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ABSTRACT One of the most serious problems France faces today is the rise in the 
number of people with literacy needs since the 1990s, a problem that was declared a 
great national priority in 2013. Many professionals strive honestly to mend the rupture 
between these people and society, but it appears that the majority of strategies and pro-
grams being implemented are insufficient, inadequate or inappropriate considering the 
needs this population. The appropriate consideration of people with literacy needs re-
quires a better understanding of their profiles. In this respect, a multiplicity of typolo-
gies have been designed, yet it appears that these models of typology fail to reflect the 
heterogeneity of people and are sometime referred to as absolute values, which is coun-
terproductive. This paper outlines some of the shortcomings of these typologies and 
based  on  research a psychodynamic of the profiles is discussed. We argue the idea that 
the heterogeneity of people with literacy needs could better be handled in integrative 
learning settings where learning activities are combined  with work or real life activi-
ties. The paper concludes by outlining some designs for a LSP training program. 
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Introduction 
 
One of the most serious problems France faces today is the new outbreak (since the 
90s) of the number of people with literacy needs. This problem was also declared a 
great national priority in 2013. The primary segment of the population concerned are  
the unemployed, most of whom are poorly educated, i.e. people with low education 
levels (below or equal to French GCE OL). Their chances to participate to the eco-
nomic, social, political and cultural life of the community are thus reduced. Statistical 
analyses have established a correlation between unemployment, mastery of basic skills 
and the level of qualification. They show that people with low qualifications are the 
most expose persons regarding unemployment. In the first quarter of 2003, for exam-
ple, the unemployment rate of these persons was  16%. In addition, a careful look at 
the job opportunities on job boards in France shows that more and more employers 
require post-secondary or higher qualifications. With these conditions, people who left 
school prematurely or without mastering the basic skills find it more difficult to inte-
grate and remain in employment. Moreover, for the few people who do find perma-
nent employment, incomes are relatively low. 
    Obviously, people with low qualifications constitute the most vulnerable segment of 
the population in relation to precariousness and exclusion. They mainly depend on so-
cial assistance in France and form the essential population claiming social welfare and 
relief services. We can say that they are victims of a system centred on social promo-
tion through qualifications. They are excluded from social and professional life as they 
are snatched into the downward spiral of failure. It is thus irrefutable that society would 
be neither efficient nor safe, nor egalitarian, nor democratic if nothing were done to 
give another chance to these persons. Hence, it is relevant to bridge the gaps by pro-
moting lifelong education and facilitating access to it for people with low qualifications.  
Many professionals strive honestly to mend the rupture between these people and soci-
ety but it appears that the majority of strategies and programs being implemented are 
insufficient, inadequate or inappropriate considering the needs this population. If not, 
how can we justify the year on year increase of this portion of the? 
     One can the surmise that being neither in Education, employment nor training can 
also be seen as the result of collateral damage generated by the policies, programs and 
practices themselves. In addition, maybe, the starting point is profiling. In this paper, I 
try to lay out a number of theories in order to better understand NEETs. My point is 
based on a survey conducted among a group of people with low qualification. These 
persons were trainees in an integration site in north east France. Before talking about 
these people, I shall start by reviewing  the main typologies.  
 
A review of the main profiles—A multiplicity of typologies 
 
The appropriate consideration of people with literacy needs requires a better under-
standing of their profiles. Many descriptive classifications have been made and are cur-
rently used in France. Among the popular ones, we can mention Van Grunderbeeck 
(1994), Vinérier (1997) and Bentolila (1996) typologies, as well as the JAD/JDC and 
the Common European Framework of Reference for Languages typologies.  
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Van Grunderbeeck’s model 

 
What is interesting with Van Grunderbeeck’s (1994) model is that it based on the pre-
ferred strategy of the learner in contact with writing. This author has identified four 
profiles of reading difficulties: 
 

 
Table 1 showing profiles of reading difficulties according to Van Grunderbeeck. 

 
Vinérier’s model 

 
Vinérier focuses her analysis on the minimum level of knowledge and behaviour required by 
everyday life: regarding social and professional inclusion (Vinérier, 1994). She suggested 
a different typology considering thirteen criteria. These criteria could be grouped into 
three categories. What is interesting in Vinérier’s approach is that her criteria are tai-
lored according to practices concerning people facing literacy difficulties. She perceived 
literacy difficulties as the expression of more global gaps. Thus, three profiles are iden-
tified with corresponding status regarding everyday life. 
 

 
Table 2 showing Vinerier’s criteria for assessing literacy needs 

Profile Description 

The decoder 
 

A person who in his reading strategy centres 
on the code. Attention is rather given to let-
ters and syllables than to the meaning. Thus, 
decryption hinders comprehension. 

The words seeker 
A person whose reading strategy is based on 
lexical screening. 

The guesser 
His reading strategy is based on sheer guess-
work. He focuses on the meaning.  

The undecided 
The reading strategy is ultimately centred on 
the code or on the meaning. 

Categories Criteria 

Criteria relating to the persons past  
 

- Familial history 
- Education 
- Social and occupational integration 

Criteria relating to training - Training process 
- Training project 

Criteria relating to the person’s living 
conditions at the moment he moves 
into training or during the training 
process 

- Resources 
- Occupation 
- Housing 
- Family  
- Health 
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Table 3 showing Vinerier’s literacy profiles  
 

Bentolila’s model 

 
To define literacy, one needs profiles. Bentolila (1996) established his typology basing 
on the level and nature of the person’s difficulties. He conducted a study in 1995 with 
350,000 young people. In his survey, he measured four types of performances: ability 
to identify and understand words; ability to understand simple sentences; ability to 
understand some information in a short text; and ability to understand a short text in 
detail. The survey resulted in the following table, distinguishing between five profiles: 
A, B, C, D and E. 
 

 
Table 4 showing reading profiles according to Bentolila. 

Profile Description 

Profile A 

A person whose life is characterised by failure in various 
domains. These persons usually avoid enrolment in training 
processes or even in integration processes .The person’s 
status is equivalent to exclusion. 

Profile B 

A person at the hinge line between exclusion and social 
integration. This person became marginalised as a result of 
an unfortunate event or a series of unfortunate events (in 
the familial or professional sphere, etc.). Contrarily to 
profile A, the desire for integration is present or at least 
latent. More often, a third party is necessary for this person 
to take the desired steps to enrol in training. The person’s 
status is equivalent to marginality. 

Profile C 

A person who is socially integrated, either at the familial or 
at the occupational level. This person has a clear awareness 
of his abilities and difficulties. His motivation in undertak-
ing training is very high. He easily transfers what he learns 
to day-to-day situations. This person’s status is equivalent 
to integration. 
 

Level Description 

A 
Person whose ability lies below reading simple and isolated words (Analphabétisme – 
in French) 

B 
Person whose ability lies below reading simple sentences, he is only capable of iden-
tifying single words 

C 
Person whose ability is below reading of short texts and is only able to read simple 
sentences 

D 
Person whose ability lies below the depth reading of a short text and who is only 
able to extract some information 

E Person with the ability to read a short text thoroughly 
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The defence and citizenship day model 

 
The Defence and Citizenship Day was established in France in 1998 as a substitute for 
conscription, to raise awareness of youth about defence issues and to strengthen the 
link between the army and the citizens, etc. Defence and Citizenship Day lasts one day. 
In 2014, it took place on the 10th April. It includes an assessment tests to estimate the 
reading level of young people aged between 18 and 25 years old. If necessary, the per-
son in question can request assistance and courses. The assessment profiles young peo-
ple into six categories accordingly: 
 

 
Table 5 showing the reading profiles for the defence and citizenship day. 

 
 
The Common European Framework of Reference for Languages (CEFR) 

 
The Common European Framework of Reference for Languages (CEFR) provides lan-
guage proficiency schemes and levels that are used internationally (Europe and some 
other parts of the world). The Council of Europe put it together in 2001 as a way of 

Profiles Description 

Profile 0  It refers to a youngster with a good level of understand-
ing 

Profile 1  It refers to a youngster who does not have an effective 
mechanism for dealing with written words, to the ex-
tent that they are almost so called “analphabets”. 

Profile 2  
 

What characterises this profile is the lack of understand-
ing, probably due to a very low lexical level similar to 
profile 1 but with a better/acceptable language level 

Profile 3 It refers to a youngster with a lack of understanding 
probably due to a very low language level. Although the 
person may have an adequate levels of vocabulary, read-
ing is difficult due to lack of automaticity in word proc-
essing. 

Profile 4 It refers to young "weak readers" capable of reading 
aloud with proper language level but with a significant 
lack in understanding what they are reading. 

Profiles 5 These profiles include effective readers whose bases are 
solid (5d), and those who, despite word identification 
difficulties (5c), low lexical level (5b) or both (5a), 
compensate for their gaps and at least partially succeed 
in complex reading tests. Some of these readers, how-
ever, remain poor in writing skills.  
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standardising the levels of language exams in different regions. The CEFR defines six 
levels described below:  
 

 
Table 6 showing the Common European Framework of Reference for Languages levels 

 
 
In this model, only people corresponding to profiles 1 and 2 are considered as worrying 
literacy cases. It is evident that there is multiplicity of models. Only some major ones 
encountered in literature and literacy programs in France have been described here. 
Each model highlights a specific aspect of literacy difficulties. However, one can ques-

Levels Description 

A1 

Breakthrough: this profile has the basic ability to commu-
nicate and exchange information in a simple way. For 
instance, he/she can ask simple questions about a menu 
and understand simple answers. 

A2 
 

Waystage: It refers to a level where the individual has the 
ability to deal with simple, straightforward information 
and begin to express him/herself in familiar contexts. 
For instance, he/she can take part in a routine conversa-
tion on simple predictable topics. 

B1 
 

Threshold: It refers to a level where the individual has the 
ability to express him/herself in a limited way in familiar 
situations and to deal in a general way with non-routine 
information. For example, he/she can ask to open an 
account at a bank, if the procedure is straightforward. 

B2 
 

Vantage: It refers to the levels where the individual has 
the capacity to achieve most goals and express him/
herself on a range of topics. For instance, he/she can 
show visitors around and give a detailed description of a 
place. 

C1 
 

Effective Operational Proficiency: This level is used for 
people who have the ability to communicate with the 
emphasis on how well it is done, in terms of propriety, 
sensitivity and the capacity to deal with unfamiliar topics. 
Such an individual can deal with hostile questioning confi-
dently or can get and hold onto his/her turn to speak. 

C2 
 

The mastery level: This describes the capacity to deal 
with material that is academic or cognitively demanding, 
and to use language at a level of performance which may, 
in certain respects, be more advanced than that of an 
average native speaker. The individual can read texts for 
relevant information, and grasp main topic of text, read-
ing almost as quickly as a native speaker does. 
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tion the validity of these typologies if we keep in mind that people with LLN difficulties 
are sometimes very talented in hiding their literacy difficulties or needs. Usually only a 
few colleagues or relatives very close to the person are aware of the gap. As a result, 
literacy training programs mostly absorb adult migrants and the so called “analphabets” 
while people with literacy needs hardly benefit from it. At this point, it is important to 
underline how stigmatising the French vocabulary on the issue could be. Instead of fo-
cussing on people needs as the English vocabulary does  - often referred to as ‘literacy 
needs’—the French jargon uses identity defining terms like “Illiterate”, which makes 
the issue very dramatic. It makes it sound like an insult or handicap, as if all was the 
fault of the person. One could then understand why people with literacy needs are in-
hibited and mostly refrain from claiming training, similar to revealing/claiming a social 
stigma. “It is as if you were a disabled person, as if you were useless” Yolande says. She even 
believed that having literacy needs was a disease and was afraid her children would suf-
fer as she had suffered in her young ages.  
     Therefore, even when some people with literacy needs manage to enrol in a literacy 
training program, it is very common that these persons are not positioned in the appro-
priate level. Illiteracy or rather literacy needs are social constructs. That is, they are 
determined by the socio-historical context. Though we could acknowledge that the 
designing of typologies have been essential for advancing the cause of literacy, one can 
formulate the criticism that these models do not reflect the diversity of profiles con-
cerned with literacy needs (age groups or social situations, gender, housing and profes-
sions). There lies a risk of falling in the pitfalls of what we can call an orthodoxy of pro-
files and typologies. Yet the diversity of individual situations and the multiplicity of 
causalities that underlie literacy needs make it difficult to draw generic elements of 
analysis. In other words, profiles should not be considered as absolute values. They may 
be pertinent if they are considered as means or as a provisional reference. They should 
be defined and used related to what is to be valued. Literacy needs can manifest them-
selves in several ways depending on the individual’s learning model, on the level and 
nature of individual difficulties, on spatiotemporal factors, and thus on the minimum of 
knowledge and behaviour required in everyday life in a given society. 
     What the above-mentioned models fail to reflect is the heterogeneity of people with 
literacy needs and the fact that many social factors come into play. For example, liter-
acy needs evolve with age, affecting older groups more s. In France, 4.5% 8-25 year 
olds are affected, but the rate jumps to 14% among the 56-65 years old. Besides age, 
literacy needs also vary with factors such as gender, socio-economic level, and area of 
residence, migration status and ethnicity. Further, some population categories such as 
prisoner sand migrants are disproportionately affected. In the same vein, in societies 
with an oral tradition, literacy needs were obviously not an indication nor a criterion of 
status or integration. 
     A final criticism that can be formulated for current typologies is that they focus only 
on the gaps that a person may have concerning the ability to read or write. They stig-
matize the person, making him the sole responsible of his gaps. Are these gaps appro-
priately measured when we know that many functionalities come into play for reading 
and writing? Some are partially related to the person’s life history, to his environment, 
to his personal and professional interests, to his culture, etc. Are classifications in ty-
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pologies not portraying the omnipotence of the verbal-linguistic intelligence in our 
societies? Would it not be relevant to include profiling in a broader system taking into 
account the persons relationship to his environment and to knowledge itself in general?  
 
A psycho-dynamic approach to profiles 
 
As we pointed early, typologies may be relevant if they serve as observational elements. 
If not, the individuals become the objects of the transformations of the actions of the 
professionals (instead of being empowered as an actor of his training and integration). 
Instead of focussing on procedures, standards and other criteria, literacy training should 
focus on the needs, perspectives, and learning model of the learner. Yet, most of the 
time it is as if people have the same life course, the same needs are more importantly 
the same learning strategies.  
     In his book Frames of mind: the theory of multiple intelligence, Howard Gardner (2011) 
showed that human beings have different kinds of intelligence that reflect different ways 
of interacting with the world. He identified nine non-exhaustive types of intelligence: 
linguistic intelligence, logical/mathematical intelligence, musical rhythmic intelligence, 
bodily/kinaesthetic intelligence, spatial intelligence, naturalist intelligence, intraper-
sonal intelligence, interpersonal intelligence and existential intelligence. Each individ-
ual has a unique combination of these different types of intelligence. No two individuals 
have them in the same exact configuration. Following Gardner’s works, it could be 
observed that in school and training setting more importance is given on the first two 
form of intelligence: linguistic intelligence and logical/mathematical intelligence. Lin-
guistic intelligence refers to the ability to use language to express what is you are think-
ing and to understand other people. Logical/mathematical intelligence refers to the 
ability to understand the underlying principles of some kind of causal system, the way a 
scientist or a logician does; or to manipulate numbers, quantities, and operations, the 
way a mathematician does. School examinations are based on a model that leans on 
these two types of intelligence. Consequently, we can consider that pupils who fail in 
school are those whose favourite form of intelligence does not incorporate these forms 
of intelligence according to the standards required by the system. The same applies to 
adults with literacy needs. Finally, we can say that what most students learn in school is 
not primarily the abilities needed to live as a useful member of society, but the ability 
to succeed in tests. It is as if there exists one best frame of mind, or one best model of 
knowledge. Those who understand the rational of the system and conform to it suc-
ceed, while those whose abilities fall outside of this model are catalogued as academic 
failures. And so does society fail to open to diversity and generates its own bad people. 
What justifies this? Why do institutions find it hard to open up to diversity? 
     To understand this, it is necessary to re-contextualise the issue in the frame of mod-
ern and post-modern civilisation.  Among the multiple tendencies that shape our socie-
ties, we can mention logocentrism. Logos comes from the Greek word legein which re-
fers to words, thought and discourse. By logocentrism, we refer to the common tendency 
in the Western cultures to give more value to what is proper in the sense of reasoning 
(rationality) and discourse (eloquence, reading, speaking, and writing). All that does 
not conform to rationality is usually underestimated (tacit knowledge for instance). The 
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outcome of this tendency is that in most teaching and learning activities materials and 
knowledge are abstract and decontextualized. They hardly address the needs of the 
individuals. However, putting learning in the context of living could be a way to guar-
antee people learn faster and better. Some programs like apprenticeship and integration 
site are built on this model. We conducted a research in 2005 in one of these programs. 
     The research took place in an integration site in Fumay (North-East France). Inte-
gration sites are programs that alternate employment and training. Beneficiaries are 
hired for 6 months on a contract for social utility jobs and at the same time the under-
take courses to improve their basic skills. Beneficiaries are admitted in the program 
upon two criteria: being of low qualification level and having been unemployed for a 
certain period. Beyond these common features, there is a diversity of profiles, including 
degree of literacy needs, age, motivation, learning profile, cognitive disabilities, pov-
erty, etc.. In the program, they are offered a variety of tasks that will help them gradu-
ally get used to better understanding industry requirements and also to acquire some 
technical skills relating to a profession, including: gardening, upkeep of green spaces, 
maintenance of cultural heritage, mass catering, waste disposal, little construction 
works, etc. The beneficiaries are trained by a supervisor who is hired, not based on his 
pedagogic skills, but based on his professional experience in a trade. The purpose is to 
introduce the beneficiaries to authentic situations as a means of constructing, develop-
ing and manipulating knowledge. The job situations also serve as an observation area 
for the professionals to identify the person’s tacit knowledge and needs, and to adjust 
profiling and supply a tailor-made training. Activities and training integration are per-
formed in small groups and individually. 
     Our research demonstrated that the beneficiaries, that is, people who leave school 
without mastering “the basic skills" are not really devoid of “basic knowledge”. They 
structure their decryption and action strategies differently to those valued in formal 
education and training systems. However, little attention is given to these strategies in 
the school environment, and they are invisible to evaluation processes which are more 
likely to measure the result of learning rather than the pathways used by the person to 
solve problems. 
  
Assessment biases 
 
Upon arrival in most training programs, these persons are often confronted with sets of 
questions of positioning tool or skills assessment, identical to the model that defeated 
them in school. These tools and practices repeat traditional norms and reinforce the 
negative self-image they have internalised, those that previously led them to failure. 
The foregoing suggests that having literacy needs is not always a synonym of individual 
the failure, instead, it demonstrate the inappropriateness of the measurement instru-
ment that focus more on the deficiencies than on the potentialities and learning re-
sources of the person. This leads us to underline how assessment instruments are likely 
to produce the gaps they claim to measure and describe. In fact, we all acknowledge 
that every individual acquires informal knowledge throughout life, even before going to 
school. Every individual can possess different types of knowledge, such as academic 
knowledge, tacit knowledge, and action knowledge. Accordingly, it is always tricky to 
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conclude that an individual "has" or "does not have" the basic knowledge. Yet knowl-
edge appears reliably in the presence of appropriate human and physical triggers, but 
may be impossible to detect in other conditions (Squire, 1986). Considering the afore-
mentioned, we can say that the evaluation of a person’s abilities, life project or career is 
inseparable from consideration of intimate and social recognition of his DIY knowl-
edge. In many cases, the profiling and training processes take a more traditional form 
and arbitrarily assume that the trainees have no experience, nor the skills and knowl-
edge that are the result of their life course and occupational history. People’s literacy 
needs are too often classified in the deficient and curative model that makes them ap-
pear like sick or disabled. For people who experienced failure in school, it is somehow 
a second penalty, a sentence to marginalization (especially as low qualification is most 
often-the result of early school failure which caused the internalisation of a negative self
-image). However, no matter how poor these individuals may be from the perspective 
of their learning, they are also social actors: they are parents, citizens, consumers. Un-
derstanding how each person uses his own strategies to control his own learning be-
comes extremely relevant. Therefore the question is chiefly to know how people learn 
before deciding what basic knowledge they master. The question of profiles, knowl-
edge or skills typologies should be secondary in order not to reify the situation of peo-
ple, i.e. confine them within a limited framework. Furthermore, knowledge as well as 
skills is dynamic. They are evolving faculties. Therefore, one always runs the risk of 
freezing them into an imperfect representation at a given moment. Knowing this, we 
should make sure that literacy assessment be situated, contextualized. It should serve as 
a benchmark to support actions that are more efficient.  
 
Situated learning: taking advantage of error in learning 
 
The research also demonstrated that the participants’ thought was more flexible and 
logical vis-à-vis objects and concrete situations, leading us to conclude that they learn 
by better by doing (inductive learning). That is to say, they proceed from the concrete 
to formal learning, from particular to general thought and not the reverse. Hence the 
relevance of tangible situations in learning. The insertion site provides the setting to 
make learning concomitant to activity. This is possible for instance through peer learn-
ing (when the beneficiaries consult each other to accomplish a task) and observation. 
The individual constructs his representation of the world, and transforms himself in and 
through activity. In other words, it is a continuous and progressive approach in which 
action nourishes reflection and reflex guides action (Bernard, 1998). 
     In short, the integration site program places the beneficiaries in the position to 
elaborate authentic communication and expression conditions. The learning process 
takes place within practice. Such learning is said to be contextualised as opposed to the 
learning process in traditional training systems. Whatever the tasks, the beneficiaries 
experience diverse levels of informal learning. In fact, situated learning is not reduced 
to imitation; activities are also an opportunity that requests quite particularly the sen-
sory dimensions: sight, touch, hearing, sense of smell and the memory of the subject. 
For example certain beneficiaries participating to our investigation were capable of 
feeling the imminence of a machine breakdown only by listening to the noise of the 
engine. 
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In the integration site error has a positive status in the learning process. The supervi-
sor’s role is closer to a guide’s role than to that of an instructor. Thus, there is a signifi-
cant room left for personal initiative and autonomy to develop. Error here is a provi-
sional base on which to build knowledge (Bachelard, 2002). I observed that in situ-
ational problems participants to this research firstly tried to find solutions themselves 
through trial and error. The learning process included the following steps: a step for 
discovery, a step for testing assumptions, a step for understanding, a step for discrimi-
nation, a step for making adjustments, and a step for mastering the successful combina-
tion. In this process, initiation is also central to learning. The beneficiaries imitate the 
methods  that appear to be successful. Such a process is informal because it is unstruc-
tured; data to solve the problem are not given a priori, the individual learns by trial and 
error and subsequent adjustments. The dramatization and recognition of the right to err 
prevailing here adds value to the program. It is intimately linked to the development of 
autonomous learning, as the individual learns by himself. It could be observed through 
the research that when people learn from their mistakes they gain more confidence in 
themselves, take more initiatives, and become a little more proactive. We can then 
emphasise like Bruner (1996)that: “acquired knowledge is also more useful to the 
learner when he discovers it by himself through his own efforts because it is then con-
nected and used in reference to his prior knowledge and prior life experience 
(meaning)”. 
 
Cooperative learning 
 
It stems from the above that integration site is a space favourable to transformative in-
teractions. That is, interaction that led to change of individual habits, thinking or 
knowledge. The research also showed that an important part of the learning takes place 
during interaction with peers (sharing successful way of doing, sharing ideas and efforts 
and the mediation of the supervisor). When individual trial and error approach is un-
successful, beneficiaries imitate each other or make use of alternative strategies based 
on the use of aid, requesting support from a colleague or from the supervisor. Employ-
ees of the same level learn things from each other, maybe because they understand each 
other despite potential language deficiencies.  
     Another phenomenon that the research revealed was “impregnation”, which refers 
to the gradual change of behaviour, beliefs or practices due to the close attendance of 
influential individuals. For example, we noted that the admission of females in the 
group had a positive impact on hygiene, language and vocabulary and good manners 
among male beneficiaries. 
     Some experiences within this program are very challenging for the beneficiaries and 
for the supervisor too. The experience of the insertion site brings the individuals out of 
their cocoons, put them in touch with other people with literacy needs, with whom 
they can identify, consult, collaborate and exchange ideas. They have the chance to be 
recognised and exist by something else rather than their deficiency. Encountering oth-
ers in a conducive environment is favourable to the emancipation the individuals and to 
the learning process. The integration site allows individuals to feel useful, get back a 
little in the activity and thus learn. 
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Conclusion 
 
Speaking of the profiles of people with literacy needs is indirectly talking about their 
learning profiles and about the type of relation these individuals have with knowledge 
itself. And one can agree with Perrenoud (1995) that learning is a complex process, it 
mobilizes self-image, fantasy, trust, creativity, risk, appetite and exploration, anxiety, 
desire, the identity, and many fundamental aspects of the person and his culture. Most 
people with literacy needs are persuaded that they have no skills. So part of the task to 
tackle is convincing them of their tacit knowledge and their learning potentials.  Pro-
files are not absolute values and trainers must endeavour instead to acknowledge peo-
ple’s prior knowledge and build on what they already know. It is necessary, so that 
literacy proficiency and skill assessment are not turned into “the assessment of incom-
petence" (Biarnès & Azoulay, 1998). The insertion site in an example of this approach: 
tt combines production activities and learning activities so that the individuals gain con-
textualised knowledge and skills. The insertion site provides a conducive atmosphere 
for a diverse range of learning models and more importantly for autonomous learning. 
In the present world there is such a variety of things to learn that no educational proc-
ess or system can meet all the needs of all learners. Autonomous learning therefore 
becomes very important. In the near future, solving literacy needs will not be attainable 
without enabling people to learn by themselves, that is to learn how to learn. I say this 
because, the instability and volatility of working life requires the individual to make a 
permanent adjustment of the direction of his life. Learning to learn therefore becomes 
primary in the act of learning. What does that entail for LSP?  
     Language is perceived as an instrument of social and professional integration and 
progress. But it sometimes plays as an instrument of selection, discrimination and rele-
gation. The recognition of learners’ capital and building on that capital permits to take 
the diversity of the learners into account. The aim of education in a democracy is also 
to help fight against all forms of discrimination, mutual understanding, etc.  
     The investigation also suggests an integrative approach to literacy training programs 
where learning takes place in working settings may be best. It also suggests that to work 
with the life history of the trainees and the recognition of informal knowledge that indi-
viduals use in day to day life and their social relationships can be useful, alongside for-
mal and external knowledge aimed by educational institution. Life history (biographical 
approach) plays a crucial role in how the individual invests learning, and awareness. It 
entails that LSP should be re-contextualised in the approach of lifelong learning (LLL). 
Learning takes place throughout life event at work. Considering this last point, we can 
imagine a three stage training process, including a pre-employment program, language 
for specific areas and work place language learning (on the job training). It is very cru-
cial to implement work place training because, in reality, literacy proficiency develops 
from use of literacy skills. The work place is an excellent environment for the interac-
tion necessary and here the cooperation of employer is needed.  
     Finally the contribution entails that in order to organise the link between knowledge 
and context in LSP, we should start by an inventory the domains and situations of daily 
life where literacy proficiency is essential for people and build training programs that 
are imbedded in these domains. 
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All the foregoing raises many questions that we also need to address:  how can peda-
gogic engineering organise and foster autonomous learning? How can we match indi-
vidual needs with the needs of society. How can we ensure quality and efficiency of 
such training programme. 
 
Correspondence 

 
Jérôme MBIATONG  
U-Pec University, Paris, France 
E Mail: Jerome.mbiatong@u-pec.fr 
Tel.: +33 6 68 21 45 79 
Fax: +33 9 55 93 18 08 

Notes 

1. According to the national agency of statistics and economic studies (2011), 16% of peo-
ple 18 to 65 years. 

2.  Cf. http://www.coe.int/t/dg4/linguistic/liam/levels/levels_EN.asp  
3. Clara (a participant to the survey I conducted among people with low qualification level) 

admits: “I used to tell lies in order to keep my children and be able to achieve the things I had 
always dreamed of. I wanted my children to be proud of their mother” 

4. This term is used to describe people who have never been in contact with schooling.  
5. According to the Permanent group against illiteracy, the term illiteracy is used for peo-

ple over the age of sixteen, having been educated but with insufficient mastery of rea-
ding and writing to meet the minimum requirements of professional, social, cultural and 
personal life. These people, who have been initiated to reading and writing in the con-
text of school, came out of the school system with little or poorly acquired the basic 
knowledge for social, family or functional reasons. More precisely, for these men and 
women the use of writing is neither immediate nor spontaneous, nor easy. So they avoid 
and / or apprehend this means of expression and communication.  

6. The term logocentrism was first used by the German philosopher Ludwig Klages to refer 
to the tradition of Western science and philosophy that situates the logos as epistemolo-
gically superior in a system, or structure.   

7.  “I had always been told that I was useless and I thought I was useless. They put me in a class with  
 personwith Down's syndrome and disabled. After they put me in a class to learn sewing”. 
Juliette says.  

8. “It is not our fault. It is the childhood we lived that blocked us some things in our lives.”: Robert 
9. “What I see I remember, what I touch I Understand" This famous saying of Confucius illustra-

tes what is meant here. We easily apprehend things that stimulate our senses: touch, 
hearing, smell, sight etc. "Practice makes perfect." One of the fundamental purposes of 
the program is to put people in an authentic work situation. Activity is used as support 
to learning. It takes place in a real situational context and it is expected that the partici-
pantsacquire professional skills. The scenarios performed by the supervisor, security and 
health instructions, participants questions, demonstrationsare favourable to cognitive 
growth and provide learning opportunities that are sustained by a verbal speech or writ-
ten material(cf. situated learning precepts).  
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