCO, 2020a) 

Finally, in their research on the education systems of ten Francophone African countries, Lee, Rhee, and Rudolf 

(2018) note that women are more likely to teach in public schools, and consequently less likely to teach in private 

and community schools. 
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2.5. Learning outcomes 

To conclude this section on the presentation of data, as teachers have a large responsibility for the quality of 

education, we decided to highlight the language and mathematics performance (important indicators of quality) of 

primary school students in Francophone Sub-Saharan Africa based on the 2014 PASEC survey. This survey is being 

systematized in the region, and its cross-section is large and representative. One of the limitations is that it does not 

take into account the entire private sector, only some registered schools. 

Specifically, we looked at performance gaps between private and public sector students at the beginning (Figure 9) 

and at the end of primary schooling (Figure 10). Except for Burkina Faso, where the overall level was low, the 

performance gaps were high, to the detriment of the public sector. This is particularly striking in Niger and Senegal. 

Even when controlling socioeconomic indices, the gaps remained relatively large and significant in most countries 

(PASEC, 2015). 

 

Figure 9. Performance gap between private and public students at the beginning of primary schooling 

 

Source: PASEC (2015) - Difference under control of the land use index 

 

 

 

 

Figure 10. Performance gap between private and public students at the end of primary schooling 
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Source: PASEC (2015) - Difference under control of the land use index and the average socio-economic index of students 

in the school 
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3. REGULATION AND CERTIFICATION 

 

This section highlights regulatory and certification procedures in relation to private sector teachers in Francophone 

Sub-Saharan Africa. Effective management of teachers is important, particularly in this region, because it is largely 

their responsibility to prepare youth for the future. In addition, teachers, including those in the private sector, are 

among the few workers who have jobs in the formal sector with all that that implies for each country’s economy, 

including taxation (Bernard, Coulibaly & Winthrop, 2020). It is all the more crucial to preserve this type of 

employment in times of pandemic when many jobs are hard hit. 

 

3.1. Regulation 

Various studies and institutional documents indicate that, on the whole, Francophone Sub-Saharan Africa African 

countries, apart from recognized and institutionalized forms, have little control over the private sector, which is 

developing at a relatively fast pace (d’Aiglepierre, 2013). As a result, monitoring and control of the teaching 

profession is not effectively ensured, impacting different dimensions of the profession, as described below. 

Private sector development is taking place in a context in which education systems are not managed in an effective 

manner. There are two main reasons for this. First, as noted above, international initiatives, especially the SAPs, 

have pushed for the liberalization and negotiation of public control. For example, in the DRC, the Congolese school 

field adopts the characteristics of a polycentric, negotiated, opaque and unstable regulation through which more 

than eight million children are enrolled in school (Poncelet, André & Herdt, 2010). Second, States contribute 

significantly to poor governance. For example, as Barro (2017) points out, when dealing with teacher policies in the 

Senegalese education system, the nature of post-independence administration is characterized by predation, red 

tape and lack of transparency.  

This lack of control can lead to practices that are not in line with the right to education. For example, dubious fees 

may be introduced or schools may officially announce that there are no tuition fees while principals and teachers 

demand that students pay in order to be enrolled (Ne vendez pas l’éducation, 2017). 

States may also allow foreign actors to become involved in the development of the private sector, thus reducing 

their potential control over what happens, especially in terms of the teaching profession. For instance, in Burkina 

Faso, “the medersas have benefited from significant support from Arab-Islamic countries in the form of [...] payment 

of the salaries of some national teachers and the sending of expatriate teaching missionaries” (Cissé, Compaoré & 

Pilon, 2019, p. 203). Moreover, in rural areas faced with the absence of the State, communities and parents are 

responsible for opening schools and are in charge of recruiting and paying teachers (d’Aiglepierre, 2013). 

The public authorities have not always been willing to engage in regulation, particularly with regard to the teaching 

profession. In Togo, for instance, for registration to take place, “the qualifications of teachers, their level of initial 



 

 

training, the salaries offered, the proportion of permanent teachers in relation to part-time teachers and the quality 

of infrastructure are the main elements of assessment” (d'Aiglepierre, 2013, p. 77). But these regulation-related 

measures are considered too restrictive for the private promoters. A study in Benin reveals that only 28% of 

educational enterprises are in the commercial register, and 54% of them do not keep accounts (Republic of Benin, 

2010). If private schools are not registered in a transparent manner, it is difficult for states to ensure the control of 

teachers on matters such as contracts and training. 

The teachers, not always registered, are not monitored and evaluated by authorized state services. In many 

countries, there is a discrepancy between the monitoring carried out in the public and private sector education 

systems. For example, in Burkina Faso, 74% of public teachers received at least one inspection visit in the last three 

years compared to 64% of teachers in the private sector (IIEP-UNESCO, UNICEF, & Republic of Burkina Faso, 2017). 

 

3.2. Certification 

Teachers are also expected to register so that they are recognized by states as well as obtain a teaching license. 

However, registration is not automatic and is often linked to the good will of school principals. According to 

d’Aiglepierre (2013), “many private sector teachers work without a teaching license. The weakness of controls and 

the lack of incentive to comply with regulations may explain this laxity on the part of principals and private sector 

teacher[s]” (p. 77). In Côte d’Ivoire, for instance: 

Few schools comply with this instruction since inspections are not carried out regularly. This situation is beneficial 

for some school founders because having poorly qualified teachers makes it possible to earn much more money 

since they are less well paid. (Koutou & Goin Bi, 2019, p. 19). 

For these reasons, the level of certification of private school teachers in Francophone Africa is often not well known. 

Indeed, not all private schools declare themselves to the authorities, do not always return the annual census 

questionnaires to the school authorities, do not answer all the questions in the questionnaire, or do not fill in the 

questionnaires correctly, as shown by authors who have studied the response rate to school censuses according to 

the private or public order of schools (Deleigne, 2004). Some countries calculate and report response rates to census 

questionnaires (in the Democratic Republic of Congo, this is about 15% non-response in 2013-2014), but only 

distinguish between schools that responded or did not respond. Other countries note that “the major problems with 

previous surveys were the high frequency of misinformed questionnaires” (Cameroon, School Yearbook 2017-2018). 

Moreover, given the strong hierarchy of private schools, between schools for the wealthiest social classes and those 

open to the most disadvantaged populations, the level of certification of private teachers varies considerably 

according to the type of private school. For example, in Guinea, there is both a higher percentage of private teachers 

in the categories with the lowest overall certification (no education, unfinished primary school level, and primary 

school leaving certificate) and in the highest category (University) (Table 5). 

 



 

 

Table 5. Percentage of primary school teachers in Guinea by general certification and by school status (private or 

public) in 2015-2016 

Type of 
school 

 

No level + 
Incomplete 

Elementary + 
CEPE Exam 

Grade 7 

Brevet / Bac 
+1 

Bac +2 
University 
Grade 1/2 

University 
Other + Not 

specified 

Public + 
Private 3.48 33.39 45.39 4.27 8.78 4.70 

Public 2.51 39.50 50.25 2.82 2.08 2.84 

Private 5.14 23.02 37.15 6.72 20.13 7.84 

 

Source: Author’s calculations based on the school yearbook for primary education in Guinea, year 2015-2016. 

 

With regard to professional certification, we observe the same phenomenon with very strong inequalities between 

teachers in community schools (intended for the most disadvantaged populations) and teachers in public and 

private schools. For example, in Côte d'Ivoire and Togo respectively, 85.37% and 81.07% of community teachers do 

not have professional certification. Many private teachers also have no professional qualifications (77.03% in Côte 

d'Ivoire) (Table 6). 

 

 

 

 

 

 

 

 

 

 

Table 6. Percentage of teachers without any professional qualifications by public, private or community status 

Country Teacher Categories 
Percentage of teachers 
without any professional 
qualifications 



 

 

Côte d’Ivoire 

Community School 85.37 

Private 77.03 

Public 17.26 

Public + Private 18.79 

Cameroon Private 38.34 

Togo 

Public + Private + 
EDIL 

20.40 

Public 2.80 

EDIL 81.07 

N.B.: EDILs (Écoles d’initiatives locales) are community schools. 

Source: Author’s calculations based on the following data: Côte d'Ivoire, school yearbook 2017-2018; Cameroon, school 

yearbook 2017-2018; Togo, school yearbook 2012-2013. 

 

To address some of these challenges, we have found many strong arguments, notably from aid agencies and 

investment groups (cf. AFD, 2014; Caerus Capital, 2017), encouraging private involvement in the teaching profession 

in Francophone Sub-Saharan Africa, especially on the issue of certification. For example, in the case of Burkina Faso:  

The needs in teacher training are massive for the whole education system[...]. In the primary education level, there 

are nearly 45 private centers that provide initial teacher training, including 30 just in the Ouagadougou area. The 

universalization of basic education and the growing enrolment in secondary and tertiary levels calls for a big 

increase in the quantity of initial training, which could be partly driven by private teacher training programs” 

(Marchetta & Dilly, 2019, p. 79).  

 

 

 

 

 

  



 

 

4. TYPE OF RECRUITMENT 

 

This section aims at analysing teachers’ working conditions in private schools as compared to those of the public 

system. Specific focus will be given to the issue of teachers’ contracts and salaries which represent the main cost 

incurred by any education system. These features are worth attention as they affect the very livelihoods of teachers 

in both private and public schools. 

The issue relating to the difference in salaries between private and public school teachers was explicitly addressed 

during the 11th Session of the Joint ILO-UNESCO Committee of Experts on the Application of the Recommendations 

concerning Teaching Personnel (CEART). It was affirmed that “[t]he differences in salaries between private and 

public school teachers should constitute an indicator on working conditions, as these differences may affect teacher 

satisfaction in either public or private sectors, and contribute to teachers leaving the profession or performing 

inadequately” (paragraph 52). 

The question of salaries and of qualifications is addressed in the 1966 Recommendation concerning the status of 

teachers, where it is stated that “[t]eachers’ salaries should: (a) reflect the importance to society of the teaching 

function and hence the importance of teachers as well as the responsibilities of all kinds which fall upon them from 

the time of their entry into service […] (d) take account of the fact that certain posts require higher qualifications 

and experience and carry greater responsibilities.” (paragraph 115). Moreover, with regard to working hours, the 

Recommendation further stipulates that “[i]n fixing hours of teaching, account should be taken of all factors which 

are relevant to the teacher’s work load, such as: (a) the number of pupils with whom the teacher is required to work 

per day and per week […]; (e) the desirability of providing time in which the teacher may report to and consult with 

parents regarding pupil progress.” (paragraph 90 (a) and (e)). 

 

4.1. Greater precarity for teachers in both the public and private sectors 

First and foremost, it should be noted that analysing the teachers’ working conditions in the private sector was not 

straightforward as few official documents or studies deal with these issues systematically.  Even when information is 

available, it is difficult to assess the evolution of the various contracts for the teaching profession in Francophone 

Africa as new contracts are continually being created, as is also revealed in the two case studies of Burkina Faso and 

Senegal illustrated below. One of the rationales driving the multiplication of types of contract, which are becoming 

more and more precarious, can be related to both the significant need to recruit more teachers to respond to the 

increasing numbers of pupils and to the country’s limited resources. Moreover, teachers' contracts vary consistently 

according to whether they are in the public or in the private sector.  



 

 

A particular note should be given to the issue of contract teachers4. While the recruitment of contract teachers has 

been increasing dramatically in many regions worldwide as a measure to alleviate teacher shortages (UNESCO, 2014, 

pp. 256-257), the situation seems to have been made worse by the current trends of privatisation. The CEART has 

also expressed concern regarding this issue (CEART 2012; 2015). In particular, the 12th Session of the CEART 

observed that “in many countries, the increasing privatisation of education has also led to disparities in teaching 

qualification requirements and working conditions, and loss of job security, especially among contract teachers” 

(CEART, 2015, paragraph 14). 

A recent review of the use of contract teachers in sub-Saharan Africa released by the UNESCO International Task 

Force on Teachers for Education 2030 noted that “[t]he fast hiring of huge numbers of contract teachers around the 

world is now too big to ignore” (UNESCO, 2020a, p. 5). The report shows that in Francophone sub-Saharan African 

countries there are different subcategories of ‘contract’ teachers “with qualifications and preparation ranging from 

teaching diplomas, tertiary-level education and university degrees (hired within or without a contract) to 

community-based unqualified volunteers. The variation is reflected in the sheer range of terms used to refer to 

contract teachers, including but not limited to vacataire, volontaire, auxiliaire, agent contractuel de l’État, 

enseignant communautaire, maître communautaire and the maître parent or maître villageois” (p. 12). According to 

this report, “contract teachers tend to be very young, lacking in professional teacher education, training and 

experience” (p. 26). This is particularly apparent in community schools in rural areas where teachers may be very 

young and unqualified.  

The report also highlights that the phenomenon is not limited to the private sector. Indeed, “[w]hat is new over the 

past 20-25 years is the massive growth in the number of contract teachers recruited within public education 

systems, especially in Francophone Africa. With governments under pressure to reduce their public-sector budgets 

and, at the same time, respond to larger student enrolments and lower pupil/teacher ratios following the 

introduction of Universal primary education (UPE), countries have resorted to hiring contract teachers thereby 

reducing the wage bill to as low as one fifth of that of civil service counterparts” (p. 12). The case study of Senegal 

illustrated below also shows that the majority of teachers working in the public sector are currently contract 

teachers. 

Nevertheless, a general trend can be observed in private educational institutions where teachers have a more 

precarious status. Indeed, while the greatest recruitment of contract teachers is at primary level in the government 

system, “the increasing number of contract teachers in private schooling reflects the growing share of the private 

sector in the provision of education in Africa, a sector where hiring teachers on a contractual basis is the norm” 

(UNESCO, 2020a, p. 11). Moreover, it should also be noted that contract teachers working in the private school 

system are perceived as having lower status, and are subject to heavier workload and inferior working conditions 

(UNESCOa, 2020).  

                                                           
4 Contract teachers are usually hired directly by the community or by schools and are paid considerably less than civil service teachers. They often do not have 
civil service status (UNESCO, 2014b). 



 

 

While there is no uniformity in the training and regulation of contract teachers among Francophone African 

countries, it has been argued that “Guinea may be a unique example of a well-functioning contract system” 

(Chudgar, 2015, p. 285). In 1994, the State of Guinea implemented a policy for recruiting contract teachers in order 

to deal with severe teacher shortages. To support this policy, the Preservice Primary Teacher Training in Guinea 

(Programme de Formation Initiale des Maîtres en Guinée – FIMG) – an accelerated training system funded by the 

World Bank – was adopted. This program was structured in three periods: 3 months of theoretical course at ENI, 9 

months of practical training with full responsibility of a class, and 3 other months of theoretical training at ENI. In 

this way, Guinea was able to absorb the significant deficit of teachers faced in 1998 and the pupil-teacher ratio 

remained around 45 (CONFEMEN - PASEC, 2006). More recently, the program was revised to extend the initial 

theoretical training to 9 months (9-9-3) (Chudgar, 2015).  

As a result of these policies, “[c]ontract teachers are relatively well paid in Guinea, they are well educated, well-

trained, and report some of the highest levels of support from not just their colleagues but also their principal. 

Guinea has also paid significant attention to quality pre-and in-service teacher training and emphasized equitable 

pupil-teacher ratios and equitable teacher-skills distribution across the country” (Chudgar, 2015, p. 285). 

Having said this, the newly adopted Guinea's Ten-Year Education Program has established to set responses to 

address some of the challenges relating to the quality and relevance of teaching, with particular regard to the 

ineffectiveness of the initial and continuing teacher training system (République de Guinée, 2019). 

Moreover, if we take into consideration the difference of training between public and private teachers, it should be 

noticed that the FIMG (Preservice Primary Teacher Training in Guinea) is mainly attended by teachers working in the 

public sector. As the table 7 below shows, only 8% of teachers working outside the public sector has attended FIMG, 

as compared to 51% of those working in the public sector. Most of the teachers working outside the public sector 

have attended “Other” courses, which are not institutionalized training programs.  

Table 7. Teaching staff in Guinea according to the level of academic training and type of institution 

  Total Public Non-public 

  37680 23697 % 13983 % 

ENI 10206 7860 33% 2346 17% 

ENP 476 271 2% 205 2% 

FIMG 13370 12231 51% 1139 8% 

E.N. Sec. 1769 470 2% 1299 9% 

E.N. Sup. 2105 209 1% 1896 13% 

Normal course 470 111 0% 359 2% 

CFP 350 105 0% 245 2% 



 

 

Other 7880 2173 9% 5707 40% 

Unspecified 1134 267 1% 867 6% 

Source: Author's calculations based on the school yearbook of primary education of Guinea, year 2015-2016, Table 19 

"Distribution of teaching staff by level of professional training".  

 

As illustrated in the above table, teachers working outside the public sector in Guinea are more than one third of the 

total of teachers working at the primary level, a number which is particularly high especially if we consider that 

Governments do not normally intervene in the training of teachers of the private sector, limiting themselves at 

establishing standards. This represents a problem when numbers of teachers working outside the public sector are 

as high as in the case of Guinea. It is therefore important that Governments guarantee that even the training of non-

public teachers is properly regulated. This is all the more important in countries where private education is 

becoming the majority, especially at the secondary level.  

 
4.2 Teachers’ salaries  

Salaries represent one of the most important item of educational expenditure and at the same time one of the key 

factors that needs to be considered when it comes to upgrading teaching careers and will always need to be taken 

into account if reforms are to be successful (IIEP-UNESCO, 2019). The issue of teacher salaries is also linked to the 

quality of education. Indeed, a decent salary can be an important source of motivation for teachers, helping to 

attract the most qualified graduates into the profession and keep them in the system for a long time, leading to an 

improvement in the quality of the educational process. On the contrary, a relatively low salary is likely to have a 

negative effect on the general representation of the teaching profession, with repercussion on the motivation and 

the quality of education. Lower salaries, however, allow for the recruitment of higher numbers of teachers that may 

lead to the reduction in the pupil-teacher ratios (IIEP-UNESCO, 2018).   

Contract teachers working in both public and private institutions generally have a much lower level of remuneration 

than that of civil servant teachers (Bernard et al., 2004). With regard to salaries and workload of contract teachers 

working in private institutions, interviews conducted in Burkina Faso showed that: “two main reasons given by those 

running private schools for hiring contract teachers are the fact that they cost less and that their lack of job security 

drives them to work harder. The union representatives interviewed even stated that such teachers avoid contacting 

the teachers’ organizations (unions, among others) so as not to give the school founder or head a reason to 

terminate their contract. The teachers themselves recognized that, besides the obligation to work beyond the call of 

duty and perform well, the need to be on good terms with their employers often leads them to adopt servile 

behaviours or sometimes accept tasks that are not part of their teaching duties” (UNESCO, 2020a, p. 67). 

In Mali, too, there is evidence that “the working conditions of contract teachers were difficult. They contended that 

contract teachers were less well paid than their civil service colleagues and mostly sent to work in the most remote 

and austere areas where teachers are hard to find. Occasionally their meagre salaries did not arrive on time or were 



 

 

misappropriated by representatives of the local authorities or decentralized education services” (UNESCO, 2020a, 

pp. 67-68). 

A study conducted in Guinea (Somparé & Somparé, 2018) revealed that the condition of teachers in private schools, 

to which no established salary scale applies, varies greatly depending on the school and the status they occupy: 

someone who teaches in several private schools may be a simple teacher in one of them and director of studies in 

another. Remuneration generally varies between 1 and 2.5 euros per hour. For primary school, where the rates are 

the lowest, this is equivalent to 150 euros per month. While the economic condition of teachers can be compared to 

that of other civil servants, it is, however, very difficult to compare it with other workers in the private sector. The 

size of the informal sector, the weakness of the private sector, with very heterogeneous salary scales within the 

different institutions, makes it difficult to determine social stratification in Guinea solely on the basis of the salary 

grid. 

This study shows that recruitment into the public service represents an important objective for contract workers 

and those who work in private schools. Civil servants enjoy at least a regular income, a minimum of stability, instead 

of being dependent on the moods and goodwill of school founders who are often late with payments (Somparé & 

Somparé, 2018). 

It is necessary to monitor whether the diversification of statuses will lead to long-lasting divergences in the structure 

of basic education systems in Francophone SSA. 

 

4.3 The link between low-salaries and the market of private tutoring 

There are several types of individual courses. Definitions of these different practices are not always clearly 

established, whether in Western countries5 or in Africa.  The issue of private tutoring has long been examined at the 

international level and has been called “shadow education” to highlight its tendency to mimic the mainstream 

system. Shadow education has been a major phenomenon is some East Asian countries such as South-Korea, 

Cambodia, Japan, but has become a global phenomenon. The expansion of private tutoring reflects the growing 

acceptability of the role of the private sector in education, and the feeling of families that school systems are not 

good enough (Bray, 2017). 

In Francophone Africa, one can distinguish between private lessons taught by a repeater/tutor – most often at the 

student’s home - or private lessons taught by teachers – at their home in their personal capacity, or in the school 

where they teach with a group of students of their class (Lange, 2006, pp. 176-177). Thus, the very meaning of 

“individual lessons” is ambiguous since some private courses are carried out in groups. Some authors refer to 

“tutoring” or “school support” (PASEC, 2016a) or “travaux dirigés” (tutorial classes) according to the terminology 

used by private schools in Benin when it comes to paying school-support courses (Moumouni, et al., 2017). In Togo, 

                                                           
5  See Thierry Bédouret's article (2003), which provides a historical overview of the evolution of the terms "tutoring," "monitor," "repeater" in the case of 
Western countries (France, Great Britain, the United States...). See also Glasman et al., 1991 (the authors refer to them as « soutien scolaire hors de l’école »). 



 

 

as well as in Cameroon (Ngamassu, 2005), the term most often used is “cours de repetition” (refresher courses) 

(Yabouri et al., 2010).  

Individual courses can be defined as “school support courses”, that is how parents who decide to pay for these 

courses conceive them. The first form of these courses that appeared in Francophone Africa was that of the courses 

given by repeaters at the students’ homes. These courses, paid for by parents, began to spread in Francophone 

Africa in the 1980s6. At first, they were often provided by high school students or students at a very low cost. 

However, as early as the mid-1980s, teachers in turn offered individual courses for students of their classrooms, 

especially in response to the need to compensate for their low pay, as a result of the measures taken during the 

implementation of the Structural Adjustment Programs (SAPs). Some ministries of education then tried to ban this 

practice, as in Togo where a circular was signed by the Minister in the mid-1980s. During the 1990s and 2000s, these 

practices became widespread and were sometimes considered by students’ parents as racketeering practices, since 

the child who did not benefit from additional fee-paying courses given by his teacher would be rated less well. In 

May 2019, in view of the scale of compulsory and paid support courses offered before examinations, Pauline Nalova 

Lyonga, Minister of Secondary Education of Cameroon, recalled in a press release the interdiction of these courses7. 

In Togo, the growing phenomenon of private supplementary courses has become a critical issue also at the tertiary 

level, where in 2018 the President of the University of Lomé issued a memorandum  to prohibit the increasing 

holding of fee-paying private tutoring within and outside the University8. 

Thus, today, the practice is becoming more and more widespread in Francophone Africa. Two forms of private 

lessons remain: a tutor at the student’s home (a formula that seems to be intended for families who cannot afford a 

professional teachers); and private lessons paid to the student’s teacher within the school grounds. It is difficult to 

observe the differences in practices between public and private teachers. At most, in countries such as Senegal, 

Burkina Faso or Benin, private lessons may be compulsory in private institutions and optional in public ones. In 

private schools, private lessons are not always included in tuition fees, but are sometimes paid directly to the 

teacher by pupils’ parents. This allows these teachers, some of whom are very low paid, to supplement their 

salaries, especially when these courses are compulsory. 

The fact that private tutoring has become a common practice in Francophone African countries has also been 

illustrated in the 2016 PASEC report for Benin which reports data for ten countries of the region. The report shows 

that, on average, more than half of the pupils in these countries benefit from support classes provided by a teacher 

or a tutor9. In some countries such as Burkina Faso or Senegal, more than three out of four pupils have access to 

private tutoring. The report also shows that pupils who take support classes or benefit from private tutoring have 

almost always higher performances10 (PASEC, 2016a). 

                                                           
6 Glasman et al. also note the massification of school support courses in the mid-1980s in France. 
7 She recalls that no additional money should be claimed from students who have paid their fees and that the collection of additional fees is punishable through 
disciplinary sanctions: http://www.minesec.gov.cm/wp-content/uploads/2019/05/COMMUNIQUE-SOUTIEN.pdf  
8 https://www.republiquetogolaise.com/education/2601-1476-togo-la-direction-de-l-universite-de-lome-sonne-la-fin-des-repetitions-et-des-travaux-diriges-
payants  
9 See Table B4.36. The ten countries for which data are available are: Benin, Burkina Faso, Burundi, Cameroon, Congo, Côte d’Ivoire, Niger, Senegal, Chad, Togo 
(PASEC, 2016a) 
10 See Table B4.37 of the PASEC Report for Benin (PASEC, 2016a).  

http://www.minesec.gov.cm/wp-content/uploads/2019/05/COMMUNIQUE-SOUTIEN.pdf
https://www.republiquetogolaise.com/education/2601-1476-togo-la-direction-de-l-universite-de-lome-sonne-la-fin-des-repetitions-et-des-travaux-diriges-payants
https://www.republiquetogolaise.com/education/2601-1476-togo-la-direction-de-l-universite-de-lome-sonne-la-fin-des-repetitions-et-des-travaux-diriges-payants


 

 

Having said this, there is little data on individual courses provided by private teachers in Africa. These practices are 

sometimes revealed as in Benin in 2019, when private teachers, who have passed the public competition, leave their 

private institution to join their position in the public without refunding parents the individual courses they had 

already paid for11. A private school official then made a distinction between the tutoring courses and reinforcement 

courses, explaining that the school had nothing to do with the reinforcement courses organized by the teachers12. 

Also in private schools in Benin, Amadou Moumouni and his colleagues (2017) highlight the inflation of paid services 

in addition to tuition and registration fees – such as the purchase of fabrics for compulsory schooling, the payment 

of the canteen or school transport organized by the school, and tutoring or school support courses. 

Moreover, in Francophone Africa, since the implementation of reforms aimed at reducing repetitions – which were 

very high and sometimes more than 30% of the school population (Lange, 1998) – teachers believe that automatic 

passage makes school support courses necessary because students no longer have the academic level to pass their 

exams. Low exam success rates in Francophone Africa are thus encouraging parents to pay for school support 

courses, especially in examination classes, as noted in the PASEC report for Benin (PASEC, 2016a). 

 

4.4 The effect of the COVID-19 Pandemic on teachers’ working conditions 

The crisis engendered by the COVID-19 pandemic has been having an effect on the working conditions of teachers, 

especially for those working in the private sector, as the Senegal case study reveals (see section below). Following 

school closures and the non-payment of school fees, school principals have not always been able to ensure the 

payment of the salary of their teachers. As revealed recently, this is also the case for Catholic schools in Senegal, 

Togo, Cameroon, Cote d’Ivoire and Burkina Faso where principals are encountering serious difficulties in ensuring 

teachers’ payment due to severe financial constraints13. 

According to ADEA’s latest report on the impact of COVID-19 on education in Africa, teachers and learners in public 

basic education institutions have expressed a certain degree of satisfaction, enthusiasm and commitment to adapt 

to the new mode of teaching, with the improvement of their online teaching skills. At the same time, private 

education actors have been proactive and dynamic in the deployment of online education (ADEA, 2020). 

5. QUALITY OF TEACHING 

In the context of teaching, quality is often associated with a set of important factors related to  the  qualification  

and preparation  of  teachers,  class  size, availability  of  educational infrastructure  and materials, teaching  

methods  and  curriculum,  teachers’  attitudes  and accountability, and academic autonomy. This section aims at 

exploring how these different features unfold in both the private and in the public system in the context of 

Francophone Africa. Better quality teaching is considered to be one of the main factors, if not the most important, 

                                                           
11 https://www.24haubenin.info/?Des-enseignants-abandonnent-le-prive-pour-le-public  
12 https://www.24haubenin.info/?Des-enseignants-abandonnent-le-prive-pour-le-public  
13 https://africa.la-croix.com/covid-19%E2%80%89-les-difficultes-financieres-de-lenseignement-catholique-en-afrique/  

https://www.24haubenin.info/?Des-enseignants-abandonnent-le-prive-pour-le-public
https://www.24haubenin.info/?Des-enseignants-abandonnent-le-prive-pour-le-public
https://africa.la-croix.com/covid-19%E2%80%89-les-difficultes-financieres-de-lenseignement-catholique-en-afrique/


 

 

which determines the choice of private schools over public ones. Having said this, it should be noted that private 

schools often represent the only possible choice for households where public schools are not available. 

Teachers working in the public school system often work in poorer conditions as compared to their private 

counterparts. They often complain about the poor infrastructure and overcrowded classrooms whereas their private 

school teachers, who often teach in better conditions, complain about the lack of help they receive from the school 

principals who are more concerned about keeping their ‘clients’ than about supporting their teachers (Somparé & 

Somparé, 2018). 

 

5.1. Pupil/teacher ratio and the quality of education 

The perception of greater quality of teaching in private schools often depends on the lower pupil–teacher ratio, 

which is made possible thanks to the greater availability of teachers and to the greater amount of time teachers 

spend actually teaching in school (UNESCO, 2014b). Indeed, class size has been shown to be important with regard 

to choice: as the pupil–teacher ratio increases in government schools, there is more likelihood of children 

transferring to private schools (Nishimura & Yamano, 2013). 

 

 

Source: UNESCO eAtlas of Teachers - https://tellmaps.com/uis/teachers/#!/tellmap/873758989   

 

https://tellmaps.com/uis/teachers/#!/tellmap/873758989


 

 

The expansion of enrolments at the primary level worldwide has not always corresponded to an increase in the 

number of teachers hired, especially qualified ones. Primary pupil/teacher ratios in sub-Saharan Africa have 

decreased since 2010 but are still above the levels of 1990 (UNESCO, 2020b). With teacher recruitment lagging 

behind growth in enrolment, ratios in this region – which in some cases exceed 40:1 – are among the highest in the 

world. Even in countries where the number of teachers has increased, education quality has not improved due to 

the fact that most of these teachers are not trained or qualified according to national standards (UNESCO, 2014b). 

Such high pupil/teacher ratios may have an impact on the quality of education and hence on the choice of private 

schools over public ones.  



 

 

Table 8. Pupil/teacher ratio at the primary level 

  Public Private Comm/Ass Total Last year available 

Benin       43.6 2017 

Burkina Faso 49.8 43.9   48.5 2016/2017 

Cameroon 57 (81) 24.9 91.9 44.7 2018 

Côte d’Ivoire 51 41 32 47 2017/2018 

Guinea 49       2018 

Mali14 48 32 23 - 35 40 2013/2014 

Niger 36 36 29 36 2015/2016 

Central African Republic 43 34   37 2016/2017 

Democratic Republic of the Congo 35.3       2013/2014 

Senegal 38 29 24 36 2018 

Chad 43 34     2013/2014 

Togo 45     41 2012/2013 

Source: author’s reconstruction based on latest available Education Statistical Yearbooks (for Burkina Faso; Côte d’Ivoire; Guinea; 

Mali; Niger; Central African Republic; Democratic Republic of the Congo; Senegal; Chad; Togo), or official ministerial data (for 

Benin and Cameroon). 

 

According to official data available in Francophone African countries, the above table shows that pupil/teacher ratio 

in private schools is generally lower than in public ones. This may have a positive effect on the quality of education 

in part because lower salaries enable these schools to hire more teachers and keep pupil/teacher ratios low 

(UNESCO, 2014b). However, a lower pupil/teacher ratio does not always indicate a better education quality often 

because these teachers are not always trained or qualified, as the discussion above has shown. 

 

 

5.2 Teacher qualification and training 

                                                           
14 Latest data available for Mali (2013/2014) may not be reliable as the country was undergoing severe conflict. However, previous data (2010/2011) confirmed 
the general trend which sees a higher pupil/teacher ratio for public schools as compared to private ones. 



 

 

As it has been shown in the above section on Certification (see p. 32), there are significant disparities in the 

qualification levels of teachers between public and private schools, with the latter showing very high percentages of 

teachers who do not have any professional qualification. Teachers in private schools are normally less qualified, 

have less teaching experience and are less trained than in government schools (UNESCO, 2014b). According to a 

study conducted in Guinea, the teaching profession has become more accessible since private schools are less 

demanding regarding the qualification of their staff (Somparé & Somparé, 2018). This fact is also confirmed in the 

case studies on Senegal and Burkina Faso presented in this background paper which reveal that, while the greatest 

part of public sector teachers receive professional training, this is not the case for the teachers in the private sector. 

Teachers working in the private system often do not have the possibility to attend training courses since school 

principals are afraid that, once they have completed their training, they will lose them to the public system where 

conditions are better. 

With regard to teachers’ status, it is acknowledged that while civil servant teachers normally show a better initial 

academic level as compared to community or contract teachers, their characteristics (seniority, academic level and 

professional training) do not have a significant effect on students’ learning achievements. For instance, studies have 

shown that the best results of private schools depend on factors other than the characteristics of the teachers. Since 

teachers’ characteristics (notably salary and training) do not appear to play a determinant role in the quality of 

education, other factors should be considered. These include better school governance in order to make it more 

relevant to local contexts, as well as pedagogical planning practices, and improvement of staff and teachers’ 

management (Bernard et al., 2004; CONFEMEN - PASEC, 2006).   

 

5.3 Learning outcomes 

Much of the argument for the promotion and expansion of private schools has also been made on the basis of 

relatively higher learning outcomes in these schools for both girls and boys (Tooley and Dixon, 2003). Analysis of the 

data carried out on the basis of the PASEC assessment (2015) indicates that pupils in private primary education 

achieve better learning outcomes than their public counterparts. The issue of better performance of private schools 

over public ones should be treated with caution and more attention should be paid to the different socio-economic 

backgrounds of pupils, as well as to the multifaceted dimensions of quality which should not be limited to learning 

outcomes in a small range of curriculum areas (Unterhalter et al., 2018). Indeed, the PASEC report also indicates that 

“pupils in private schools achieve better results than their peers in public schools but the gap is slighter when the 

family’s socioeconomic status and the territorial planning index are comparable” (PASEC, 2015, p. 132). This 

assessment also “identified a positive relationship between school resources and pupil performance in many 

countries (Burkina Faso, Cameroon, Congo, Côte d’Ivoire, Senegal, Niger and Togo). These resources may encompass 

school infrastructure as well as the pedagogical equipment and materials used in the classroom. It is worth noting 

that the distribution of resources within a country is not always equitable. [...] More generally, and in all countries, 

schools in urban areas and private schools have better resources” (PASEC, 2015, p. 132). 



 

 

Despite the fact that the evidence of the superiority of the private sector in terms of learning outcomes remains 

inconclusive, it has been argued that in these schools, there seems to be a stronger degree of “care” displayed by 

private school teachers and principals, coming to students’ houses when homework is missing or students display 

difficulties in classes (Macpherson, 2014). Indeed, some studies show that parents are satisfied with the level of 

individual care and attention provided in private schools where there is greater interest in pupils’ attendance and 

behavior (Rolleston & Adefeso-Olateju, 2014). 

Evaluation of the relationships between teachers and parents, the responsibility and accountability of schools to 

parents and pupils, and the availability of extracurricular and enrichment activities are all considerations that refer 

to the so-called “calculus of care” which often replaces mere economic considerations in the choice of schools 

(Rolleston & Adefeso-Olateju, 2014). Teaching in private schools appears to be better in terms of more teacher 

presence, commitment and teaching activity that are more likely to lead to improved learning outcomes than in 

state schools. Some evidence suggests that this may be due to increased accountability of teachers to employers in 

private schools (Ashley et al., 2014). In public schools teacher accountability was considered lacking, also because of 

the absence of incentives and monitoring mechanisms (Rolleston & Adefeso-Olateju, 2014).  

A stronger relationship between teachers and parents, as well as good school equipment, may have a positive 

impact on learning outcomes. Apart from the question of optimizing their training, greater care in the management 

of teachers represents an important measure to ensure better motivation which can result in better students’ 

achievements (CONFEMEN - PASEC, 2006). 

 

5.4 Teacher absenteeism 

There are other factors that foster the apparently better quality teaching in private schools. Low motivation and 

absenteeism of teachers have been cited as key factors contributing to low student outcomes. The declining status 

of the teaching profession in Africa and the differing salary and poor working conditions experienced by teachers 

impact strongly on their motivation levels. Teacher absenteeism is generally lower in private schools than in public 

ones, partly because private schoolteachers tend to have closer links with the community (UNESCO, 2014b). 

According to a World Bank report, private schoolteachers are a third less likely to be absent from classroom than 

public schoolteachers (Caerus Capital, 2016). A study conducted in 2008 on contract teachers in some Francophone 

African countries also shows that levels of teachers’ absenteeism are lower in private school regardless of the 

characteristics of the teacher (Bourdon & Nkengne Nkengne, 2007). 

Of course, due attention should be paid to the root causes behind teacher absenteeism in public schools, as this 

trend often hides serious problems relating to salaries, distance to and from school, workload, work environment 

and professional development (UNESCO, 2014b). As reported by UNESCO (2017), for example, in Senegal, only 12 of 

the 80 missed school days in 2014 were due to teachers avoiding their responsibilities (UNESCO, 2017). The greater 

absenteeism of teachers working in public schools can be related to management issues and to their greater 

presence in rural areas. A case study conducted in Senegal shows that, there are large disparities between rural and 



 

 

urban areas in public teachers’ absenteeism. As Niang (2017) reports, “[a]n important reason for absence in the 

rural areas is the withdrawal of the monthly salary. [...]the salaries of the volunteers and contract teachers were 

paid in cash at the regional or district school authority offices. This obliged the teachers concerned to travel on a 

working day to get their salary” (p. 14).  

Absenteeism remains a serious concern as underlined in many studies carried out worldwide (UNESCO, 2014b). This 

factor is deemed as crucial in contributing to the perception of greater quality in private schools compared with 

their public counterparts. 

 

5.5 Use of digital technology in schools 

Francophone Africa is one of the least connected regions in the world, even though Information and Communication 

Technologies (ICT), most notably the mobile phone industry and the Internet, have experienced considerable growth 

over the last fifteen years (Ledjou, 2018, p. 303). Generally speaking, Jean-Michel Ledjou notes that citizens of 

English-speaking areas have better access to digital technology than those in Francophone zones (Ledjou, 2018, 

p. 304). He also notes that the development of landlines has more or less stopped in Africa due to a lack of 

investment (which affects the possibility of Internet use via ADSL), whereas the mobile phone industry is 

experiencing tremendous rapid growth. As such, Africa is often dependent on mobile networks for Internet access, 

and significant disadvantaged areas of African countries are excluded from telephone or Internet access (Ledjou, 

2018). 

This situation explains why schools in Francophone Africa are not connected to the Internet in the first place. It 

should be noted that data concerning the proportion of schools with Internet connection are rarely available, as 

priorities in these countries lay elsewhere e.g. condition of infrastructure, access to water, school canteens, sanitary 

facilities and electricity. Given the lack of sufficient data on the number of schools with Internet access, the 

percentage of schools with electricity was recorded instead. Where data is available, the school status has been 

noted (public, private, community) together with its location, rural or urban. It can be seen in Table 9 below that a 

large number of primary schools do not have electricity, thus highlighting their inability to access the Internet. There 

are marked disparities between countries such as Senegal, where 44.1% of schools have electricity, and Niger where 

only 6.7% have electricity. At the same time, another element concerning the quality of infrastructure should be 

taken into account: in 2018-2019 approximately 42% of primary schools in Niger were still being constructed out of 

dried grass and branches (MEN, Educational Statistical Yearbook 2018-2019). This type of construction means rooms 

cannot be securely closed and does not allow for the safe storage of any equipment or access to electricity and the 

Internet. In comparison, 8.4% of public primary schools in Senegal were considered temporary structures in 2018-

2019 (MEN, RESEN, 2018-2019) and in 2013-2014 in the Democratic Republic of the Congo, 10.1% of primary 

schools were built out of dried grass/branches in the public sector against 1.5% in the private sector (DRC, 

Educational Statistical Yearbook 2013-2014). 



 

 

For those countries where information is available, inequalities related to access to electricity, based on the status 

of the school (public, private and community), are significant. In Côte d'Ivoire, only 4.5% of community schools have 

electricity, compared to 34.4% in the public sector and 77.3% in the private sector. The same is true for both Burkina 

Faso and Senegal where private schools have a distinct advantage in terms of access to electricity. However, no 

matter the status of the school, the rural environment is always more disadvantaged than urban areas: yet, even in 

this environment, private schools remain at an advantage over the others (Table 9). It can therefore be concluded 

that teachers in the private sector benefit more from having electricity than their colleagues in public or community 

schools. 

Data available concerning primary schools with Internet access or a computer room show very low percentages for 

both Cameroon (12.8%) and Senegal (12.9%), which both happen to be the countries with the most developed 

digital technology in schools in Francophone Africa. Once again, the private education sector is favoured as shown 

by the figures for Senegal (Table 9). In addition, regional data for Senegal show very high levels of interregional 

inequalities according to the regional education authorities: 64.4% of schools falling under Dakar’s authority have 

internet access compared to 0.1% of those under Tambacouda’s authority and no schools under Kédougou’s 

regional authority are connected (MEN, RESEN, year 2018-19, p. 113). A study carried out in Cameroon as part of the 

PanAf15 project shows that the private education sector is well ahead of the public sector in terms of the 

pedagogical integration of ICT (Karsenti et al., 2011, p. 161). This initial lead continues to be upheld, given the 

greater financial resources available to private establishments. In addition to the purchase of equipment, a budget 

needs to be set aside for high recurring charges (electricity, maintenance, repairs, equipment renewal, consumables, 

Internet connection, etc.). 

 

Table 9. Percentage of primary schools with electricity and Internet connection 

Country 
School status and location: 
Public, Private, Community, 
Urban or Rural 

 % schools with 
electricity  

 % schools with 
Internet 
connection  

% schools with 
a computer 
room  

Burkina 
Faso 

Public 15.1     

Private 28.2     

Public + private 18.3     

Urban public + private 47.9     

Rural public + private 11.3     

Cameroon Public + private 27.6   12.8 

                                                           
15 The Pan-African Research Agenda on the Educational Integration of ICT (PanAf) is “an international research project whose 
objective is to better understand how the educational integration of ICT can improve the quality of teaching and learning in 
Africa” (Karsenti et al., 2011, p. 3). This project, undertaken in 13 African countries, takes into account a few Francophone 
African countries: Cameroon, the Central African Republic, Congo, Côte d'Ivoire, Mali and Senegal. This is essentially a 
qualitative study that studies a few primary, and lower and upper secondary schools in each of the countries. 



 

 

Côte 
d’Ivoire 

Community 4.5     

Private 77.3     

Public 34.4     

Rural community 2.1     

Rural private 33.0     

Rural public 20.2     

Niger Public + private 6.7     

Senegal 
Public + private 44.1 12.9   

Public 34.1 6.2   

N.B.: Data for Senegal is available for those schools that have access to the Internet, whilst data for Cameroon relates to schools 

that have computer rooms. It should be noted that not all computer rooms in Africa are connected; therefore it is not possible to 

present a figure for the connection rate in Cameroon. 

Sources: Author's calculations from the following documents: Burkina Faso, Education Statistical Yearbook, 2015-2016; 

Cameroon, Education Statistical Yearbook, 2017-2018; Côte d'Ivoire, Education Statistical Yearbook, 2017-2018; Niger, Education 

Statistical Yearbook, 2018-2019; Senegal, Ministry of Education, RESEN, 2018-2019. 

 

In secondary education (lower and upper cycles), there are a greater number of establishments that have access to 

electricity, the Internet or a computer room. For secondary education, some education statistical yearbooks provide 

the number of computers available. To give a better idea of the scale of the situation and to compare countries 

based on the status of the institution (public, private), the number of computers per 1,000 students was calculated. 

For the three countries where this data was available, the availability of computer equipment was very poor (Table 

10). As with primary education, private schools have a clear advantage in terms of access to electricity, computer 

equipment or computer rooms. However, it should be noted that Senegal shows the lowest level of inequality 

between the public and private educational sectors; this can be explained by the existence of a specific policy in 

favour of the development of ICT in schools. 



 

 

Table 10. Percentage of secondary schools (lower and upper cycles) with electricity, Internet access, a computer 

room and number of computers per 1,000 students 

Country 
Secondary school status: 

public or private  

 % schools 

with 

electricity 

 % schools 

with 

Internet 

connection 

 % schools 

with a 

computer 

room 

Number of 

computers 

available per 1,000 

students 

Burkina 

Faso 

Public secondary school 29.9   4.0 2.6 

Private secondary school 58.7   11.0 5.8 

Public + Private secondary 

schools 
43.2   7.3 3.9 

Cameroon 

Public secondary school 34.8 11.4   19.9 

Private secondary school       51.1 

Public + Private secondary 

schools 
47.3 21.8   27.3 

Guinea 

Public secondary school       2.5 

Private secondary school       11.7 

Public + Private secondary 

schools 
      6.2 

Niger 

Public secondary school 16.0    

Private secondary school     

Public + Private secondary 

schools 
29.6    

Senegal 

Lower cycle public + private 76.1 35.7     

Lower cycle public 70.7 30.7     

Lower and upper cycles 

public + private 
95.3 55.3     



 

 

Lower and upper cycles 

public 
95.9 55.0     

N.B.: This data relates to basic secondary education, except for Cameroon where it relates to both basic and vocational 

education. 

Sources: Author's calculations from the following documents: Burkina Faso, Education Statistical Yearbook, 2018-2019; 

Cameroon, Education Statistical Yearbook, 2014-2015; Guinea, Education Statistical Yearbook, 2015-2016; Niger, Education 

Statistical Yearbook, 2018-2019; Senegal, Ministry of Education, RESEN, 2018-2019. 

 

As shown above, there is very little quantitative data concerning connectivity levels of primary and secondary 

schools in Francophone countries in Africa according to status - public or private. Likewise, the numerous qualitative 

studies related to the introduction and use of ICT in Francophone schools in Africa (Banuza, et al., 2016; Béché, 

2017; Nijimbere, 2012) do not address the issue of how teachers’ ownership of ICT might vary according to the 

status of their school (public or private) or any of their individual characteristics (sex, grade, age, status). However, 

qualitative data of this type can be found in Marie Ngono’s thesis (2012) on the use of digital technology by 

secondary school teachers in Cameroon. Ngono shows that older teachers, as well as women, find it more difficult to 

use ICT. She also stresses the fact that teachers complain about a lack of equipment, i.e. there is often only one 

computer room and states that those teachers who are able to use ICT would like to receive better training, more 

suitable software and be able to access appropriate digital technology for the level of their respective classes. 

Thus, qualitative research on the use of ICT in Francophone schools in Africa shows that teachers face various 

difficulties such as: material conditions, lack of training, limited time, fear of not being able to master the tools or a 

complete lack of interest in the subject. A study undertaken on the use of a computer room at the public high school 

in Cibitoke (Burundi) highlights the difficulty of making such use sustainable, once projects introducing ICT have 

come to an end (Banuza et al., 2016). The authors found that teachers had more or less abandoned this tool, some 

of the computers had been stolen or no longer worked and that teachers, whilst aware of the usefulness of this 

digital space, complained about a lack of training to make proper use of it. 

The COVID-19 pandemic has highlighted the urgent need for better incorporation of ICT in schools in Francophone 

Africa and has exposed a wide range of inequalities between urban and rural schools, between regions with or 

without Internet access and between public and private establishments. It must be noted that, under the current 

conditions, the provision of ICT in schools not only widens the gap in terms of educational inequalities but also 

produces new ones, causing even greater differences between public and private establishments. 

 



 

 

6. PROFESSIONALIZATION 

 

In Francophone Sub-Saharan Africa, professionalization of the teaching profession has radically evolved since the 

creation of the Structural Adjustment Programmes (SAP). To meet the demands of the SAPs, and with a view to 

saving money, teacher training has suffered due to the closure of teacher training colleges (Barro, 2009; Grégoire & 

Lange, 2018; Lauwerier, 2013; UNESCO, 2014), new frameworks have come into force, such as double shifts (or 

double sessions), poor levels of teacher recruitment have increased pupil/teacher ratios, despite a new downward 

trend in these ratios in recent years. The privatisation of education has also accelerated, leading to profound 

changes in the teaching profession, teacher status, autonomy, working conditions and career opportunities. The 

emergence of new types of schools (Lange, 2003) and new teaching bodies (Barro, 2009) has also changed teaching 

conditions. In fact, there has been a complete deregulation of the teaching profession. 

 

6.1 School and teacher types  

It is very difficult to analyse the status of teachers in the private sector as it is hard to access reliable, current data, 

as the situation concerning teachers has evolved steadily since the phenomenon of privatisation of education 

started taking off in Francophone Africa. The wide variety of schools that exist also makes analysis difficult, because 

each type of school has different finance mechanisms and agreements with the State: these are constantly evolving, 

together with numerous types of teachers, which are also increasing at a similar rate. 

The movement to acknowledge private schools is also ongoing in all seventeen countries studied in this report. For 

example, more and more Muslim schools are now recognized or are in the process of being recognized. In Côte 

d'Ivoire, the recognition of private Muslim schools in 2017-18 gave rise to various provisional categories (Table 11). 

Community schools, on the other hand, were illegal for a long time before being acknowledged. Nowadays, 

community schools have all but disappeared in several countries, including Niger. The 2016-17 school directory for 

Niger thus notes that there were 75 community schools in 2012 against only 7 in 2016 and shows that: “In line with 

their status, the vast majority of these community schools have been handed over to the State, and in this way 

transformed into public schools” (Republic of Niger, MEP/A/PLN/EC, 2016, p. 12). In the Central African Republic, 

community schools no long officially exist (Table 11), however, teachers paid by parents are considered to be 

‘community teachers’. Likewise, in Mali, more and more community schools are becoming public schools. 

Sometimes the teachers’ status changes when the school status changes. For example, community teachers would 

become civil servants of either the State or local authorities depending on the region or country as the process of 

integrating community schools usually falls under the decentralization policies that are going ahead in Francophone 

Africa. Finally, it should be noted that the type of school also differs according to the level of education (primary, 

lower and upper secondary cycles) as do the contract types for teachers in the private sector: there are a large 



 

 

number of teachers with hourly contracts in secondary education, whilst those in primary education tend to have 

annual contracts. 

 

Table 11. Examples of types of primary schools in eight countries of Francophone Sub-Saharan Africa (listed in the 

order of Education Statistical Yearbooks) 

 

* Private management and receiving state subsidies, but the schools are considered ‘public’. 

** French: Écoles non conventionnées, Écoles conventionnées catholiques, Écoles conventionnées protestantes, Écoles 

conventionnées kimbanguistes, Écoles conventionnées islamiques, Écoles conventionnées salutistes, Écoles de la Fraternité, 

Autres, Privé. 

Sources: Author's reconstruction from Education Statistical Yearbook of the countries concerned, based on the years available: 

Burkina Faso, 2016-17; Central African Republic, 2016-17; Chad, 2013-14; Côte d’Ivoire, 2017-18; Democratic Republic of Congo, 

2013-14; Mali, 2013-14; Niger, 2015-16; Togo, 2012-13. 

 

Despite the fact that an identical data source was chosen (Education Statistical Yearbook) for all countries 

(Table 11), it is clear that there is no uniform practice for defining the types of schools that exist. School 

classification in The Democratic Republic of the Congo is ‘based on the management regime’ and schools are 

considered ‘public’ from the minute they receive funding from the State as a result of signed agreements16. Schools 

                                                           
16 Apart from schools marked ‘private’ in Table 11, all schools in DRC are considered ‘public’, including those under private 
management and having signed a State convention (receiving subsidies). 

Country

Burkina Faso Public Private Catholic Private Secular
Private 
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Central African 

Republic
Public Community Private Catholic Private Secular

Private 

Protestant
Franco-Arabic

Chad Public Community Private Secular
Private 

Catholic 
Private Islamic
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Protestant

Côte d'Ivoire Public Private Community

Côte d'Ivoire 
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Undergoing 
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funded)
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schools with 

state 

convention *

Salutist 

schools with 

state 
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Brotherhood 

Schools with 

state 

convention *

Other Private

Mali Public Private Community Madrasa

Niger Public Private Community

Togo Public Catholique Protestant Islamic Private Secular
EDIL 

(Community)

Type of primary school



 

 

in Côte d'Ivoire and Niger are grouped into three categories (public, private, community), whilst private schools 

include private secular, Catholic, Protestant, etc. which may or may not be subsidised by the State. 

The various types of teacher are even harder to define. On the one hand, they do not always coincide with the type 

of school in which they work and it is not uncommon to find, for example, community teachers working in public 

schools due to a lack of State-appointed teachers (Mali, Central African Republic, Chad), and on the other hand civil 

servant teachers working in community schools (Togo). Thus, different types of teachers can work in the same 

school, whether in the public or private sector. 

The number of different types of teachers listed in Education Statistical Yearbooks can vary from three or four in 

primary education, as in Togo, i.e. ‘civil servant, auxiliary, voluntary and private’, to teachers with 11 different 

contract types in secondary education, as seen in Burkina Faso (see Burkina Faso case study below). UNESCO (2020) 

notes: “As a result, the teaching corps in Sub-Saharan Africa is now composed of individuals with a diverse range of 

profiles, qualifications, types of preparation and professionalization” (p. 11). Four main teacher types, however, can 

be identified: civil servant, contractual, temporary, ‘voluntary or community’; these range from the most favourable 

in terms of conditions (job security, salary scale, social security and retirement, family benefits, access to continuous 

training) to the most unfavourable - that of voluntary or community teacher who, more often than not, have salaries 

lower than the country’s minimum wage and no social security or medical insurance (see above). 

 



 

 

6.2 Autonomy, professional freedom and career opportunities 

The notion of autonomy is intrinsically linked to that of professionalization. The question of teacher autonomy 

however, is relatively recent, but it now appears to be essential to the success of any educational reform, as Carolyn 

Pearson and Bruce Moomaw (2005) note: “Autonomy seems to be emerging as a key variable when examining 

educational reform initiatives, with some arguing that granting autonomy and empowering teachers is an 

appropriate place to begin in solving the problems of today’s schools” (p. 42). 

In Francophone Africa, the issue of autonomy and professional freedom has not been widely discussed at all. 

Education has long been dependent on a traditional concept of knowledge transfer (Lauwerier & Akkari, 2013). 

African teachers have often used verbal (insults, humiliation) and physical (tasks to perform, bullying, beatings, etc.) 

violence to transfer knowledge to their students (Lange, 1991; 2009; 2014). These teachers were of course 

mimicking the conditions they had known themsleves as students and it was not until the 1990s that the 

development of active teaching methods came into play17. Democratic movements that rocked a large number of 

Francophone African countries in the early 1990s also challenged authoritarian relationships and brought about 

changes in educational relationships. Finally, the implementation of education policies promoting a skills-based 

approach has gradually established itself in a majority of African countries. This approach should make it possible to 

give teachers more autonomy and professional freedom. 

However, regardless of whatever reforms are underway that could bring greater autonomy to teachers in both the 

public and private sectors, it should be noted that current recruitment and teaching conditions often limit this 

process of empowerment. Thus, the low level of academic and professional training of recruited teachers is in fact 

an obstacle to their empowerment. This is of particular concern to community teachers and teachers in the private 

(secular and Muslim) sector. Poor teaching conditions, with student/teacher ratios that are still sometimes very 

high, encourage teachers to continue their aggressive teaching practices. Non-regulatory or dilapidated school 

infrastructures, as well as a lack of school furniture or teaching materials, are also obstacles to greater autonomy. In 

addition, school systems in Francophone Africa are still very elitist and some of them require students to take 

entrance exams, to get into lower secondary school for example18. This constraint forces teachers to abandon more 

active or personalized pedagogical methods in favor of more intense studies and mnemonic exam programmes. 

Those in private education in particular are pushed to succeed in competitive examinations, a requirement both 

from private school owners and the students’ parents. 

Teachers’ career opportunities are directly dependent on the sector (public or private and the type of private) in 

which they work. Field research (Kaboré, 2016) has shown that in general, teachers in the private sector do not have 

access to the possibilities offered to public teachers. Indeed, public teachers benefit from salary scales that allow a 

regular progression of their remuneration, but they also have the possibility to apply for internal promotions 

                                                           
17 For example, in Mali, the ‘convergent methodology’, which later became the ‘convergent pedagogy’, was born in 1979. It is 
based on teaching in the mother tongue and follows an active learning pedagogy: it has generated a great number of studies 
many of which have been very positive and others highly critical.  
18 Dating back to colonial times, access to lower secondary education is dependent on the successful completion of the primary school leaving certificate and 
passing the 6th grade entrance examination (1st year of secondary school). Some Francophone African countries are still very selective at this level, even if more 
and more countries are doing away with this exam. 



 

 

(principal teacher, supervisor or trainer, educational advisor, education inspector, etc.). They can also benefit from 

geographic or professional mobility, unlike volunteer or community teachers and those in the lucrative private 

sector. 

Constraints weighing on the development of education in Francophone Africa (demographic, financial and those 

related to social justice and gender) generate instability when it comes to the development of professionalization 

models for the teaching profession. The production of long-term public policies is fraught with emergency 

situations: acknowledging and reacting to increased enrolments, responding to the social demand for education, 

and a need to increase the supply of educational establishments in a timely manner. The incessant changes to 

teachers’ terms and conditions of service or their training make it difficult to reflect on the development of new 

professional models and paths in education. Low wages, a decline in the social value of the profession, a lack of 

autonomy and professional freedom, all call into question the whole process of professionalization. The already 

observed risk of de-professionalization of the profession (Locatelli, 2018, p. 17) may worsen as noted by Anton De 

Grauwe (2016), “Accountability without support will inevitably lead to further de-professionalization of those who 

are at the heart of education systems and to whom we entrust the realization of Education 2030”. 

 



 

 

7. SOCIAL DIALOGUE 

 

Whilst teachers in the public education sector in French-speaking Africa have well-organised and powerful unions 

which have undertaken collective actions that have led to negotiations enabling them to improve their 

remuneration and working conditions19, teachers in the private sector appear to be lagging behind: more often than 

not, poor levels of unionisation and an absence of social dialogue can be observed. These low levels of unionisation 

have undoubtedly enabled the rapid development of private institutions in French-speaking Africa, as poorly 

organised teachers in the private sector do not go on strike (Bénin, RESEN, 2014, p. 142), thus encouraging parents 

to send their children to these private schools (Lange, forthcoming; Lewandowski, 2011, p. 46). However, several 

highly active unions, representing teachers in private education, do exist, such as the National Teachers and Staff 

Union that represents Secular Private Schools in Côte d'Ivoire (Syndicat national des enseignants et du personnel du 

privé laïc de Côte d’Ivoire, SYNEPPLACI), which has undertaken various actions for several years now (strikes, 

boycotting exams, etc.) or the ‘community sector’ of Mali’s Trade Union of Education and Culture (Syndicat national 

de l’éducation et de la culture, SNEC), which defends the interests of community teachers. Generally speaking, the 

main issue concerning teachers in the private sector, in particular in the secular or Muslim private sectors, is that 

they are not really taken into consideration by either the donors or the African States. States tend to negotiate with 

the management of private establishments (whose members are often referred to as ‘founders’ or ‘promoters’ in 

the secular private sector), but are not involved in the management of teachers in the private sector, whom they 

consider to be private sector employees, except when agreements are signed under the aegis of the State. 

 

                                                           
19 In most countries with democratic regimes (Burkina Faso, Mali, Senegal, etc.), however, in more authoritarian countries such as Chad, simple peaceful 
demonstrations by civil servants can be suppressed (see the OFPRA report dated 30 November 2018, online: 
https://www.ofpra.gouv.fr/sites/default/files/atoms/files/1811_tcd_conflit_social_syndicats_de_fonctionnaires_2016-2018.pdf) or prohibited, as happened to 
community teachers in 2017 in Chad: https://www.tchadpages.com/tchad-sans-subsides-depuis-trois-ans-les-maitres-communautaires-nont-pas-non-plus-le-
droit-de-marcher-pacifiquement/   

https://www.ofpra.gouv.fr/sites/default/files/atoms/files/1811_tcd_conflit_social_syndicats_de_fonctionnaires_2016-2018.pdf
https://www.tchadpages.com/tchad-sans-subsides-depuis-trois-ans-les-maitres-communautaires-nont-pas-non-plus-le-droit-de-marcher-pacifiquement/
https://www.tchadpages.com/tchad-sans-subsides-depuis-trois-ans-les-maitres-communautaires-nont-pas-non-plus-le-droit-de-marcher-pacifiquement/


 

 

7.1 Social dialogue, negotiations and collective agreement 

Social dialogue20 within the teaching profession is often complicated, especially in African countries, where 

education plans, defined in partnership with international actors, tend to view teachers merely as a cost that needs 

to be managed, if not reduced, to enable access to education to the highest number possible. However, according to 

the International Labour Organisation (ILO), “Social dialogue is 'the glue for successful educational reform’. Without 

the full involvement of those responsible for implementing reforms, that is teachers and their organisations, in key 

aspects of educational objectives and policies, ‘education systems cannot hope to achieve quality education for all’” 

(ILO, 2012, p. 201) and, as early as 1966, the ILO and UNESCO published recommendations related to the conditions 

of teaching staff (ILO, UNESCO, 2019), however these criteria are hardly ever applied to teachers in the private 

sector. 

Furthermore, as stated by the ILO, social dialogue should draw on tripartite negotiations: “The ILO was founded on 

the principle of tripartism, a system of establishing public policies based on the participation of worker and 

employer representatives with governments or public authorities. The ILO has promoted tripartism as an effective 

mechanism for addressing and resolving conflicts or dealing with social and economic problems” (ILO, 2012, p. 201). 

However, in many African countries, there is no collective agreement regulating private education and defining 

teachers’ rights and duties, particularly for those working in the secular, private sector. 

Some countries, such as Senegal, have a collective agreement that includes both private Catholic establishments and 

private secular establishments21, others, such as Mali, have a collective agreement that only concerns private 

Catholic education22, often financed by the State (Burkina Faso, Côte d'Ivoire, Mali, Senegal…). Other countries, such 

as Burkina Faso, establish a convention specifically for the secular, private sector23. 

However, not all countries have an agreement between employers and teachers, as teachers in the secular private 

sector have only recently gotten themselves organised. At the same time, having successfully signed such an 

agreement does not necessarily mean that the teachers are automatically protected. Consequently, in Burkina Faso, 

shortly after signing this convention between the teachers of the secular private sector and their employers in 2016, 

representatives from the teachers' union called on the state authorities to carry out checks in private schools and 

enforce this agreement24. With regard to the situation of Muslim teachers in the private sector, very little 

information is available on their working conditions and remuneration. These schools are becoming more and more 

                                                           
20 “The concept of ‘social dialogue’ as an effective means to address social and economic problems has emerged from the ILO’s long history of promoting 
cooperative decision-making among workers and employers and their representatives and governments” (ILO, 2012, p. 201). 
21 A national collective agreement for staff in the private education sector in Senegal was signed on 26 April, 2000, with effect from May 30, 2000 [See online 
document: http://www.onfp.sn/wp-content/uploads/2014/06/personnel_de_l_enseignement_prive_du_senegal.pdf]. There was another in 2018, again taking 
into account both private Catholic and secular establishments, but not private Franco-Arab schools, however, employer and workers’ union representatives 
were invited this time as observers http://www.travail.gouv.sn/node/178 and http://www.travail.gouv.sn/node/179. For an overview of the progress that 
unions have made thanks to this new 2018 agreement, see the Senegal case study below. 
22 Collective agreement for private education in Mali, September 2008, [Online: 
https://www.google.fr/url?sa=t&rct=j&q=&esrc=s&source=web&cd=&cad=rja&uact=8&ved=2ahUKEwjXkr2qhsTrAhVPzIUKHVUeAlMQFjAAegQIAxAB&url=http
%3A%2F%2Fwww.fonctionpublique.gouv.ml%2Fdocfp%2FConv_Catholique.doc&usg=AOvVaw13zSHTONf6WqSU_pLzdRzV]. 
23 The convention was signed on 13 May, 2016 by the President of the National Council of Burkinabé Patronage (for management) in the presence of the 
President of the National Union of Secular Private Education Institutions (UNEEP-L) (organisation for the employers of secular education) and, on the side of 
teachers' unions, by the National Confederation of Workers of Burkina: https://patronat.bf/wp-content/uploads/2016/07/Patronat.net.n%C2%B041.pdf. The 
previous convention dates back to 1979. 
24 Pages 10 and 11 of the following document that can be found online: 
https://www.kaceto.net/IMG/pdf/reponses_du_gouvernement_a_la_plateforme_minimale_de_la_coordin_2_.pdf#page=13&zoom=auto,292,842  

http://www.onfp.sn/wp-content/uploads/2014/06/personnel_de_l_enseignement_prive_du_senegal.pdf
http://www.travail.gouv.sn/node/178
http://www.travail.gouv.sn/node/179
https://www.google.fr/url?sa=t&rct=j&q=&esrc=s&source=web&cd=&cad=rja&uact=8&ved=2ahUKEwjXkr2qhsTrAhVPzIUKHVUeAlMQFjAAegQIAxAB&url=http%3A%2F%2Fwww.fonctionpublique.gouv.ml%2Fdocfp%2FConv_Catholique.doc&usg=AOvVaw13zSHTONf6WqSU_pLzdRzV
https://www.google.fr/url?sa=t&rct=j&q=&esrc=s&source=web&cd=&cad=rja&uact=8&ved=2ahUKEwjXkr2qhsTrAhVPzIUKHVUeAlMQFjAAegQIAxAB&url=http%3A%2F%2Fwww.fonctionpublique.gouv.ml%2Fdocfp%2FConv_Catholique.doc&usg=AOvVaw13zSHTONf6WqSU_pLzdRzV
https://www.kaceto.net/IMG/pdf/reponses_du_gouvernement_a_la_plateforme_minimale_de_la_coordin_2_.pdf#page=13&zoom=auto,292,842
https://patronat.bf/wp-content/uploads/2016/07/Patronat.net.n%C2%B041.pdf


 

 

recognised and registered not only in the majority of Sahelian countries (Burkina Faso, Mali, Niger, Senegal, etc.), 

but also in those countries on the coast (Cameroon, Côte d'Ivoire, Togo, etc.). As a reminder, a large number of 

Francophone countries in Africa have known authoritarian regimes in which there was only one party and a single 

union dependent on this same party (as in Togo, for example). The lack of any traditions in terms of social dialogue 

makes it difficult to draft and sign collective agreements, which also explains why two countries with a long history 

of trade unions, Burkina Faso and Senegal, are able to carry out discussions for the renewal of collective agreements 

for both Catholic and secular private education. 

Many African countries also have ‘volunteer’ teachers (Côte d'Ivoire), ‘parents' schools’ (Cameroon), or ‘community’ 

teachers (Mali, Central African Republic, Chad), who are paid by the students’ parents, often at a rate much lower 

than the country’s minimum wage, if not simply paid in kind (foodstuffs/produce) (Murseli, 2018, p. 247). As is often 

the case nowadays, some of these schools may be granted subsidies from the State, as in Mali or Chad however, 

they might only be paid several months or years in arrears25. In some countries, community teachers have tried to 

assert their rights, through various actions (strikes and demonstrations in Mali26, hunger strikes in Benin27). In Mali, 

community teachers joined together under the ‘community section’ of the Trade Union of Education and Culture 

(Syndicat national de l’éducation et de la culture, SNEC28), in Chad they created a Community Teachers Coordination 

organism, affiliated with Chad’s Union of Trade Unions (Union des Syndicats du Tchad, UST), but in other countries 

(Central African Republic), these teachers have no formal means of representation. 

In French-speaking sub-Saharan Africa, even if teachers' unions are able to exert a significant amount of pressure 

(prolonged strikes, refusing to mark papers/communicate results to the administration or preventing exams, etc.), 

their actions have also been limited, by the multiplication of contract types (highlighted later in this document) on 

the one hand, and by the large number of young unemployed graduates who are ready to accept teaching posts 

regardless of the terms and conditions (temporary and/or very poorly paid) on the other. This was the case in Mali 

between February and March 2020, when the Ministry of Education decided to recruit 15,000 ‘education volunteers’ 

to replace striking teachers29. The multiplication of teachers' contracts has sometimes led to a multiplication of 

unions and therefore an increase in the number of sectoral strikes, depending on the teachers’ administrative 

conditions (as has been observed for example in Senegal), making any social dialogue difficult. In some countries, 

such as Mali, however, the current trend is towards collective bargaining to fight for the standardisation of 

contractual conditions for the different categories of teachers which is a “main concern of the Syndicat national de 

l’éducation et de la culture (SNEC)” (Moussa, 2011, p. 35). 

 

7.2 The social movement of teachers in the private sector and the COVID-19 pandemic 
                                                           
25 https://www.alwihdainfo.com/Education-nationale-une-annee-confuse-au-Tchad_a60155.html 
26 http://lexpressdumali.com/education-enseignants-ecoles-communautaires-colere-contre-gouvernement/ or https://afribone.com/?Enseignement-Le-Snec-
en-greve-de  
27 https://lanouvelletribune.info/2017/12/apres-10-ans-sans-salaire-enseignants-communautaires-greve-de-faim-lokossa/  
28 The Trade Union of Education and Culture (Syndicat national de l’éducation et de la culture, SNEC) is one of the few African unions that brings together all 
categories of teachers (civil servants, community teachers or those on specific contracts). 
29 https://www.rti.ci/info/afrique/26262/mali-le-gouvernement-recrute-plus-de-15-mille-enseignants-volontaires-en-pleine-greve-de-leducation-nationale ; 
http://bamada.net/education-les-enseignants-volontaires-un-pis-aller-pour-sauver-lannee-scolaire ; https://maliactu.net/mali-le-ministre-famanta-aux-
enseignants-volontaires-la-nation-est-fiere-de-vous-pour-votre-engagement-en-faveur-de-lecole/  

https://www.alwihdainfo.com/Education-nationale-une-annee-confuse-au-Tchad_a60155.html
http://lexpressdumali.com/education-enseignants-ecoles-communautaires-colere-contre-gouvernement/
https://afribone.com/?Enseignement-Le-Snec-en-greve-de
https://afribone.com/?Enseignement-Le-Snec-en-greve-de
https://lanouvelletribune.info/2017/12/apres-10-ans-sans-salaire-enseignants-communautaires-greve-de-faim-lokossa/
https://www.rti.ci/info/afrique/26262/mali-le-gouvernement-recrute-plus-de-15-mille-enseignants-volontaires-en-pleine-greve-de-leducation-nationale
http://bamada.net/education-les-enseignants-volontaires-un-pis-aller-pour-sauver-lannee-scolaire
https://maliactu.net/mali-le-ministre-famanta-aux-enseignants-volontaires-la-nation-est-fiere-de-vous-pour-votre-engagement-en-faveur-de-lecole/
https://maliactu.net/mali-le-ministre-famanta-aux-enseignants-volontaires-la-nation-est-fiere-de-vous-pour-votre-engagement-en-faveur-de-lecole/


 

 

The COVID-19 pandemic has highlighted the lack of social dialogue and the very precarious nature of the situation 

that most teachers in the private sector find themselves in. In Togo, the recent creation of the National Union of 

Teachers of Private Schools and Institutes of Togo (Syndicat national des enseignants des écoles et instituts privés du 

Togo, SYNEP-Togo) addressed this need at a General Assembly held on 22 February 2020. The president of SYNEP-

Togo, Mr. Yao Tétégnon Agbovi, stated: “The idea of creating such an organisation has been around for a while. But 

the crisis caused by COVID-19 and the reaction of the majority of employers, founders of private schools, taking 

advantage of the health crisis to avoid salary obligations has accelerated the natural course of things”30. In Mali, the 

National Union of Private Education (Syndicat national de l’enseignement privé) was created in December 2019 and 

its first demand was the signing of a collective agreement, because as expressed by its Secretary General in July 

2020, “Without a collective agreement, we can say that teachers in private schools do not exist. We must seize this 

collective agreement,”31. In Burkina Faso, the National Coordination of Private Teachers in Burkina Faso 

(Coordination nationale des enseignants du privé du Burkina, CNEP-B) was created to respond to the non-payment 

of private teachers’ salaries 32. In Côte d'Ivoire, SYNEPPLACI’s actions escalated with the threat of boycotting year-

end exams33. 

The highly unfavourable situation of teachers in the private sector has worsened with the onset of the COVID-19 

pandemic, but it has also given rise to the birth of teachers' unions in the private sector (Togo), grievances from 

newly created unions (Mali), the creation of a national coordination entity for teachers in the private sector (Burkina 

Faso) and protest actions, as in Côte d'Ivoire. Until recently, the only solution available to teachers in the private 

sector, for example in Benin 34 or Burkina Faso35 was to drop out of these establishments, leaving both the schools 

and students in a difficult position. 

                                                           
30 https://societecivilemedia.com/le-synep-togo-au-front-pour-defendre-la-cause-des-enseignants-du-prive/  
31 http://bamada.net/sit-in-des-enseignants-du-prive-pour-revendiquer-une-convention-collective  
32 See the Burkina Faso case study, infra. 
33 https://www.koaci.com/index.php/article/2020/06/19/cote-divoire/societe/cote-divoire-un-syndicat-veut-boycotter-les-examens-de-fin-dannee-ses-
raisons_142421.html  
34 https://www.24haubenin.info/?Des-enseignants-abandonnent-le-prive-pour-le-public  
35 See the Burkina Faso case study, infra. 

https://societecivilemedia.com/le-synep-togo-au-front-pour-defendre-la-cause-des-enseignants-du-prive/
http://bamada.net/sit-in-des-enseignants-du-prive-pour-revendiquer-une-convention-collective
https://www.koaci.com/index.php/article/2020/06/19/cote-divoire/societe/cote-divoire-un-syndicat-veut-boycotter-les-examens-de-fin-dannee-ses-raisons_142421.html
https://www.koaci.com/index.php/article/2020/06/19/cote-divoire/societe/cote-divoire-un-syndicat-veut-boycotter-les-examens-de-fin-dannee-ses-raisons_142421.html
https://www.24haubenin.info/?Des-enseignants-abandonnent-le-prive-pour-le-public


 

 

8. CASE STUDIES36 

 

8.1 Certification and regulation 

 

Burkina Faso 

In the majority of African countries, diversification within the education sector (Lange, 2003, p. 150), which has been 

gathering momentum since the 2000s, has triggered the growth of different types of schools (Lange, forthcoming). 

With regard to pre-school establishments that are registered and recognised by the State in Burkina Faso, the 

following figures show the percentage distribution of student numbers per type of school for 2016-17: public 

(27.7%), private (58.9%) and community (13.5%) (MENA, 2017). For primary education, the percentage of students 

in enrolled in the various institutions in 2016-17 was as follows: public (79.9%), secular private (7.9%), Muslim 

private (7.9%), Protestant private (2.4%), Catholic private (1.9%) and community (0.1%) (MEBA, 2017). In 2018-19, 

for post-primary education (the equivalent of lower secondary education), 74.1% of the student body was enrolled 

in the public sector, compared to 25.9% in the private sector. For secondary education (the equivalent of the upper 

secondary cycle), 71.7% was enrolled in the public sector, against 28.3% in the private sector (MENAPLN, 2019). 

In terms of pre-school education, staff working in the private sector are often less qualified than public staff, as 

highlighted in the Strategic Basic Education Programme (PDSEB)37: for pre-school education, “private and 

community structures suffer from a lack of qualified personnel” (Burkina Faso, PDSEB, 2012, p. 11). Likewise, in 

primary education, “teachers without any basic training can be found the private sector, and others have only 

primary level education” (PASEC, 2016b, p. 13). Then lastly, in post-primary and secondary education, a large 

number of teachers are recruited without any professional training: 69.4% of those employed in the private sector 

have no professional qualifications compared with 32.3% in the public sector (MENAPLN, 2017, p. 112; p. 115). The 

State of Burkina Faso does not seem able to force private schools to recruit teachers with professional qualifications, 

despite sending secondary level students to these establishments, due to lack of space in public institutions. 

Nevertheless, the PDSEB intends to “review the teacher training policy to take into account quality requirements 

and staffing needs [and] revision of the training programme content” (PASEC, 2016b, p. 78). 

In terms of regulations, from the colonial period to the present day, private education in Burkina Faso has 

experienced a fitful development and different laws have led to either its development or opened it up for 

questioning. The first legislative texts that set out private education date back to the Presidential Decree of 14 

February 1922: these outlined the formalities and conditions necessary to authorise the opening of private 

institutions, the management of such establishments and the education provided, staff obligations and penalties for 

offenders (Coulibaly, 1997, pp. 109-110). After independence, regulations concerning private education were still 

                                                           
36 These two case studies have been written by two different authors. Despite being drafted according to the same structure, detailed content may differ, due 
to the availability of literature on the country. 
37 Le PDSEB follows on from the Ten Year Basic Education Plan (PDDEB), which was in force until 2011. 



 

 

dependent on texts dating back to 1948. Private education did however, benefit from numerous agreements and 

conventions. In 2004, specifications governing private schools and institutions providing basic education were 

outlined in Decree n° 2004-005/MEBA/SG/DGEB/DEB Pr.38, and thereafter Decree n° 2010-

386/PRES/PM/MERSSRS/MEBA/MASSN of 29 July 2010, regulating private education in Burkina Faso, specified the 

terms and conditions of practice for private schools. More specifically, for Catholic education, the State signed an 

agreement with the Catholic Church to support private Catholic education on 13 July 2004, followed by another on 7 

May 2019. In addition, a collective agreement for secular private education was signed on 13 May 2016 following 

five years of discussions and follows on from an agreement signed in 197939. The last regulation which defines the 

teaching profession is Decree n° 2020-0245 PRES/PM/MFPTPS/MINEFID40, which concerns all pre-school, primary, 

post-primary and secondary, general and vocational education, that fall under the public education service. This 

decree appears to only relate to public education. 

Even if regulations concerning private institutions nowadays seem to be based on legal texts and satisfactory 

agreements, there is an issue with the non-respect of these signed treaties: for example, the State owes money to 

private institutions, not honoring the agreements it signed41. In addition, many educational establishments exist 

that are not recognised by the State, but due to their illegality, no reliable census is available. Every year, the 

Ministry of Education publishes a list of authorised private schools, yet many still continue to operate without any 

kind of control. The Ministry of Education regularly decides to close various private schools and each year will 

publish a list of unauthorised schools on various media (Facebook, the Ministry’s website, in the press, etc.). The 

reasons given for the closure of these illegal institutions are usually limited to the teaching conditions (lack of 

authorisation, premises that are too cramped or unsanitary, dangerous, etc.). Controls concerning the payment of 

teachers' salaries, tax declarations or social security payments (pension, sick leave, etc.) are never mentioned. 

Nevertheless, all studies relating to conditions of remuneration of teachers in the private sector show that these 

staff do not always have written contracts, are not paid according to official salary scales, are not declared in the 

social security system and never benefit from other advantages that public teachers receive in terms of 

remuneration, job security or career options (Kaboré, 2016; Beogo, 2014, p. 128). Furthermore, controls seem to be 

inadquate or ‘complacent’ according to the Burkinabè press42. 

 

Senegal 

In its current policy document, Program for Improving Quality, Equity and Transparency in Education and Training 

2018–2030 (PAQUET), Senegal emphasizes the need to promote quality private education and to take maximum 

advantage of the strong potential of private sector initiatives (République du Sénégal, 2018). We consider it 

                                                           
38 http://www.unesco.org/education/edurights/media/docs/a03ede8d7d692367293f354f46f77ed9e73d0bab.pdf 
39 https://patronat.bf/wp-content/uploads/2016/07/Patronat.net_.n%C2%B041.pdf  
40 http://www.mena.gov.bf/fileadmin/user_upload/storages/statut.pdf  
28 Payments to uninsured Catholic schools, as well as to private, for-profit secular establishments which took in post-primary 
pupils at the request of the State, due to a lack of places in public schools 
42 https://lefaso.net/spip.php?article39993&id_rubrique=4  

http://www.unesco.org/education/edurights/media/docs/a03ede8d7d692367293f354f46f77ed9e73d0bab.pdf
https://patronat.bf/wp-content/uploads/2016/07/Patronat.net_.n%C2%B041.pdf
http://www.mena.gov.bf/fileadmin/user_upload/storages/statut.pdf
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important to see how the country puts into practice the measures necessary to monitor the private sector and, 

especially, the teaching profession. 

After analysing various institutional documents and research on the issue of private education, we see that Senegal 

is prioritizing the monitoring of public sector teachers, particularly through studies on staff allocation (BREDA-

UNESCO, 2005) and the availability of public statistics. For instance, we easily found figures on the distribution of 

public teachers according to academic degree and on teaching conditions in public schools. 

In addition, as already noted, the educational landscape of Senegal, as that of the rest of Francophone Sub-Saharan 

Africa, is characterized by a variety of operators. The following is the national distribution of schools that are 

registered and recognized by the state: classic public (82.71%), secular private (8.04%), Franco-Arab public (3.29%), 

Franco-Arab private (4.01%), Catholic private (1.46%), associative schools (0.23%), Protestant private (0.19%) and 

community schools (0.08%) (PASECb, 2016). There are thus different scenarios in terms of regulation of this sector. 

Compared to public schools, some private schools, especially Catholic schools (Niang, 2014), benefit from better 

staff management, maximized student work time, and educational inputs thanks to parental funding. Meanwhile, in 

most cases, teachers in the private sector are less qualified than in the public sector (Charlier, 2003). Some private 

schools are also in more precarious situations than public schools. Since no authority is in a position to impose 

operating rules on unregistered private providers, it is up to them to set up regulatory procedures which are more 

aimed at safeguarding their own interests than at offering the best service to learners and teachers.  

This type of regulation is officially recognized because, since the early 2000s, states have institutionalized a “laissez-

faire” or “faire-faire” policy (Charlier, 2003) that gives leeway to the private sector since the public sector cannot do 

everything. Niang (2014) points out that “private schools are growing like mushrooms; entrepreneurs create schools 

with a few classrooms that do not comply with standards and receive payments from parents” (p. 256). 

Even when private institutions, such as daaras, are officially recognized, there is a lack of initial and in-service 

training (e.g., low participation of French-Arabic teachers in curriculum training), which risks accentuating the 

inadequacy of supervision and leads to negative repercussions on learning (d’Aoust, 2013). 

Finally, if we look at the analyses carried out by the World Bank (2016) within the framework of the Systems 

Approach for Better Education Results (SABER), Senegal is in the process of improving regulations related to the 

private sector, especially from the perspective of the professionalization of private sector teachers.  



 

 

 

 

Recent developments include the implementation of a so-called modernization project for the daaras in Senegal, 

which consists of defining a regulatory framework specifying the conditions and modalities of training and 

supervising of teaching staff (Hugon, 2015). 

 

8.2 Type of recruitment and quality of education 

 

Burkina Faso 

Analysis of the type of recruitment and quality of education based on the type of institution is particularly difficult, 

due to the large number of unrecognised private schools and the fact that they are not included in school censuses 

or assessments. All data presented here only relates to legal, private schools and thus it can be assumed that these 

are the institutions that most respect the rules and regulations in terms of teacher training standards, teaching 

conditions, programme compliance and which therefore can meet the quality requirements of education. It should 

also be noted that private education covers a range of establishments in terms of their operation, management and 

links with the State, all of which can be significantly different. In this same vein, according to a field survey 

conducted in Ouagadougou by Sibiri Luc Kaboré (2016), employment conditions vary according to the type of private 

school (Franco-Arab, Evangelical, secular or Catholic). 



 

 

Teaching contracts also vary greatly according to sector: public or private. In post-primary and secondary education, 

according to figures given by RESEN, in 2013-14 the proportion of public teachers in permanent positions was 65.7% 

of the public workforce, against 12.2% for the private sector. Conversely, the proportion of private contracted 

teachers was up at 81.2% against 18.7% in the public sector (Burkina Faso, RESEN, 2017, p. 306). Even if, as we have 

just seen, the majority of teachers in the public sector receive professional training, this is not the case for teachers 

in the private sector despite the fact that many private teacher training schools have opened in Burkina Faso over 

the last few years. Indeed, teachers working in the private education system seem to find it difficult to benefit from 

continuous training, sometimes due a lack of willingness on behalf of the owners who fear that once trained, their 

teachers will leave their institutions (Beogo, 2014, p. 181). 

Lastly, it should also be noted that it is difficult to assess and follow the evolution of the various administrative 

contracts for teaching jobs in French-speaking Africa, as new contracts are constantly being created. In Burkina Faso, 

in the 2018-19 school directory for post-primary and secondary schools, 12 different types of teacher contracts are 

listed (both public and private)43: 11 for public education and 9 in the private sector (MENAPLN, 2019). A number of 

these contracts are common to both private and public education: for example, there are civil servant teachers and 

‘PEJEN’ (Youth Employment Programme for National Education) teachers assigned to work in the private sector. The 

significant need to recruit teachers (in particular for post-primary and secondary education) to respond to increased 

enrolments of pupils combined with the country’s limited resources has lead to the multiplication of new types of 

contracts, each more precarious than the other, but has also lead to the multiplication of stratified demands based 

on the type of contract, become a source of conflicts and created social movements as already seen in the ‘social 

dialogue’ section. 

With regard to quality of education, unlike other French-speaking African countries, the PASEC study does not show 

any difference between public and private students in Burkina Faso in terms of the success rate of proficiency tests, 

and does not provide any reasons for this (PASEC, Burkina Faso, 2016, p. 95). It could be assumed therefore that 

there are great disparities between private schools based on the type (Catholic, Protestant, Muslim, secular or 

community) and their target audience (wealthy, disadvantaged, extremely disadvantaged). In the PASEC study, 

private schools are not categorised in such a manner, which undoubtedly conceals great disparities. Finally, as 

previously mentioned, as school censuses or case studies only take into account legal schools, a significant 

proportion of private schools are left outside any evaluation processes. Yet, in Ouagadougou in particular, parents 

often do not have a choice when it comes to education: in the absence of legal public or private schools, they can 

only send their children to illegal schools of unknown quality. 

 

Senegal 

                                                           
43 Civil servant, non-civil servant establishment contractor, PEJEN teacher, temporary worker, SND civil servant, ENS/IDS trainee, 
SND volunteer, aid worker/volunteer, municipal official (public), permanent staff member (private), civil servant 
(establishment), contracted by the establishment agent communal (public) (MENAPLN, 2019, pp. 122-127). 



 

 

First and foremost, few official documents or studies deal with the recruitment of private sector teachers in Senegal 

or their salary conditions. 

According to PAQUET, the school-age population is currently growing at an average annual rate of 2.89%. This is 

creating a great deal of pressure on the supply of education and training and requires an increased and continuous 

effort to build new classrooms and recruit new teachers. In this context, both the public and private education 

systems are trying to find qualified teachers in sufficient numbers. 

To meet this need, which has been present since the 1990s, the recruitment of new teachers in Senegal takes place 

in a political and social context characterized by at least two key factors. The first is the context of a “technocratic” 

state in which a new economic “rationality” supported by the Bretton Woods institutions is emerging. The second 

concerns the education sector since UNESCO has been committed since 1990 to supporting Education For All, which 

notably implied the massive recruitment of teachers in primary education (Barro, 2017). 

Beyond the fact that the private sector has become involved in meeting this demand for schooling by opening 

schools and recruiting teachers, the public sector has entered a phase of privatisation through the substitution of 

public service jobs with ephemeral jobs of private law contract workers. Moreover, “Senegal is considered a pioneer 

in this regard, starting with the Volunteers of National Education project launched in June 1995” (UNESCO, 2020a, p. 

33). While, for many decades, the majority of teachers were civil servants, in the most recent statistical yearbook on 

education, the distribution of public teachers in Senegal was as follows:  

 Civil servants: 10,567 (40.5%) 

 Contract teachers: 15,194 (58.2%) 

 Temporary teachers: 333 (1.3%) (République du Sénégal, 2015) 

Thus, the majority of teachers in the country are currently contract teachers.  

Furthermore, in Senegal in the early 1990s, volunteers and part-time teachers were very poorly paid: 

For instance, an education volunteer received a monthly salary worth 50,000 CFA francs. A part-time teacher earned 

1,509 CFA francs per hour and was not paid during vacations. It took many years of negotiation between the 

government and teacher unions to achieve an improvement in salaries and to make progress on career plans. 

(Diatta, 2016, p. 28). 

It should also be noted that less qualified positions, which are more precarious in terms of salary conditions, are 

more prevalent in the private sector than in the public sector since there are more teachers with an unofficial status 

(not tenured) in the private sector (86.3%) than in the public sector (2.5%) (République du Sénégal, 2015). 

The Senegalese private education sector implemented a new national collective agreement in 2018 after two years 

of negotiations. Among the improvements made in this agreement, it is worth noting that a consensus was reached 

on the calculation of overtime in middle secondary education and that efforts were made by employers to increase 

the single wage allowance (basic pool and a bonus per child), which is a more stable social security mechanism 

(Ministère du Travail, République du Sénégal, 2018). 



 

 

Nevertheless, in many private educational institutions, teachers continue to have a precarious status:  

They are without a proper work contract, without a pay slip, with disparate salaries, [which are] far from the salary 

scale of the collective agreement. Euphemistically, these teachers are referred to, particularly by some of those 

responsible, as ‘permanent contract teachers.’ (Le Quotidien, 2020) 

However, the COVID-19 crisis has highlighted the precarious situation of private sector teachers in Senegal insofar as 

private Catholic, secular, and Franco-Arab schools, which are facing non-payment of schooling for students following 

the state-decreed closure of schools, have not always been able to ensure payment of the salaries of their teachers 

(Le Quotidien, 2020). 

Finally, on the issue of teacher status, we did not find information on possible quotas in non-public schools to 

include teachers from culturally and sexually diverse backgrounds. However, it should be noted that for some 

dimensions, this question of quotas is not relevant in the sense that if we take sexual orientation, Senegalese law 

criminalizes consensual homosexual behaviour, which justifies the arrest of persons considered homosexual (Human 

Rights Watch, 2019). 

Regarding the quality of teaching, what emerges from the 2014 PASEC survey is that, at the national level, students 

in private schools perform 100 points better in mathematics and reading than those in public schools. Such 

differences are also observed to a lesser extent (in the order of 60 points), in the western zone, where the capital is 

located and has the highest percentage of students enrolled in private schools (31.4%) (PASEC, 2016c).  

These scores also contrast with the idea that private sector teachers are less trained than those in the public sector. 

According to a previous PASEC survey, only 23% of private primary school teachers had received initial training 

(PASEC, 2007). This is also highlighted in national education policies insofar as the PAQUET notes the absence of an 

effective policy document for staff training. Surprisingly, at the national level, 86.4% of private pre-school teachers 

do not have professional qualifications; in some regions, such as Kédougou, this figure rises to 100% (République du 

Sénégal, 2018). As the République du Sénégal (2018) concludes in the PAQUET, it is a question of “harmonizing and 

articulating the paths of initial and in-service training of pre-school, elementary and middle school teachers to 

establish a common core of training around the construction of areas of professional competence common to all” 

(p. 42). But beyond the effect of the socioeconomic level of families, the aforementioned good performance of the 

private sector has more to do with the management practices of the schools, teaching methods, and accountability 

to parents than the qualification of teachers (PASEC, 2016c).  

It should also be stressed that the schools included in the PASEC survey are registered private schools. If we take the 

case of daaras that are not necessarily part of the survey, “many children cannot read or write in French and have 

no numeracy skills” (Laplace, 2018). Also, there is a lack of information on the precise content of education in order 

to be able to assess its quality from a holistic perspective, particularly with regard to inclusion in private curricula. 

For example, we know from a recent survey in Senegal that public school principals are more motivated to be 

involved in the inclusive education of children with disabilities than those in private schools (Sow, 2020). 



 

 

Finally, it should be pointed out that the blurring of the private and public sector boundaries mentioned in the 

literature review of this paper is visible at the level of training policies since the PAQUET states that the public 

Regional Centers for the Training of Education Personnel (CRFPE) may provide teacher training diplomas, which 

would open up the possibility of recruiting in training beyond the recruitment needs of the Ministry of Education in 

order to build up a workforce of qualified and competent teachers to meet the needs of private and non-formal 

education and training structures. In the pre-school context, the République du Sénégal (2018) also strongly 

encourages “the development of private institutes and structures for training early childhood and pre-school 

education personnel” (p. 37). 

 

8.3 Social dialogue and professionalization 

 

Burkina Faso 

Compared to many French-speaking African countries, Burkina Faso has extensive experience in working with trade 

unions: the first teachers' unions having been created during colonial times. Unlike other African countries, which 

soon after independence adopted the one party-one union system, under the control of the power in place, Burkina 

Faso has always known trade union pluralism. Thus the country has a large number of teachers' unions, however 

teachers in private education are poorly unionised, especially those in the secular private sector. The first private 

education union was the Upper Volta Private Education Staff Union (SPEPHV), which was created in September 1957 

and which changed its name in 1967 to become the National Catholic Private Education Union (SNEPC) of the Upper 

Volta (Coulibaly, 1997, p. 193). Until the 1980s, secular private education was almost non-existent and, according to 

Coulibaly (1997, p. 196), non-denominational private education was born around this time. The rapid growth in 

enrolment in secular private primary education, and therefore in the number of teachers, did not allow for the 

emergence of any representative union. This means that working conditions and pay are much lower than the public 

sector and leaves the private sector with a certain amount of instability in terms of its teachers (Kaboré, 2016) who 

can give up their posts as soon as they find a better paid job: this in turn creates difficulties for private 

establishments and their students. Teachers in the private sector can therefore, as Sibiri Luc Kaboré (2016) states, 

apply to enter the public service, by passing entrance exams for the public teaching service. 

Recently, due to the COVID-19 pandemic and the ensuing deterioration in both working conditions and the 

remuneration of teachers in private education (a large number of them not being paid during the confinement 

period or school closures), these teachers were obliged to create a structure to defend their interests. In fact, the 

creation of the National Coordination of Private Teachers in Burkina Faso (CNEP-B) on 15 April 2020 was a direct 

response to this situation. During a press conference on 24 April 2020, teachers were able to highlight the problems 

they were facing44: this was followed by a news conference on 3 June 2020 during which they underscored their 

three main demands: “support for workers in private education establishments with a mandatory stipend for the 

                                                           
44 https://www.sidwaya.info/blog/2020/04/27/enseignement-prive-les-travailleurs-attendent-un-soutien-de-letat/  
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duration of any closures; contract continuance for those hired on a permanent basis by the aforementioned 

establishments during periods of closure and the regular payment of salaries; and the payment of arrears in certain 

establishments”45. For the time being, their cries have hardly been heard. The trouble with their efforts lies in 

either the absence of any employment contract, or the type of contract they have (hourly payment, or temporary 10 

month contract), or the illegal status of the schools in which they work. Nonetheless, these teachers officially teach 

20.1% of Burkina Faso’s students in primary education and 25.9% and 28.3% of post-primary and secondary 

students respectively: their role is therefore essential, especially in urban areas where private education is more 

predominant. 

 

Senegal 

Professionalization is very little developed in relation to private sector teachers in Senegal. We will focus here on 

challenges for pre-school teachers that have been raised in the PAQUET. This national policy document highlights 

the following weaknesses in terms of professionalization:  

 The departure of educators from community structures due to an unattractive career plan; 

 The high mobility of human resources due in particular to the greater mobility of community educators towards 

other more motivating professions (République du Sénégal, 2018). 

With regard to basic education structures for young people and adults, which are often managed by the private 

sector (for instance, by non-governmental organizations), the République du Sénégal (2018) notes “the absence of a 

career plan for staff” (p. 37). 

With regard to social dialogue, research studies, policy documents and news articles regularly highlight, through 

their unions, the importance of public sector teachers in Francophone Sub-Saharan African countries, especially in 

Senegal. This importance is often reflected in their ability to block the education system through numerous strikes. 

These strikes have even influenced World Bank measures concerning teachers (Lauwerier, 2013). However, the 

repeated strikes are regularly blamed for the failure of the public education sector:  

The subjection of [the] Senegalese school space to union movements has resulted, in addition to disrupting the 

normal functioning of school hours, in the accentuation and restriction of the volume of teaching hours, a sine qua 

non for the success of pupils and students. This failure to reach or decrease the volume of teaching hours 

subsequently has repercussions on the results of end-of-year exams, whether at the primary, secondary or higher 

education levels. (Ngom, 2017, p. 2) 

According to the same author, this may have prompted some parents to turn to private schools. 

The nuisance capacity of private sector teachers is much lower than that of public sector teachers who have 

protected employment status. Private sector teachers with fixed-term contracts are less likely to claim their rights 

                                                           
45 https://www.burkina24.com/2020/06/03/il-ny-a-pas-de-base-juridique-de-la-rupture-des-contrats-des-enseignants-
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for fear of not having their jobs guaranteed (Ngom, 2017). Nevertheless, initiatives have been developing in recent 

years in Senegal. In particular, we can focus our attention on Koranic schools whose teachers have sought to 

strengthen their capacity for action, especially following international initiatives, such as USAID-funded projects, 

which have given them greater visibility. They have been fully integrated into the reform process related to the 

“modernization” of Koranic schools in the country. This growing importance has resulted in their structuring and 

mobilization, particularly within the National Federation of Associations of Koranic Teachers of Senegal, which was 

created in 2010 with the objective of speaking with a single voice to the administration and international actors 

(Hugon, 2015). 

More recently, in the context of COVID-19, private sector teachers’ unions have taken action to warn against the 

non-payment of salaries following the closure of schools and thus the non-payment of school fees. For instance, an 

inter-union federation has called on employers in the private school sector to promote dialogue with employee 

representatives to identify fair and equitable solutions that would protect teachers from the possibility of a month 

without pay (Senghor, 2020). 

 

9. DISCUSSION OF MAIN FINDINGS 

 

It is widely acknowledged that supporting teachers remains fundamental for guaranteeing better education 

achievements for all. However, although international development discourse insists on the importance of teachers, 

the trends and issues reported in this background paper show that a growing process of privatisation is taking place 

in Francophone Africa with both adverse and unclear effects on the teaching profession. 

 

9.1 Methodological considerations 

First and foremost, it is important to underline that findings of the research conducted for this background paper 

were partially dependent on the availability of data in the countries investigated. Lack of relevant and updated data 

is often due to the poor level of regulation of both public and private institutions and to the difficulty in accessing to 

reliable information. Moreover, data are mainly available only for certain types of private schools, which does not 

give the complete picture of the great diversity within the private sector in Francophone Africa. Since the majority of 

private schools, and therefore of teachers working in these institutions, are mostly located in urban and socio-

economically advantaged areas, geographical issues have also been taken into account. Even when data are 

available, the different classifications of public and private schools and of public and private teachers in the 

countries investigated in this research also had an impact on the possibility to identify common trends and interpret 

findings accordingly. Although relevant and updated data were not always available from official sources, an effort 

was made to compensate with relevant research or studies conducted in similar circumstances. 



 

 

Given these methodological issues, the choice was made to focus mainly on primary education as this is the level 

where more relevant and updated data were available, making it possible to draw a more accurate and reliable 

picture of existing trends and issues regarding the involvement and impact of private sector participation on the 

teaching profession.   

 

9.2 Discussion 

The research conducted underlines the fact that the teaching situation is generally marked by strong adversity and 

that there is growing involvement of the private sector in education. These two trends are worth taking into 

consideration as they are often interlinked.  

An increase in the number of pupils in private sector primary education was observed, which generally corresponds 

to an increase in the number of teachers. The research revealed that teachers working in the private sector are 

younger than those of the public one, and this may have an impact on their ability to transmit knowledge to 

students, since this ability depends on the experience acquired over the years. Moreover, although data on gender 

were often missing, it came to light that private schools in Francophone Africa typically recruit men, especially in 

community schools where the percentage of boys and of male teachers is higher. 

Although with different trajectories which vary among and within countries, a general trend taking place in private 

schools in Francophone Africa may be referred to an increasing job insecurity for teachers due to higher numbers of 

fixed-term contracts. In addition, the massive employment of unqualified and untrained teachers to meet the 

growing education system demand and address teacher shortages has a negative impact on the quality of 

education. This precarious situation is observable in some key dimensions that were taken into consideration in this 

paper. 

It is generally demonstrated that Francophone African countries have little control over the private sector which is 

developing fairly quickly. This lack of control certainly has an impact on the possibility to ensure effective monitoring 

and regulation of the teaching profession. Education systems are not managed effectively, partly as a result of 

international initiatives which have pushed for greater liberalization resulting in a dwindling ability of the state to 

exert public control. Moreover, the poor governance of these states also has an impact on their capacity to control 

and regulate education systems. Indeed, in rural areas where the state is absent, communities and parents are 

responsible for opening schools and have the responsibility for teachers’ recruitment and salaries. It follows that the 

private education sector has developed without going through regular channels and public authorities have not 

always been willing to ensure the necessary regulation and certification, particularly with regard to the teaching 

profession. Moreover, the difficulty to regulate and certificate teachers working in private institutions is made even 

harder due to the fact that these schools are often not legally recognized by the State and do not appear in official 

statistics.  

The trend towards privatisation can have a negative impact on teachers’ working conditions leading to greater 

precarity due to the increasing use of fixed-term contracts. Analysis of the type of recruitment based on the type of 



 

 

institution, however, was particularly difficult, due to the large number of unrecognised private schools and the fact 

that they are not included in school censuses or assessments. Moreover, it was also difficult to assess the evolution 

of the various administrative contracts for teaching jobs in French-speaking Africa as new contracts are constantly 

being created. Having said this, it was apparent that the recruitment of contract teachers has been increasing 

significantly in many regions worldwide as a measure to alleviate teacher shortages, especially in poorer countries: a 

situation which seems to have been made worse by the current trends of privatisation where hiring teachers on a 

contractual basis is the norm. Contract teachers tend to be very young and lacking in professional teacher training 

and experience. It should also be noted that less qualified positions, such as those of contract teachers, are more 

precarious in terms of salary conditions and in terms of official status recognition.  

Research showed that teaching has become a more accessible profession, especially in private schools which are 

often less demanding with regard to the qualifications of their staff. It is generally accepted that a greater use of 

unqualified and untrained teachers to address a growing demand for education and teacher shortages may have 

adverse consequences on the quality of teaching. However, it was possible to demonstrate that the performance of 

pupils attending private schools was generally higher than that of pupils in the public sector. Having said this, data 

available refer only to some registered private schools and the better performance of the private sector has 

probably more to do with school management practices, teaching methods, and accountability to parents than with 

the qualifications of teachers.  

The declining status of the teaching profession in Africa and the differing salaries and poor working conditions 

experienced by teachers strongly influence their motivation levels. Teacher absenteeism is generally lower in private 

schools than in public ones, partly because private school teachers tend to have closer links with the community. In 

some of the countries studied, teachers are rarely absent and do their utmost to ensure that their pupils perform 

better than those in the public sector mainly because they are more afraid of losing their jobs because they do not 

have stable contracts.  

Teachers’ lack of participation in education policy and decision-making and the barriers applied to their involvement 

in teachers’ unions are detrimental to the development of more inclusive education systems. Privatisation may have 

adverse consequences not only on the working conditions and quality of teaching, but also with regard to the 

capacity of teachers to actively take part in the social dialogue in education. Indeed, social dialogue and collective 

bargaining, which is one of the strongest forms of social dialogue and a key means for determining terms and 

conditions of employment, have been judged to be particularly low in private schools. In contrast to the situation of 

teachers in the public sector, where there are well-organized unions able to negotiate effectively to improve 

teachers’ working conditions, teachers in the private sector appear to be less represented and safeguarded. Having 

said this, it has been shown that, while the COVID-19 pandemic has worsened the already poor working conditions 

of teachers in private schools, it has also given rise to the birth of new teachers' unions in the private sector or 

national coordination mechanisms.   

The trends and issues reported in this paper show a growing process of deprofessionalisation within the teaching 

profession, a trend that is even more accentuated in the private school system.  As it has been illustrated, the lack of 



 

 

uniform practice in the definition of types of schools has repercussions also in the identification of different types of 

teachers’ recruitment. Precarious contracts, poor teaching conditions, low levels of academic and professional 

training limit the process of empowerment of teachers in these schools who have normally less access to career 

paths as compared to their public counterparts. The greater use of unqualified and untrained teachers to address a 

growing demand for education and teacher shortages may have adverse impact on the quality of teaching. The 

reduced autonomy of teachers in private schools, who are often confronted with the need of making pupils succeed 

in competitive exams in a logic of competition, has a consequence on the loss of status of the teaching profession. 

 



 

 

6. CONCLUSION 

 

In this paper we have addressed the issue of private teachers in Francophone Sub-Saharan Africa. For this, we have 

mainly used existing statistics and scientific literature. We have presented and analysed data and research findings 

exploring the following dimensions in greater depth: certification and regulation; type of recruitment; quality of 

teaching; professionalization; social dialogue. 

Here are some general trends that emerge from this paper:  

 The growing participation of private actors in the education system may have adverse consequences on the 

teaching profession in the countries object of this study;  

 The lack of control over the private sector can have a negative impact on the possibility to ensure effective 

monitoring and regulation of the teaching profession; 

 Greater privatisation may lead to a worsening of teachers’ working conditions due to greater job precarity also as 

a result of the greater use of fixed-term contracts; 

 Private schools appear to be less demanding with regard to the qualification of their staff, which may have adverse 

consequences on the quality of teaching (to be discussed); 

 Teacher absenteeism is generally lower in private schools than in public ones; 

 The lack of representation for teachers in private schools compared to those in the public sector; 

 The difficulty in developing new models in the teaching profession due to continuous changing statuses.  

This work has demonstrated the importance of developing research on the private sector, particularly on the 

conditions of the teaching profession in the context of Francophone West Africa. Among the priorities in terms of 

further research, we think it is relevant to focus on 1- some specific dimensions of this paper like the issue of 

professionalization, 2- the teachers in some private schools like the teachers in medersas, 3- knowing the 

“unknown”, that is to say all the private teachers who are off the radar, especially from schools that are not 

registered. To do this, field studies should be encouraged in order to complement official data and research with 

updated information that is normally not available within more formal circuits. 
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