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ABSTRACT

Hducational reform in post-colonial Africa in general and Africa-south of the Sahara, in particular, has failed to
develop desirable attitudes upon which progressive nation-states and regional communities can be built. The
failure to restructure education to reflect common national values has been identified with the colonial otigins. Yet
the different systems (Missionary and colonial) had varying impacts. The inter-relationships between them and
the rejection of traditional African educational system invariably affected Africans attitudes and perception of
Western Education. What motivated the Missionaries, colonial regimes and the Africans, to establish education
are examined to assess the impact of these inter-relationships on post-colonial attitudes. Intemalized colonial
attitudes and continued post-colonial influence together with persistent neglect of traditional African educational
practices are found to be responsible for the non-implementation of appropriate educational reforms. The
pattern of education, the motives and the entire colonial policy invaniably contributed to the dependent attitude
of post-colonsal African leaders.
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RESUME

En Afrique post-coloniale en général et en Afiigue sub-sabarienne en particulier, la reforme éducative w’a pn développer les
attitudes nécessaires sur lesquelles les nations et commmnantés rigionales progressistes s'édgfient. L'échec de la restructuration de
Lédncation en vwne de vefléter des valenrs communes est rattaché @ des origines coloniales. Cependant, les différents systémes
(Missionnarre et colonial) ont en divers impacts. La coexistence ef les relations entre ces systémes et le vejet du systémee édncatif
traditionnel Afiicain ont invariablement affecté les attitudes des Afrzcains et la perieption de Pédueation enropéenne. Ce qui
meotivail les missionnaises, les régimes colomianx: et les AAfiicains 4 fonder nn systeme éducatif est examiné pour évalwer limpat
de cette coexistence et de ces relations sur les attitudes post-coloniales. 1es attitndes coloniales intériorisées et {'influence post-
coloniale continye, associées d nne persistante volonté de négliger L'éducation traditionnelle africaine, n'ont pas permis la mise en
oenvre des riformes édncatives appropriées. 1.e modéle d'éducation, les motivations et la politiqne coloniale tout entiére ont contribné
invariablement a lattitnde dépendante des leaders post-colonianx: africains.

Mot clés: éducation, réform, missionnaire, Cameroun
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Introduction:

Since independence, many African states have failed to
implement the required reforms necessary to restruc-
ture education to respond to national and regjonal goals.
The educational programmes have failed to develop the
patriotic spirit necessary for national unity and regional
collaboration. As a result most Africans are not patn-
otic. They are more inclined to ethnic affinity. Attempts
to establish regional structures to cope with current trend
of globalisation have hardly succeeded. This failure has
encouraged the perpetuation of the inherited colonial
education systems that remain politically, culturally and
economically unsuitable for the African condition. The
non-implementation of appropriate reforms has affected
not just the peoples’ attitudes to economic survival but
has had significant political ramifications for the con-
solidation of national and regional integration and even
the development of national identity.

Western education was first introduced in most parts of
Africa in the 19" century by European Christian Mis-
stonary societies, and later on strengthened by colonial
governments. Different colontal Governments and Mis-
stonary societies applied diverse approaches to the de-
velopment of education following divergent attitudes,
interests and perceptions to education. Africans in them-
selves had their own interests in accepting Western edu-
cation. The contradiction and the confusion introduced
by these conflicting interests and approaches seem to
have imbued Africans with attitudes that today hamper
efforts to re-structure education to reflect national and
African realities. Some African countries such as Tanza-
nia' (1967), Nigeria® (1985) and Kenya® (1985) at-
tempted to implement educational reforms
(Afacanisation) to suit national demands by adapting
Western education to African conditions. But others have
not adapted the educational systems to respond to their
needs.

The two dominant colonial powers that bequeathed these
legacies to African states were France and Brtain. Inci-
dentally Cameroon, through the League of Nations
mandate and the UN.O. trusteeship, suffered the domi-
nation of both colonial rule and served as a single ex-
ample of what was obtainable in most African nations.
In Cameroon, the two distinct educational systems in-
herited from the French and the British colonial regimes
persist, albeit there have been many attempts to unify
and harmonize them into a single system responsive to
national needs. Even within the respective inherited sys-
tems, attempts to reform them have failed.

At independence, the Organisation of Afacan Unity
(OAU) requested African leaders to take measures aimed
at Africanising education®. The Addis Ababa conference
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of 1961 questioned the relevance of the inherited colo-
nial educational systems for the development of Africa
and their compettiveness at the world stage. It was gen-
erally held that African education should produce men
and women who should contnbute to technological de-
velopment. From Mweresia G.K. and Afan-Gyan K, we
learn that some African nations embarked on the
Africanisation of education almost immediately®. In
Cameroon there was anxiety and great expectation from
both the Anglophone and Francophone sectors as they
looked forward for changes in school curricula and teach-
ing-learning material to reflect Cameroonian realities. But
the reforms that ensued were hardly implemented. What
obstructed the achievements of Afncanisation of edu-
cation in Cameroon?

This article examines those inhented legacies and post-
colonial 1ssues that have inhibited the attainment of
Africanisation of education in Cameroon. It seeks to
find out if the opposing interests manifested by the co-
lonial administrators, traders, planters, Missionaries and
Africans on colonial education influenced Afncan att-
tudes to education. Or the political, economic and psy-
chological determinism of the colonial situation might
have initiated a dependent attitude in the educated Afn-
can. Finally, the paper seeks to examine post-colonial at-
titudes towards education reform. This paper assumes
that intemnalized colonial attitudes and continued post-
colonial influence have to some extent been responsible
and that external assistance has equally continued to ig-
nore the realities of the African situation. Finally, it is
considered that the persistent underrating of traditional
African education in the educational system renders the
implementation of reforms difficult.

Genesis of Western Education in Cameroon

In 1844, Joseph Merick, a West Indian of freed slave
descent, serving the Lnglish Baptist Missionary Society
opened the first formal Western type of educational es-
tablishment in Bimbia on the Cameroon coast. In 1845,
Alfred Saker, an English Missionary of the same Mis-
sion, opened the second school in Douala. This Mission-
ary Society subsequently opened many mote schools along
the Cameroon coast. In July 1884, Germany annexed
Cameroon even though English activities until then had
been dominant in the territory. By 1886, the German
govermnment replaced the English Baptist Missionary so-
ciety with the Basel Mission. Other Missionary societies
that accepted German terms were allowed subsequently
to operate and provide education in the tersitory. These
included the American Presbyterian Mission, the Pallotine
Catholic Misston, and the German Baptist Mission. Un-
til 1910, the educational policy was determined by these
Missionaty societies.
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As evangelising Missions their educational objective was
aimed at christainising the Africans and by implication
introducing them to European values. Their curricula
were focussed on Christian education. The educational
programme was geared towards enabling the converts
to read the Bible, sing hymns and observe the basic rules
of hygiene. European business people in the ternitory
were also interested in literate Africans to assist them in
their activities. Hence, the educational programme had
to provide for their needs. That 1s why school subjects
included Reading, Writing,. Arithmetic and Religious
knowledge. Although the curriculum ignored pre-colo-
nial indigenous education, African culture remained pre-
dominant in the society. Isubu, the local language was
reduced into writing and used in schools. Meanwhile
some Cameroonians manifested a strong desire for the
Juropean system as they believed it could enable them
to better understand and acquire European technolo-
gies. Thus the inittal Western education was a joint ven-
ture by the Chnstian Missionaries, Furopean business
people and the Africans.

Aspects of the Chrstian doctrine and European cul-
tures in the educational system contradicted sometimes
vehemently with African traditional patterns. Where the
European system was unbending, there was resistance.
Hence traditional practices such as polygamy, funeral
ceremonies etc caused such conflicts with Chnstian reli-
gion that often resulted to African resistance to Western
education. It should therefore be noted that Western
cducation was never wholly accepted right from its in-
troduction. The indigenous educational practices resisted
and remained the nvalry pattern to Western education.

German Colonial Education Policy (1884-1916)
The German colonial education policy in Cameroon was
slow to come. The Missionary societies operated with-
out signtficant German colonial Government interven-
tion. This was because the resistance to German rule in
Cameroon pre-occupied the admmistrators for almost
two of their three decades rule. During this period the
colonial administration was also surveying the economic
wealth of the territory and settling frontier limits with
the other colonizing powers such as Britain in the West
and France in the East and South. As a result, the Mis-
sionary socicties almost single handedly sponsored edu-
cation.

In 1887, the first German colomal Government teacher,
Theodor Christaller, was employed. He opened the first
Government school in February 1887 in Douala and
received a financial grant of 2.500marks that year from
King Willtam IT of Germany®. Ie spent that year study-
mg the Douala language and by 1888, he was able to

produce a book of local stones from which he could

teach in the Douala language. He worked m collabora-
tion with two other Germans, Betz and Kobele to pro-
duce 2 common curriculum for Camercon and Togoland” .
The curdculum involved a five-year course with special
attention given to the teaching of the German language
particularly in the Government schools. In addition,
Christaller proposed the establishment of a library in
Douala to enable graduates continue their education. It
is possible that if he did not dic in 1896, he could have
done more to improve on German colonial education.
His death slowed down Government intervention until
1907 when Govemor Seitz called for the first ever con-
ference for education in Cameroon. Participants at this
conference included representatives of Missionary soci-
cties, German colomal administrators and business peo-
ple. They discussed a range of educational problems in-
cluding the curriculum, the language of instruction, col-
laboration between the Misstons and the Government,
financing of education, school age, school attendance and
discipline as well as vocational education.

Owing to administrative delay, the resolutions of the
meeting took three years to be published in an Ordi-
nance of 25% Apl 1910. Henceforth, government con-
trol was established over all Western education in
Cameroon. The ordinance became the first legal agree-
ment between Government and Missions for utilizing
the mstitutional structures of Missions to implement
Government educational policy in Cameroon. It marked
the beginning of Government finances to those Mission
schools that satisfied Government regulations. It was the
first major Government attempt to interfere with school
curricula. It also imposed the German language in all
schools recetving government subventions. But more
importantly, the Ordinance placed all educational estab-
lishments under the authority of the Govemnor and hence-
forth ended Mission autonomy in matters of education
with the aim of giving the Government a means of po-
licing the dangers of a backlash arising from uncontrolled
education. As Memmi observed, this measure confirmed
the primacy of political factors m the emergent colomal
situation®.

The language policy demonstrated the German impenal-
ist intention to occupy a domineering position in the ter-
ritory. This was atmed at stopping the persistent use of
the English language left by the Hnglish Bapust Misston-
ary Society and English traders. It also aimed at limiting
the use of the Douala and Mungaka local languages that
were gaming wider grounds and were seen as an eventual
threat to German authority. But it must be noted that
the numerous number of local languages in Cameroon
reduced the threat of a united action as it was the case 1n
German Bast African and German SW. Africa where
there were uprisings (Ethiopianism) resulting from the



REVUE DE L’ACADEMIE DES SCIENCES DU CAMEROUN Vol. 2 No.1 (2002}

use of a common language.” The Ordinance also paid
special attention to school attendance because of the
widely fluctuating attendance. This was obviously an in-
dication of African resistance to Western Education.
Schools were also used as recruttment ground for plan-
tation labourers and porters. Flogging of the school
pupils was also official and most people resisted.

Finally the curriculum onientation of the Ordinance gave
the German culture a prime of place. The thrust was
on Germanic studies involving a full coverage of
language studies. The Geography of Germany and
Burope as well as the glorious histories of German
conquests were prominent on the curniculum. It also
prescrbed the teaching and memonization of patriotic
German songs and poems with the ultimate aim of
exposing young Cameroonians to internalize German
exotic cultures.

Effectively, implementation started in 1911 with lots of
resistance from both the Cameroonians and the Mis-
sionary societies. Unfortunately for the Germans, the
First World War could not allow them implement these
policies. Following their defeat during the War, all Ger-
mans including the Missionaries were expelled from
Cameroon and they lost the terntory to their cnemies.
This marked the end of Germans rule in Camerocon.
They left behind just four Elementary Govemment
Schools with a total enrolment of 833 pupils as against
624 mission schools with 40.061 pupils in 1913% . In all,
there were only 57,195 pupils in school at the time, out
of an estimated school age population of 529,722%.
Hence, German colonial education policy did not nec-
essarily bequeath a significant German culture. Undoubt-
edly therefore, significant traditional education practices
prevailed.

French Colonial Policy (1916-1960):

The French colonial education policy in Cameroon was
adapted from policies developed before the First World
War for French dependencies in Africa. Apart from
economic interest and political domination, the policies
aimed principally at establishing the French culture and
influence (wission Civilisatrice). The policy imposed a pre-
scrbed structure to both private (wéssion) and Govem-
ment schools aimed at imbuing the leamers with French
cultural values.

However, while the domination lasted longer in other
territories, that of Cameroon extended only from 1916
to 1960. It was therefore comparatively shorter. Besides,
the French influence was not supposed to be direct
because of the League of Nations mandatory and United
Nations trusteeship status that prescnbed limitations to
the French administration. Owing to these limitations,

this section attempts to find out if the French policy
alone had such strong effects on Cameroonian post-
colonial attitudes towards the implementation of
appropriate educational reforms or other factors could
be considered? What was the nature of the relationships
between the colonial government and the Missionary
societies that provided most of the educational
establishments? What were the impacts of the French
political and economic interests on the development of
their colonial education policies and how could such
impacts influence Cameroonian attitudes to education?
Were there other factors that might have influenced the
perceptions and behaviours of post-independent
Camecroomans towards the implementation of
educational reforms?

The French Concept of Colonial Education

The theoretical framework of the French colonial edu-
cation policy grew out of the concept of assimilation
that was pursued until the First World War. Thereafter
the policy shifted to the concept of assodation and pater-
unalisie. The policy of assimilation could be identified
with the libertarian views stemming from the French
revolution. It emphasized the political and cultural ob-
jectives of the French civilizing mission. France consid-
ered ttself so civilized that it was necessary to move out
and civilize primitive societies””. Assimilation was en-
couraged by the award of French citizenship to those
who acquired and intemalized the French language and
culture. Such people became known as the assimilés or
érolués. The people were qualified to participate in French
political life. As Cowan L.G. intimates, these ém/res
formed the capitalist representatives in the colonies®™ .
Altbach PG" alludes that they were trained to perpetu-
ate exploitation during the colonial period and assure its
sustenance in post-colonial period by becoming future
neo-colonialist collaborators. Since the concept of as-
similation in the 19 century did not foresce the grant-
ing of independence, the role of other factors might
have significantly contributed in shaping the post-colo-
ntal attitudes that affect attempts to effect meaningful
reforms in the educational system.

Meanwhile the policy of association was closely con-
nected with the authoritarian views that gained currency
during the 19% century. It demonstrated paternalistic
tendencies. The concept assumed that most colonized
people did not deserve to be treated equally with French
citizens. It aimed at fulfilling the civilizing mission pur-
ported to bring light into primitive and barbaric cul-
tures. It considered France as an ordedy and peaceful
society with a structured and powerful Government and
4 good economic system. Hence, like the assimilation
policy, the association policy suggested the recognition
of a cultural gap between the colonizers and the colo-
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nized.

In Cameroon both policies were applied. The
assimilationist policies maintained a demarcation between
French citizenship gained by the émires Cameroonians
and the vast majornity of the society who became known
as ‘“Yndjséies or “administrés”. The latter were excluded
from the French legal system and placed in a scparate
legal regime known as the 7ndjgendt. Both policies there-
fore advocated direct rule and held that France and the
colonics were one and indivisible. Hence, although there
was an overlap between both concepts (assimilation and
association), both sought to serve the same pusrpose. When
the policy of assimilation that preceded that of associa-
tion faced attacks and criticisms during the First World
War and, particulasly, during the peace conference end-
ing the war™, France quickly produced the concept of
association, which appeared more sympathetic to the
colonized. Both concepts were ambiguous and none ac-
tually admitted the colonized nto the French culture.
The school system and structures (except at post-pri-
mary level never) conformed to the concepts of assimi-
lation or association. Thus the concepts of assimilation
and association can be identified as deliberate efforts
aimed at entrenching obedience, loyalty and unquestion-
able service to France. This was strengthened by the
development of a highly centralized system of adminis-
tration where initiatives were only from the central au-
thority. And with the centralized system developed the
inevitable corollaties of uniformity and subordination
that invariably affected the pattern of education and
the attitudes of the pupils. This attitude persisted into
the post-colonial era and contrasted with the legacy be-
queathed by the British.

A persistent political intervention in educational prac-
tices and an attitude of superiority by an elitist class
over the masses remain cvident as a legacy exercised by
those who replaced or now represent the colonizers.
Reforms proposed and sponsored by the former colo-
nial masters for the Franaphonie world became more
acceptable than those initiated with the aim of encour-
aging national integration. Ience technical aid experts
from France are considered and given priority over their
Cameroon counterparts who may even be more quali-
fied and experienced in reforming Cameroon education.

British Colonial Education Policy (1916-61)

Batish colonial education in Cameroon was adopted from
policies developed carlier for British dependencies and
particularly for Nigeria where British Southern
Cameroon was attached for administration. The theo-
retical basis of the policy was essentially adaptationist.
Unlike the French assimilationist policy that was imple-
mented through a centralized administration, the British
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policy was implemented indirectly through Missionary
Societies and local/indigenous authorities generally re-
ferred to as Native Authonties. The adaptationist con-
cept aimed at encouraging mass education but with the
desire to relate this education to the indigenous socio-
political and economic cultures so that indigenous insti-
tutions could be improved upon without such drastic
changes that will offset social harmony. Adaptationist
policies were also aimed at encouraging local and national
socio-political identification and were also supposed to
secure the needs of the rural masses and thereby reduce
the social gap between the educated elite and the rest of
the colonial masses. Above all, the adaptationist policies
were generally left to local authorities who controlled the
development of curricula, the training of teachers, the
supply of resources such as textbooks, and the conduct
of examinations. The provision of this system of educa-
tion inevitably implied the introduction of universal edu-
cation whilst the curriculum policies encouraged teach-
ing in Afncan languages with focus on local institutions
and economic needs so as to encourage inter-relations
between school and activities in local communities. Un-
der the adaptationist policies, the content of elite educa-
tion aimed at relating the local life of the community to
education while further or advanced education had to be
based partly on social status and partly on ability. Hence
by adaptation, mass education could be acquired without
much risk of social instability. Adaptationist policies could
also encourage a substantial degree of local political self-
determination to enforce political stability and boost Af-
rican cultures.

The administrative setting in Cameroon reveals that Brtain
did not develop policies or administrative strategies spe-
cifically for the territory. Britain considered Cameroon
as part and parcel of Nigeria although the mandatory
terms did not allude to this. Hence British Camercon
was treated like all other remote areas in Nigenia. Unlike
the French, the British colonial policies in Cameroon were
peripheral. Some enlightened Cameroonians realized this
and some, through Nazi influence during the inter-war
peniod and the period of nationalism opposed British
policies and succeeded finally to secede from Nigeria in
1954.

There was a disagreement between Bntish interest and
the determination of Cameroonians to achieve special
attention. It is therefore interesting to note that in spite
of the penipheral treatment, anglophone Cameroonians
also resisted the implementation of post-colonial reforms
and held strongly to the inherited British colonial system.
Does it mean that the nature of the Batish colonial poli-
cies and the method of implementation had such im-
pacts on the post-independent Cameroonian attitudes that
dissuade them from any changes that will make educa-
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ton more relevant to contemporary needs? Ot is it that
the indirect practice in educational provision through
the Misstonaries and Natve Authorities as against the
direct approach by the French affected their attitudes
and perceptions of education?

It is important to note that the British colonial education
policies during the League of Nations Mandate and those
during the United Nations Trusteeship were different.
During the mandatory pesiod, the policy tolerated the
usc of local vemacular in the infant and elementary
classes. This helped to maintain and improve on the tra-
ditional or indigenous educational practices. BEducational
objectives here were aimed at preparing Cameroonians
to assist the colonial masters to better achieve their co-
lonial interest. Meanwhile the socio-political and economic
ramifications of the Second World War on both the
colonizers and the colonized necessitated a change in
the formulation of post-war policies. The thrust of post-
war cducation was to prepare graduates for leadership
responsibilities in self-govermnment. But to what extent
did the adaptationist policies achieve the projected goals?
Itis important to note that as educated Africans evolved,
they felt that the practicality of the adaptationist policies
invariably aimed at maintaining Africans in their pes-
ceived primitiveness. The educated elite felt that any
limitation of the curricula reduced the hope for scien-
tific and technological training which were the motivar-
ing factors for Africans desire to acquire Western edu-
cation. African perception of education was shaped by
the introduction of the relationships between educational
achievements and socio-cconomic advancement. Con-
sequently, any attempt to insist on adaptation was re-
garded by Africans as a deliberate attempt to delay their
development. This reaction was particulatly triggered by
the fact that African opinions were never sought for the
type of education they wanted. Hence there was an ob-
vious conflict between British concept of colonial edu-
cation and African perceptions.

At the same time, African employment in the colonial
administration required the acquisition of a more liter-
ary education than that available via an adaptationist sys-
tem. In the same vein Misstonary societies also required
well educated Africans to eventually become church of-
ficers and to plant Christianity in Africa. Such education
could not be limited to the scope offered by the adapta-
tion policy. Sirice those who acquired more than the
adaptatiohist education enjoyed economic mobility and
‘enhanced social status, most Africans became more at-
tractéd to'it than'the adaptationist schooling’ Meanwhile
the non-adaptitionist education was essefitially a replica:
tion of thé mettopolitan practice that could onlyhelp-to
énhdnce the suitability of its recipients fot colonial sérv-
ice arid ensuré sustenance of a post-colonial depend-
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ence on their former colonial masters. Thus it was also
assimilationist in practcal terms.

Post-Colonial Reforms

The aclievement of independence marked an impor-
tant tugning point in the history of Cameroon Educa-
tion. Cameroomnians felt for the first time that they could
determine their own form of education. Dunng the pe-
riod of decolonization, educated Africans had criticised
the inadequacies and the ierelevance of colontal educa-
tion. They blamed Christian Missions and colonial Gov-
emnments for providing such education that neither inte-
grated the individual in the soctety nor enhanced politi-
cal, economic and social advancement. To them, educa-
tion was the underpinning factor in the slow rate of Af-
rican development programmes. Colonial education was
accused for being used by the capitalist Western powers
to exploit the underdeveloped world and subjugate their
peoples. Similatly, the Missionaries were seen as the lackeys
of impertalism. The new African leaders considered co-
lonial education to have separated the recipient from
their societies through its teachings'. They held that
where colonial education prepared a person for life, 1t
was life outside the mainstream of the African society,
life as a servait of the colonial Government, European
firms or Misstonary societies. Some blamed European
education for being too elitist” and argued that it was
designed to meet the interests and needs of a very small
proportion of those who entered the school system.

In Cameroon the desire for reforms was very high. At-
tempts to reform took place at three levels; at the level
of the Federal Government and at the level of the two
Ilederated State Governments. At independence, Rast
Cameroon State Government signed bilateral treatics with
France for economic, military and cultural cooperation.
The French presence, influence and interest could there-
fore not be avoided during any reform attempts'® . Mean-
while, the British ceased to have any direct relations with
West Cameroon except through the Federal Govern-
ment” . These relationships signaled the pattem of fu-
ture support and influence of the respective former
metropolis.

Federal Educational Reforms

By presidential decree of 12 March 1962, the Federal
Ministry of Education, Youth and Culture was cstab-
lished. The structure and attributions remained what had
been inherited from the French colonial administration.
There was no innovation to reflect the new reality of the
nation. A Federal Ministry Officer (Cultural Delegate)
wias appointed to represent the Minister in all matters
relating- to-secondary education, technical education,
youths; spotts; mass education; after-school and out-off-
school centres in West Cameroon with resident in Buea.
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The Federated state education was controlled by the
Secretary of State for Education who was responsible
to the Federal Government. Although the functions of
the Federal Ministry were meant to be different from
those of the Secretary of State at the regional level,
there were overlaps that often led to confrontation or
suspicion of one system or tradition being afraid of being
absorbed by the other. In order to avord conflicts of
authority, the Pederal Government took measures to
unify the two inherited colonial educational systems. Law
No. 63/COE/13 of 19 June 1963 organised Secondary
and Technical education while law No. 64/CLE/11 of
26™ June 1964 reformed secondary and technical edu-
cation®. In essence Secondary education was organised
into a first cycle of five years and a second cycle of two
years as obtainable in the Anglophone system. Technical
and Commercial education was adjusted to take the
Francophone system which was alleged then to be more
advanced. Meanwhile, Law No. 63/COR/5 of 1963
organised primary education making it uniform by drop-
ping the period from eight years in the Anglophone zone
to six years as in the Francophone zone.

Another Federal measure that was quite significant and
reflected the Bilingual option of Cameroon was the crea-
tion of a bilingual secondary school in Man O’ War Bay
in 1963. It was later on transferred to Buea. Here, 35
students from Francophone Cameroon were brought
annually to live and study alongside 35 students from
the Anglophone Cameroon. The cugriculum was unified
and these students were grounded to be absolutely bilin-
gual in English and French. Although there are many
bilingual secondary schools today, none of them has
copied that orginal curriculum. Hence the products of
these schools today are hardly bilingual.

Other Federal reforms were focused on higher educa-
tion that was absolutely necessary for the training of
new leaders for independent Cameroon. UNESCO co-
operated very well with Cameroon and helped to estab-
lish the first university and professional institutions such
as Ecole Normale Superieure. The non-implementation
of these Federal reforms may be attnbuted to the re-
forms that were undertaken by the Federated States.

Reforms in East Cameroon (Francophones)

The Federated State of East Cameroon focussed atten-
tion more on mass education, female education and the
extension of education in regions with poor literary stand-
ards such as the North and East. ‘To attain mass educa-
tion, the state government was determined to establish
schools in all localities so that all children of school age
may have access to schooling. Besides encouraging fe-
male education, there was an urgent need for establish-

ing primary schools in the northern region. Until 1956,
most of the schools in the north remained at the level of
“bush schools™”* . A pilot school was established at Pitoa
with the hope of prepasing leaderss and teachers for the
region.

Reforms in West Cameroon (Anglophone)

The West Cameroon Government considered itself a full
state preparing for inter-state institutional integration with
Francophone Cameroon. It also expected that the situa-
tion of Nigeria where cach Regional Government re-
formed its own educational system was going to be the
case inn Cameroon. Hence a more comprehensive reform
was undertaken, comprising the pamary, sccondary and
tertiary education. The state Govemnment embarked on
a blue print on education in 1963%. Primary education
aimed at universal pamary education by 1970. Since the
duration of pnmary education was reduced to six years,
a proposal was made for the diversification of post-pri-
mary education to cater for vocational and general edu-
cation 1n order to make education beneficial to the indi-
vidual and the society. Hence the government requested
UNESCO to advise on a three years junior secondary
school programme to be followed by a two years voca-
tional education. The programme aimed at giving oppoi-
tunities to primary school graduates who were found to
be academically gifted to continue in secondary schools
while those found to be technically inclined had to enroll
i professional schools.

The policy relating to secondary education proposed the
creation of 14 more Sccondary schools by 1965.
Cameroon withdrew from the West African school Ex-
amination Council (WAEC) and registered with the Univer-
sity of London General Certificate of Education Board
as from June 1964. This decision was taken because of a
poor relationship between Cameroon and Nigeria fol-
lowing Anglophone Cameroon reunification with
Francophone Cameroon as against integrabon with Ni-
genia.

The policy proposed the urgent establishment of more
teachers Training colleges and the expansion of existing
ones. Five years Grade Two teachers traiming was estab-
lished to enforce the general education content for the
first three years followed by two years fully focussed on
pedagogy and practice. Finally, the policy proposed a
combined Grade Two and Grade One certificate course
that hitherto had been obtained only from Nigeria and
Britamn. For lugher education the curriculum of the newly
created College of Arts and Science was to be improved
upon like similar colleges in Nigeria in order to train sec-
ondary school teachers and technicians. The U.S. govern-
ment was invited to assist the government towards im-
proving on this college for the training of skillful profes-
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sionals.

Implementation of the reforms:

I'rom the foregoing it is clearly discernible that mean-
ingful reform policies were undertaken at the beginning
of independence in Cameroon. But why were the poli-
ctes not implemented? Both federated states focussed
their attention more on their respective needs and failed
to consider the wider implications of the union. There
was no national curriculum policy and no consideration
for the production of didactic matenials. Hence educa-
tion had to continue to depend on foreign assistance in
the production of teaching materials.

While the bilingual secondaty school in Bues, that em-
braced the cultures of Francophones and Anglophones,
served as a valuable nucleus for national integration and
a model for curriculum development to respond to na-
tional pattern of education, the experiment failed be-
cause of a lack of follow up. The policy did not pro-
vide any mechanisms to motivate those who became
interested in the bilingual culture hence the students
tended to revert and re-focus on the orginal education
systems thereby posing a problem of harmonizing both
systems. As a result, all the bilingual schools in the coun-
try today have become more or less two schools repre-
senting the two systems on the same campus.

The reform policies failed to make provision for fund-
ing. The policy makers relied on foreign aid for the fi-
nanctal and expertise assistance. But as Altbach rghdy
argues, “foreign aid particularly intellectual assistance
cannot be separated from the policy goals of the donor
country or government™ . Another deterrent factor to
implementation of the reforms resulted from the post-
colonial relations with the former colonial metropolis.
The specific relations with France that has had both
cultural and economic ramifications have helped to fore-
stall the reforms. Since independence, France has ac-
tively been very influential in all educational institutions
in Francophone Cameroon. Their regular assistance
through expatrate educationists and the supply of edu-
cational materials including a wide range of scholarship
for Cameroonians to study in France continue to per-
petuate French influence and give Cameroonians the
feeling that what is French is better. Similasgly, coopera-
tion with other French speaking African states also af-
fected reforms in Cameroon education. For example,
the curriculum conference of African French speaking
ministers of education in 1966 at Dakar-Sencgal pro-
posed a uniform educational programme and structure
that contradicted the 1963 laws reforming education in
Cameroon. The Dakar structure was implemented in
Francophone Cameroon. In reaction the Anglophones
ceased implementing the laws and that explains why the
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primary school duration remained at seven years instead
of six vears.

The dilemma of educational reform in Camercon is a
common problem i most African countries. Even where
some degree of success had earlier been achieved such
as Ghana and Tanzania other factors including political
instability resulting from the absence of national unity
and true patriotism have affected the implementation
of the necessary reforms. Unfavourable wotld economic
order that has been accentuated in Africa by the lack of
regional grouping and collaboration equally account for
the failure. FHence the falling economies rendered the
Govemments unable to fulfil the financial obligations
to education. During the 1990s pressures from the World
Bank and the International Monetary Fund to downsize
the civil service that largely employed teachers also af-
fected any effective educational reforms.

Conclusion:

This article set out to examine those factors that have
inhibited the realization of suitable African education
system to enhance socio-economic and political advance-
ment. [t was assumed that post-colonial Affican educa-
tion has failed to develop desirable attitudes upon which
progressive nation-states and regional communities can
be built. The inherited colonial education systems were
examined to find out if their differences have had indi-
vidual ot collective contributions to the attitudes of post-
colonial leaders and also to assess the extent to which
these differences have resulted to the non-implementa-
tion of post-colonial education reforms.

It was found that Cameroon inherited three colonial
education systems {(German, French and Butish) and
that policy conception and implementation unavoidably
affected/influenced African attitudes. African interest
in western cducation was centered on the enhancement
of their socio-economic statues rather than the relevance
to national advancement. Unfortunately, those who went
through the system internalized the exotic benefits that
became inseparable to their beings even after independ-
ence and therefore built in such a person, resistance to
reforms. Continued post-independent relations with the
former colonial powers especially in the supply of tech-
nical aid and assistance were found to perpetuate the
dependency syndrome that has rendered the Africans
unable to implement reforms that can channel the edu-
cational system to solve their problems.
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