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Abstract 

This paper reports on part of a study which sought to understand the motives 

behind the recent surge in the number of Francophone children pursuing 

English-medium education (EMI) in a country such as Cameroon where social 

class and, in some cases, potential social class is often intertwined with 

French language and a Francophone political identity. The paper examines 

ĐŚŝůĚƌĞŶ͛Ɛ ůĞĂƌŶŝŶŐ ĞǆƉĞƌŝĞŶĐĞƐ ĂƐ ǁĞůů ĂƐ ƚŚĞ ƐĐŚŽŽů ĂŶĚ ŽƵƚ-of-school 

affordances for learning in English. Findings from data collected through 

interviews with school authorities as well as parents and school children from 

different socioeconomic backgrounds suggest that the policy discourse of 

social justice and quality Education for All is not sufficiently matched by 

learning affordances in state schools and as a result, its success is heavily 

reliant on out-of-school 

 
1. Introduction & Overview 

The English language has fast become the language of the world and many countries, eager to train 

citizens to be competitive in the global market (Pinon & Haydon 2010) are including English language in 

school curriculums (Graddol, 2006; Nunan, 2003; Vavrus, 2002). Deardon (2014, 2) reports that in many 

parts of the world, there has been a fast-moving shift from English as a foreign language (EFL) to English 

as medium of instruction (EMI) for academic subjects. In sub-Saharan African (SSA) countries the 

lowering age for exposure to English instruction (Cameron, 2003) means that more and more children 

are experiencing formal education in a language different from their home languages and in learning 

environments that may not meet the minimum conditions for effective language learning (Kuchah, 

2016a). Studies that have examined the challenges to education in SSA (e.g., Muthwii, 2001; Nakabugo, 

ϮϬϬϴ͖ O͛SƵůůŝǀĂŶ, 2006; Tembe, 2006) have revealed that the implementation of the Education for All 

(EFA) policy (UNESCO, 1990) through the provision of free and compulsory primary education in state 

schools has not been adequately matched with sufficient increase in infrastructural and resource 

provision and as a result, has further exacerbated existing challenges to education as a whole and to 

English language education in particular.  

 

The list of challenges is long (see for example Ampiah, 2008; Shamim and Kuchah, 2016; UIS, 2016) and 

often confounded in a country like Cameroon where the language of instruction presents a barrier to 



parental involvement in education for children whose parents are not educated in the language of their 

schooling (Gfeller & Robinson, 1998; Tadadjeu, 1990). While in some SSA countries there has been, at 

least in principle, a shift to mother tongue instruction in the first few years of primary education with a 

transition to a foreign language at a later stage, Cameroon has maintained French and English as 

mediums of instruction in French-medium (Francophone) and English-medium (Anglophone) schools. In 

line with its adherence to commitments taken within the framework of different United Nations 

conventions (e.g., UNESCO 1990; 2000), Cameroon also opted for free and compulsory basic education 

ŝŶ ϭϵϵϴ͕ ĞŶƚƌƵƐƚŝŶŐ ƉĂƌĞŶƚƐ ǁŝƚŚ ƚŚĞ ͚ƉƌŝŽƌ ƌŝŐŚƚ ƚŽ ĐŚŽŽƐĞ ƚŚĞ ŬŝŶĚ ŽĨ ĞĚƵĐĂƚŝŽŶ ƚŚĂƚ ƐŚĂůů ďĞ ŐŝǀĞŶ ƚŽ 

ƚŚĞŝƌ ĐŚŝůĚƌĞŶ͛ ;UN DĞĐůĂƌĂƚŝŽŶ ŽĨ HƵŵĂŶ ‘ŝŐŚƚƐ͕ 2015, Article 26). Within the framework of 

ŐŽǀĞƌŶŵĞŶƚ͛Ɛ ĐŽŵŵŝƚŵĞŶƚ ƚŽ offering equal opportunities for children to pursue education in any state 

school of their choice and with only two options ʹ French-Medium or English-medium education - 

available to parents, there has been a recent surge in the number of children from Francophone homes, 

irrespective of the family affordances, being enrolled into Anglophone schools (Anchimbe, 2007; 

Fonyuy, 2010; Kouega, 2003) despite the demographic and political dominance of French in the country. 

 

This paper examines the motives behind this surge in a country where socioeconomic status (SES) and in 

some cases, potential SES is often intertwined with political identities. Then it explores the educational 

experiences of children from different socioeconomic backgrounds to show how English-medium 

education might perpetrate socioeconomic divisions between children from rich and poor backgrounds. 

Larger scale quantitative studies have provided a panoramic picture of the relational impacts of 

socioeconomic status on learning achievement (e.g., Cheng & Kaplowitz, 2016; Sirin, 2005) and EFL 

learning motivation (e.g., Kormos & Kiddle, 2013; Lamb, 2012) but have not fully explained the day-to-

day educational realities of young learners especially in underprivileged state school contexts. The study 

reported in this paper investigates the school and home learning affordances and experiences of 

francophone ĐŚŝůĚƌĞŶ ǁŚŽ͕ ďĞĐĂƵƐĞ ŽĨ ƚŚĞŝƌ ƉĂƌĞŶƚƐ͛ ĚĞĐŝƐŝŽŶƐ͕ attend English-medium primary schools. 

In particular, it explores the perspectives and learning experiences of two children from two different 

socioeconomic backgrounds, but with similar aspirations, in order to gain insights into how the 

opportunity for access to EMI may enhance or impede their chances of achieving quality and equitable 

basic education. 

 

2. Background and Review of Literature 

This section is divided into two main parts. In the first, I review the literature on language-in-education 

in Africa and examine how the historical and political developments in Cameroon have contributed to 



the rise in EMI. In the second part, I discuss literature in relation to the perceived benefits of EMI and 

the socioeconomic factors that might impact on the attainment of such benefits. 

 

2.1. Language-in-Education in Cameroon: a historical background. 

The literature on language-in-education in developing world contexts (e.g., Brock-Utne 2010; Mulumba 

& Masaazi, 2012) has shown the potential role of language of instruction in promoting, stagnating or 

stifling quality learning especially in the early years of schooling. Research evidence on medium of 

instruction in sub-Saharan Africa, (e.g. Afolayan, 1976; Bunyi, 1997; Kamwendo, Hlongwa & Mkhize, 

2014; Tadadjeu, 1990) unequivocally highlights the cognitive, cultural and developmental values of 

mother tongue instruction over the often estranging foreign languages currently in use in educational 

systems. No doubt therefore, international organisations African Union (2006), UNESCO (2003; 2005; 

2015) and UNICEF (2007) have recognised the value of multilingualism and multilingual education in 

promoting quality and equitable basic education (See for example African Union, 2006; UNESCO, 2003; 

2005; 2015; UNICEF, 2007). Despite this, some countries in sub-Saharan Africa, such as Cameroon, still 

continue to promote educational policies based on foreign languages. 

 

In its present configuration, Cameroon is a result of two colonial entities ʹ French administered 

͚Republique du CamerouŶ͛ ĂŶĚ BƌŝƚŝƐŚ ĂĚŵŝŶŝƐƚĞƌĞĚ ͚SŽƵƚŚĞƌŶ CĂŵĞƌŽŽŶƐ͛ ʹ agreeing to unite under a 

federal system of government at the dawn of independence in 1961 (Fonlon, 1969). Political mutations 

over the years resulted in a country with 10 regions, two of which are Anglophone and 8, Francophone 

and an official language policy which places English and French above its 286 local languages 

(Ethnologue, 2009). The decision to adopt these foreign languages as official languages of the country 

was based on the assumption that nationhood would better be achieved through linguistic 

homogeneitǇ ŝŶ ƚŚĞƐĞ ƚǁŽ ͚ŶĞƵƚƌĂů͛ ůĂŶŐƵĂŐĞƐ͘ HŽǁĞǀĞƌ͕ ƉŽlitical tensions over the last three decades 

have shown that, far from being neutral languages, English and French have been instrumental in 

developing new ethno-political identities which threaten the very unity they were meant to preserve 

(Ayafor, 2005; Wolf, 2001). Recent protests in the Anglophone regions have exposed deep divisions and 

suspicions between Anglophones and Francophones with the former feeling undermined by a heavily 

centralised bureaucracy dominated by a Francophone political elite accused of using political powers to 

marginalise the English language and Anglophones (Dicklitch, 2011; Konings & Nyamnjoh, 1997; 

Ngwana, 2009). In an attempt to resolve this political crisis, the government undertook a broad-based 

reform in 1996, revising the constitution and giving English and French equal status, as opposed to 

previous constitutions which placed French above English, and guaranteeing the promotion of 

bilingualism in both languages. A subsequent Education law (No 98/004 of 14 April 1998) recognised 



two coexisting sub-systems of education ʹ English-medium and French-medium - each with its own 

organisational and assessment specificities. The law also reaffirmed the commitment of the State to 

͚ŝŶƐƚŝƚƵƚe bilingualism at all levels of education as a factor of national unity and integration (my 

emphasis). To enforce bilingualism in the school system a number of other official policy documents 

were enacted including (i) ministerial order No. 21/E/59 of 15 May 1996 ŵĂŶĚĂƚŝŶŐ ͚ĞǀĞƌǇ ƉƌŝŵĂƌǇ 

school teacher [to] henceforth teach every subject on the school syllabus including the second official 

ůĂŶŐƵĂŐĞ ƐƵďũĞĐƚ͛ ;ŝ͘Ğ͕͘ FƌĞŶĐŚ ƚŽ AŶŐůŽƉŚŽŶĞƐ ĂŶĚ EŶŐůŝƐŚ ƚŽ Francophones); (ii) Order No. 

62/C/13/MINEDUC/CAB of 16 February 2001 introducing English language as a compulsory subject from 

the first year of francophone primary schools and French as a subject in Anglophone schools and (iii) a 

presidential decree No. 2002/004 of 4 January 2002, organizing the MoE created a General Inspectorate 

for the promotion of Bilingualism to oversee the teaching of the second official language (i.e., French to 

Anglophones and English to Francophones) in both the Anglophone and francophone sub-systems of 

education. 

 

The politically motivated commitment to promoting bilingualism resulted in a language education policy 

with no clear-cut linguistic objectives and orientations (Echu 2004), giving rise to a variety of 

bilingualism models particularly in Francophone Cameroon, the focus of this paper (see Kuchah 2013). 

In Francophone state schools, teachers, who themselves were not proficient in English, were required to 

teach English in addition to teaching all other subjects of the curriculum in the medium of French. 

Kouega (1999) explains that parental dissatisfaction with the quality of English language provision in 

French-medium state schools and awareness of the international spread and importance of English 

language have pushed parents to look for what they perceive as better opportunities for the 

ĚĞǀĞůŽƉŵĞŶƚ ŽĨ ƚŚĞŝƌ ĐŚŝůĚƌĞŶ͛Ɛ bilingual competencies. As a result, EMI has increasingly become the 

preferred option with large numbers of children from francophone homes now being enrolled into 

English-medium primary and secondary schools (see Anchimbe 2005; 2007; Kuchah 2013; Mforteh 

2006) and studying alongside their Anglophone peers. While a few elitist private schools, mostly found 

in the two largest cities of the country, are able to provide considerable support for such children, state 

sector schools which enrol 75.8% of primary school children in the country (UIS, 2016) face huge 

infrastructural and resource problems which negatively affect teaching and learning. 

 

2.2. Early EMI: perceived benefits, practical challenges and possibilities. 

While EMI has been the norm in many former British colonies in SSA including Anglophone Cameroon, 

its rise in non-British colonial territories is not unique to Francophone Cameroon (see for example 

Milligan, Clegg, and Tikly 2016, for the case of Rwanda). Deardon (2014) provides evidence from 55 



countries that public and private educational institutions at all stages are increasingly adapting EMI. 

Amongst these are 52.7% of public primary schools. Studies that have examined the global spread of 

English and EMI (e.g., Dearden 2014; Pinon & Haydon 2010) suggest that in many countries, particularly 

across the global South, there is an assumed relationship between proficiency in English and economic 

development of a country. Local research on the spread of EMI in Cameroon has pointed to two main 

forces. On the one hand, Chiatoh (2014) and Nana (2013) have explained EMI from the perspective of 

ƚŚĞ ƉĞƌǀĂƐŝǀĞ ŝŶĨůƵĞŶĐĞ ŽĨ ĐŽůŽŶŝĂůŝƐŵ ŽŶ ƚŚĞ ĐŽƵŶƚƌǇ͛Ɛ ĞĚƵĐĂƚŝŽŶĂů ƐǇƐƚĞŵ ĂƌŐƵŝŶŐ ƚŚĂƚ ͚ĚĞĐĂĚĞƐ ŽĨ 

educational colonization and [colonial] language dominance have produced inferiority complexes so 

ƚŚĂƚ ƚŚĞ ůŽĐĂů Žƌ ŝŶĚŝŐĞŶŽƵƐ ůĂŶŐƵĂŐĞƐ ͙ ďĞĐĂƵƐĞ ŽĨ ƚŚĞŝƌ ƵŶŽĨĨŝĐŝĂů ƐƚĂƚƵƐ͕ ĂƌĞ ƉĞƌĐĞŝǀĞĚ ĂƐ ůŝĂďŝůŝƚŝĞƐ 

ƌĂƚŚĞƌ ƚŚĂŶ ĂƐƐĞƚƐ͛ (Chiatoh 2014, 32). In fact, this situation has persisted despite the recognition, by 

local linguists, and widespread use, of creole languages such as Pidgin/Kamtok and Camfranglais 

(Anchimbe 2006; Sala 2009; Ubanako & Muyia. 2014) which are, for many learners, the only familiar 

languages.  Esch͛Ɛ (2010) study with primary school teachers in Cameroon demonstrates how the use of 

punishment to exclude these local languages from the school domain institutes an epistemic injustice. 

EƐĐŚ ĨƵƌƚŚĞƌ ĂƌŐƵĞƐ ƚŚĂƚ ƚŚŝƐ ƉŚĞŶŽŵĞŶŽŶ ŚĂƐ ƚƌĂŶƐĨŽƌŵĞĚ ƚĞĂĐŚĞƌƐ͛ ͚ŚĂďŝƚƵƐ͛ ƐŽ ƚŚĂt the way they 

conceptualise 'language' falls outside their notion of what they speak at home. In other words, the 

systematic elimination of ƐƚƵĚĞŶƚƐ͛ local and/or familiar languages from the school domain is 

performative and seems to have been internalised by the teachers. In EMI schools therefore, apart from 

the few hours of French language teaching (see order No. 21/E/59 above) there is a strong emphasis, in 

the national syllabus (Ministry of National Education 2000) on, and a strict adherence by school 

authorities and teachers to, an English-only policy (Alobwede 1998; Esch 2010; Kuchah 2016b). Such a 

policy has been shown to pose significant barriers to the quality of learning (Ampiah, 2008; Opoku-

Amankwa 2009; Sawamura & Sifuna 2008) for children whose home language is not the language of 

schooling. It also prevents parents who themselves may not be proficient in the language of schooling 

from engaging directly with the education of their children (Bamgbose 2014; Williams & Cooke 2002). 

For a country that aims to promote bilingualism, such a policy seems subtractive and therefore counter-

productive to the development of bilingual competencies. In fact, recent theories of language 

acquisition which are based on a dynamic model of bilingualism/multilingualism (Cummins 2015; Garcia 

& Li Wei 2014) see languages as interrelated and fluid in the human brain. In this respect, bilingual 

pedagogies such as code-switching (Milligan, Clegg & Tikly, 2016) and translanguaging (Makalela, 2015) 

have been shown to be effective in multilingual African contexts and could usefully be applied in a 

country like Cameroon were forms of linguistic fusion already exist in creole languages.  

 

Studies that have examined the motivations for EMI in Francophone Cameroon (Abongdia & Willans 

2014; Anchimbe 2007; Fonyuy 2010; Kuchah 2013; 2016b; Mforteh 2005), on the other hand, have 



argued that the phenomenon is mainly linked to individual instrumental benefits, rather than to 

national economic and developmental gains. For example, survey studies reveal that the push for 

increased proficiency in English language by Francophones is driven by job opportunities in 

multinational companies within the country and internationally (Pinon & Haydon 2010) as well as 

intentions to migrate to English speaking countries such as the US, UK and South Africa (Mforteh 2005). 

Anchimbe (2007) and Mbuh (2000) have noted that far from being a factor of national unity and 

integration as inscribed in the 1996 constitution, the promotion of bilingualism and the right to any of 

the two mediums of instruction have offered Francophone Cameroonians the opportunity to pursue 

EMI in order to adopt hybrid identities that give them advantages over their Anglophone counterparts. 

In this regards, Anchimbe (2007) describes as linguistic opportunism, the conscious linguistic/identity 

mutations of some Francophone graduates from EMI institutions whose sole motive is to maximise their 

individual benefits from the opportunities offered by the dual cultural and linguistic context of the 

country. 

 

The case of young learners is particularly interesting because their educational choices are often 

determined by parental aspirations. Deardon (2014, 7) explains that the growth in EMI is partly a result 

of ƉĂƌĞŶƚƐ͛ ƉĞƌĐĞƉƚŝŽŶƐ ŽĨ EMI ͚ĂƐ Ă way of enabling their children to join a social elite and partake of 

the benefits that it can bring͛. However, it has also been pointed out that questions of justice, and 

human rights are associated with EMI (Deardon 2014; Skutnabb-Kangas, 2009) especially when it comes 

to providing quality and equitable education (Tomasevski, 2003) to children from poorer backgrounds. A 

human rights-based perspective to language-in-education (UNESCO 200ϯͿ ĨŽĐƵƐĞƐ ŽŶ ĐŚŝůĚƌĞŶ͛Ɛ ƌŝŐŚƚƐ ƚŽ 

access education in the mother tongue as well as to be introduced to a global language. This perspective 

promotes a mother tongue-based bilingual approach to education in which both the local and 

international language are supported (see for example Phillipson et al. 2014). Tikly (2016, 412) argues 

that rights-based approaches ͚may appear too homogenising in their implications for addressing the 

complex linguistic needs and identities of diverse groups in multilingual, postcolonial settings͛͘ AƐ ŚĂƐ 

been explained earlier, the multiplicity of ƐƚƵĚĞŶƚƐ͛ ůŽĐĂů ůĂŶŐƵĂŐĞƐ ƚŽŐĞƚŚĞƌ ǁŝƚŚ ƐŽĐŝŽ-political 

identities based on two foreign languages as well as the absence of a political commitment to mother 

tongue education further complicate the Cameroonian educational landscape. As a result, existing 

rights-based perspectives may not sufficiently explain the local realities of language-in-education in this 

country.  

 

A social justice perspective (Fraser, 2013), on the other hand, focuses on ͚ƉĂƌŝƚǇ ŽĨ ƉĂƌƚŝĐŝƉĂƚŝŽŶ͛ arguing 

that maintaining social justice entails breaking down institutionalised barriers to equitable social 



interaction. Dismantling injustices, Fraser argues, is premised on three dimensions of social justice: 

redistribution, recognition and participation. In the context of this paper, redistribution refers to the 

provision of equitable access to linguistic and educational resources so that children from 

socioeconomically advantaged and disadvantaged families would be able to learn in the same 

conditions. Recognition entails identifying, acknowledging and including the linguistic knowledge of 

socially marginalised learners in the curriculum whilst participation refers to the right of individuals or 

groups to fair participation in decisions about their linguistic and educational rights. Researchers in 

language-in-education (e.g., Bamgbose 2014) have argued that observed inadequacies in attaining 

development goals in Africa cannot be fully accounted for without reference to the role of foreign 

languages of instruction in barring community participation in the education of school children. In the 

case of multilingual Cameroon, this constitutes a lack of recognition ŽĨ ĐŚŝůĚƌĞŶ͛Ɛ ŬŶŽǁůĞĚŐĞ ŽĨ ŚŽŵĞ 

and familiar languages in facilitating learning. In addition to the language factor, Educational research 

studies (Blanden & Gregg, 2004; Cheng & Kaplowitz, 2016; Duncan & Murnane, 2011) have identified 

socioeconomic factors as instrumental in determining the quality and outcomes of learning as well as 

future opportunities. Empirical research studies in the West (e.g., Phillips 2011; Reardon 2011), Asia 

(e.g., Cheng & Kaplowitz 2016; Zhao et al. 2012) and Africa (Pretorius & Currin 2010; Pufall et al. 2016) 

point to an alarmingly widening achievement gap between students from poor homes and their peers 

from rich homes. In the case of Cameroon where there are issues of resource provision in state schools 

(Kuchah & Smith 2011; Kuchah 2016a) such a phenomenon can be explained as a redistributive injustice 

because existing socioeconomic disparities are perpetuated through the non-provision of learning 

resources to poor children. WŚĂƚ ŝƐ ŵŽƌĞ͕ ƚŚĞ ĂďƐĞŶĐĞ ŽĨ ĐŚŝůĚƌĞŶ͛Ɛ ǀŽŝĐĞƐ ŝŶ ƚŚĞ ƉŽůŝĐǇ ĞŶĂĐƚŵĞŶƚ 

process as well as in most research on language-in-education in Cameroon constitutes participatory 

injustice. This paper takes the view that quality education in state schools in a developing country like 

Cameroon needs to be guaranteed through mechanisms that foster justice at the level of redistribution 

and recognition and in ŚŝŐŚůŝŐŚƚŝŶŐ ĐŚŝůĚƌĞŶ͛Ɛ ǀŽŝĐĞƐ, the study also ŚŽƉĞƐ ƚŽ ƉƌŽŵŽƚĞ ĐŚŝůĚƌĞŶ͛Ɛ ƌŝŐŚƚ ƚŽ 

participation in the development of knowledge and understanding of their educational realities. 

 

To summarise, the promotion of bilingualism in a multilingual country where education is conducted in 

two Foreign languages (French and English) coupled with a policy framework providing equal 

opportunity of access to free basic education in any of the two sub-systems of education (Francophone 

or Anglophone) has meant that parents from all socioeconomic strata are free to enrol their children 

into either English- or French- medium schools irrespective of their predominant/familiar home 

language. The result has been a recent surge in the number of Francophone children pursuing EMI in 

Cameroon, despite the demographic and political dominance of French in the country. What is more, 

the insistence on an English-only policy is an added barrier to learning in the medium of English. As the 



literature demonstrates, the discourse of justice and equity in education is linked to linguistic and 

socioeconomic factors and as a result, to ensure that policy benefits all school children, it is important 

to unravel the hidden complexities that might blur the injustice perpetrated by seemingly just and 

equitable policies. This study sets out to achieve this by addressing the following research questions: 

1. What are the motivations of francophone parents for enrolling their children in English medium 

schools? 

2. What are the within-school and out-of-school affordances for quality EMI for children from different 

socioeconomic backgrounds? 

ϯ͘ HŽǁ ĚŽ ƚŚĞƐĞ ĂĨĨŽƌĚĂŶĐĞƐ ŝŵƉĂĐƚ ŽŶ ĐŚŝůĚƌĞŶ͛Ɛ ůĞĂƌŶŝŶŐ ĞǆƉĞƌŝĞŶĐĞƐ͍ 

 

3. The Study 

3.1. Context of the study 

The data discussed in this paper was collected between September 2015 and August 2016 and is part of 

an ongoing study which ǁĂƐ ŐƵŝĚĞĚ ďǇ ƚŚĞ ƉƌŝŶĐŝƉůĞ ƚŚĂƚ ͚quality education is a fundamental human 

ƌŝŐŚƚ ĂŶĚ Ă ŐĂƚĞǁĂǇ ƚŽ ŝŶĚŝǀŝĚƵĂů ŽƉƉŽƌƚƵŶŝƚǇ͛ ;UNESCO ϮϬϭϯ͕ Ɖ͘ϵͿ͘ Part of this data, collected from one 

of two research sites, Yaounde, has been presented in a previous paper (see Kuchah 2016b). The 

contextual focus of this paper is a state EMI primary school (henceforth referred to as EcoBA (Ecole 

Bilingue Anglophone)) in a predominantly Francophone peri-ƵƌďĂŶ ĐŽŵŵƵŶŝƚǇ ŝŶ DŽƵĂůĂ͕ ƚŚĞ ͚Economic 

CĂƉŝƚĂů͛ ŽĨ Cameroon. As a state school, EcoBA has structural and functional similarities with other state 

schools in Cameroon. Cameroon is still one of 37 countries in the world with severe teacher gaps (UIS 

2016) and although there have been significant improvements in teacher recruitment, the benefits have 

been dissipated by teacher attrition and growing enrolment rates. As a result, the ratio of pupils per 

trained teacher in 2015 stood at 71:1 (UIS 2016). Other figures from the UIS (2016) database reveal that 

the average number of pupils per textbook in 2012 was 12 for reading and 13.9 for mathematics. Also, 

in 2011 (the most recent data available) access to basic services in state schools were very limited with 

91.4% of schools without electricity, 70.2% without water and 57.6% without toilets. The overall school 

completion rate stood at 67.85% with variations in the completion rates of children from different 

socioeconomic levels ranging from 18.07% for children from the poorest quantile of the population to 

93.68% for children from the richest quantile. The choice of EcoBA was guided more by my familiarity 

with the school and the aim of this study ʹ to explore insights into the lived experiences of Francophone 

school children from different socioeconomic backgrounds ʹ rather than by the quest for 

representativeness 

 



3.2. Design and participants 

The broader study from which this paper draws was designed as a participatory case study (Yin, 2014) 

using qualitative methods of data collection and analysis to understand the lived experiences and 

perspectives of Francophone children in year six (final year) of English medium schools in Yaounde and 

Douala, the two largest cosmopolitan cities of Cameroon. Perspectives of parents, teachers and policy 

makers were also sought with the view to understand and complement student perspectives. The data 

presented in this paper was collected from two pupils, Aisha and Nina and their parents (Ma Aisha and 

Ma Nina respectively) as well as the head teacher (HT) of the EcoBA. With the help of the HT, parents 

were initially contacted for consent to interview their children and themselves. After individual 

explanatory meetings with parents only six parents consented to participate. Of these six, only four 

were happy to provide information about their socioeconomic status (SES) and were therefore retained 

alongside their children for the larger study. SES in this study was based on a combination of four main 

indicators drawn from the literature, including parental income, parental education, parental 

occupation and home resources such as educational resources and support services (Blanden & Gregg 

2004; Duncan & Brook-Gunn 1997; Ermisch & Pronzato 2010; Sirin 2005; MCLoyd 1998; Pufall et al., 

2016; Zhao, et al., 2012). The focus on Aisha and Nina in this paper is based on a number of reasons: (a) 

their parents fall roughly within the richest and the poorest quantiles of the Cameroonian society 

respectively, (b) both have siblings pursuing French-medium education (c) they both live with their 

mothers who are single parents and (d) they, and their parents have similar aspirations of them 

becoming medical doctors in the future. IŶ ƌĞůĂƚŝŽŶ ƚŽ ͚Ă͛ ĂďŽǀĞ͕ Ma Aisha was a Senior Customs Officer 

with a post graduate university degree and a monthly salary of XAF 400,000 ($655.04) at the topmost 

scale of the Cameroonian civil service. In addition, she received other work bonuses. On the other hand, 

Ma Nina was a self-employed dressmaker with two years of secondary school education. She had an 

irregular income - depending on how much work she did ʹ which she estimated at XAF 30,000 ($48.8) a 

month, an income significantly lower than the poverty threshold of $1.90 per day (World Bank 2014).  

3.3. Data collection and analysis procedures 

Data from child participants ǁĞƌĞ ĐŽůůĞĐƚĞĚ ŝŶ ƚǁŽ ƉŚĂƐĞƐ͕ ƉƌŝŽƌ ƚŽ͕ ĂŶĚ ĂĨƚĞƌ ƚŚĞŝƌ ƉĂƌĞŶƚƐ͛ ŝŶƚĞƌǀŝĞǁƐ͘ 

The first phase followed the procedure described in Kuchah (2016b) and consisted of a language card 

game (Esch 2012) and follow up group interviews following recommendations in the literature (e.g., 

Christensen 2004; Pinter, Kuchah & Smith 2013; Mayall, 2008) which point to the potential of group 

interviews to minimise the effects of adult-child power differentials (Kuchah & Pinter 2012). The second 

phase consisted of individual follow up interviews based on arts-based methods (Milligan 2017) which 

consisted of visual representations of real or ideal home learning spaces and the future aspirations of 

both children. Data from parents were collected through semi-structured interviews and focused mainly 

on their motivations for sending their children to an English medium school as well as the support 



mechanisms which ensure that their children attain the perceived benefits of early EMI. Data from the 

HT was collected through several informal conversations over a longer period of time. Interviews with 

both parents were conducted in French while the other interviews were collected in English and French 

as determined by child participants. Data were audio-recorded, transcribed and translated where 

necessary before being analysed and interpreted thematically through a combination of procedures and 

techniques recommended in the literature ( Braun & Clarke, 2006; Fereday & Muir-Cochrane 2006; 

Richards, 2009). 

 

4. Findings and Discussions 

4.ϭ͘ PĂƌĞŶƚƐ͛ motivations: similar aspirations different understandings. 

Parent interviews revealed interesting personal insights into the thinking behind their decisions to enrol 

their children in EcoBa. Ma Nina made the decision for her daughter to pursue EMI ŽŶ ƚŚĞ ďĂƐŝƐ ƚŚĂƚ ͚ŝƚ 

is not good to put all eggs in one basket͛ and having enrolled her first daughter in a Francophone school, 

ƐŚĞ ĚĞĐŝĚĞĚ ƚŚĂƚ EMI ǁĂƐ ƚŚĞ ŽƚŚĞƌ ͚ďĂƐŬĞƚ͛͘ To her, the presence of a state Anglophone school in close 

proximity and the kŶŽǁůĞĚŐĞ ƚŚĂƚ ͚ƚŚĞ ůĂǁ ŐŝǀĞƐ ŵĞ ƚŚĞ ƌŝŐŚƚ ƚŽ ƐĞŶĚ ŵǇ ĐŚŝůĚ ƚŽ ĂŶ AŶŐůŽƉŚŽŶĞ ƐĐŚŽŽů͛ 

was an added incentive. She was also motivated by other francophone children pursuing EMI in the 

neighbourhood ĂŶĚ ŚĂĚ ͚ƉƵƚ ƚŚĞ ŝĚĞĂ ŝŶ NŝŶĂ͛Ɛ ŚĞĂĚ ĨƌŽŵ ŚĞƌ ĞĂƌůǇ ǇĞĂƌƐ ƚhat she will go to an 

AŶŐůŽƉŚŽŶĞ ƐĐŚŽŽů͛͘ On the other hand, for Aisha and her mother, the decision for EMI was mutually 

ĂŐƌĞĞĚ ƵƉŽŶ͖ ƚŚŝƐ ǁĂƐ ŝŶŝƚŝĂůůǇ ŵŽƚŝǀĂƚĞĚ ďǇ AŝƐŚĂ͛Ɛ ŝŶƚĞƌĂĐƚŝŽŶƐ ĂŶĚ ĨƌŝĞŶĚƐŚŝƉƐ ǁŝƚŚ AŶŐůŽƉŚŽŶĞ 

children in her neighbourhood as well ĂƐ MĂ AŝƐŚĂ͛Ɛ previous academic and professional experiences. 

Ma Aisha regretted having missed the opportunity, in secondary school, ŽĨ ͚ƚĂŬŝŶŐ EŶŐůŝƐŚ ƐĞƌŝŽƵƐůǇ͛ ĂŶĚ 

explained how this affected her negatively when she eventually was faced with Anglophone professors 

at university. HĞƌ ͚ĞǆƚƌĞŵĞůǇ ůŽǁ͛ EŶŐůŝƐŚ ůĂŶŐƵĂŐĞ proficiency had also cost her opportunities to work 

for multinational companies: ͚I lost two international job opportunities because of my bad English.͛ For 

this reason, she was ready to invest her resources for her daughter to achieve what she had failed to 

achieve: ͚I ĚŽŶ͛ƚ ǁĂŶƚ AŝƐŚĂ ƚŽ ŵŝƐƐ ƚŚĞ ŽƉƉŽƌƚƵŶŝƚŝĞƐ I ŵŝƐƐĞĚ͕ I ǁĂŶƚ ŚĞƌ ƚŽ ĚŽ ǁŚĂƚ I ĐŽƵůĚ ŶŽƚ 

ĚŽ͙ŚĞƌ ǁŽƌůĚ ŝƐ ĞǀĞŶ ŵŽƌĞ ĚŽŵŝŶĂƚĞĚ ďǇ EŶŐůŝƐŚ ƚŚĂŶ ŵŝŶĞ͛͘  

 

There were similarities in ďŽƚŚ ƉĂƌĞŶƚƐ͛ aspirations for their children; they both held that, early EMI 

would enable their children ďĞĐŽŵĞ ͚ƉĞƌĨĞĐƚ bilinguals͛ in order to increase their chances of finding a 

good job. Ma NŝŶĂ ĞǆƉůĂŝŶĞĚ ƚŚĂƚ ͚ŝŶ ƚŚŝƐ ĐŽƵŶƚƌǇ͕ ĞǀĞƌǇŽŶĞ ŬŶŽǁƐ ƚŚĂƚ ƚŚĞ best jobs belong to the most 

ďŝůŝŶŐƵĂů CĂŵĞƌŽŽŶŝĂŶƐ͕ ƐŽ I ǁĂŶƚ ŵǇ ĚĂƵŐŚƚĞƌ ƚŽ ŚĂǀĞ ƚŚĞ ďĞƐƚ ƉŽƐƐŝďůĞ ũŽď͛͘ This was corroborated by 

MĂ AŝƐŚĂ ǁŚŽ ĨĞůƚ ƚŚĂƚ ͚AŶŐůŽƉŚŽŶĞ ĞĚƵĐĂƚŝŽŶ ŽĨĨĞƌƐ Ă ůŽƚ ŽĨ ĂĚǀĂŶƚĂŐĞƐ ĨŽƌ ƚŚĞ ĚĞǀĞůŽƉŵĞŶƚ ŽĨ 

bilingualism in Francophone children [and that] Aisha will be better off than her elder brother, because 



ƐŚĞ ŝƐ ƉĞƌĨĞĐƚůǇ ďŝůŝŶŐƵĂů͛͘ IŶ ƌĞůĂƚŝŽŶ ƚŽ ƚŚĞ ƐƉĞĐŝĨŝĐ ďĞŶĞĨŝƚƐ ŽĨ EMI ƚŽ ƚŚĞ ĂƚƚĂŝŶŵĞŶƚ ŽĨ ƚŚĞŝƌ ĐŚŝůĚƌĞŶ͛Ɛ 

ĂƐƉŝƌĂƚŝŽŶƐ ŽĨ ďĞĐŽŵŝŶŐ MĞĚŝĐĂů ĚŽĐƚŽƌƐ͕ ďŽƚŚ ƉĂƌĞŶƚƐ͛ ƉĞƌƐƉĞĐƚŝǀĞƐ Ɛhowed significant similarities 

ĂůƚŚŽƵŐŚ MĂ NŝŶĂ ǁĂƐ ĨůĞǆŝďůĞ ĂďŽƵƚ ŚĞƌ ĚĂƵŐŚƚĞƌ͛Ɛ ĨƵƚƵƌĞ ƉƌŽƐƉĞĐƚƐ͕ ƉƌŽďĂďůǇ ĚƵĞ ƚŽ ƚŚĞ ĐŚĂůůĞŶŐĞƐ 

which she was facing (see section 4.2.2). She explained that: 

͙if she [Nina] does not become a medical doctor, at least she can be a nurse and work 

ĂŶǇǁŚĞƌĞ ŝŶ ƚŚĞ ĐŽƵŶƚƌǇ͙͘ĞǀĞŶ ŚĞƌĞ ŝŶ DŽƵĂůĂ͕ ŵĂŶǇ ƉƌŝǀĂƚĞ ĐůŝŶŝĐƐ ŶĞĞĚ ďŝůŝŶŐƵĂů 

nurses because we have people from all over Cameroon and other countries like Nigeria 

doing business here͘ ͙ I ŚĂǀĞ ĞǀĞŶ ŚĞĂƌĚ ƚŚĂƚ ƚŚĞǇ ĞŵƉůŽǇ ŶƵƌƐĞs in South Africa and 

England and the US, she can find a job there. I know an Anglophone lady whose 

daughter is a nurse abroad; she sends her a lot of money. 

While Ma Nina primarily drew her understandings from the realities around her, Ma Aisha on her part, 

drew from her own educational experience and that of her 16 year old first son attending a 

Francophone secondary school: 

I thought I could help him by employing a home English teacher, but that has not 

worked; for the past three years, his English has nŽƚ ƌĞĂůůǇ ŝŵƉƌŽǀĞĚ͘ ͙ HĞ ĐŽŶƚŝŶƵĞƐ 

to fail English; I think it is because he started to learn real English only in secondary 

ƐĐŚŽŽů͘ ͙ SŽ I ĚĞĐŝĚĞĚ ƚŚĂƚ ŵǇ ĚĂƵŐŚƚĞƌƐ AŝƐŚĂ ĂŶĚ ŚĞƌ ǇŽƵŶŐĞƌ ƐŝƐƚĞƌ ǁŝůů ďĞ 

Anglophones from the start.  

The aspirations of both parents are clearly instrumental (Gardner 2006; Masgoret & Gardner 2003) and 

are consistent with previous studies in this context which argue that EMI is perceived by francophone 

Cameroonian parents as a gateway to individual advantages for their children (Abongdia & Willans 

2014; Anchimbe 2007; Fonyuy 2010) rather than for national development as suggested, for example, 

by Casale and Posel (2011) and Dearden (2014). 

 

4.2. School and out-of-school affordances for learning 

4.2.1. Learning affordances within EcoBA  

Discussions with the HT revealed a number of issues which he thought affected the overall quality of 

teaching and learning in the school. In relation to how quality education was guaranteed within EcoBA, 

the HT explained that his staff were all qualified and had the necessary content and pedagogic 

ŬŶŽǁůĞĚŐĞ ƌĞƋƵŝƌĞĚ ĨŽƌ ƋƵĂůŝƚǇ ƚĞĂĐŚŝŶŐ͘ IŶ ƚŚĞŝƌ ƉƌĂĐƚŝĐĞƐ͕ ͚ƚŚĞǇ ƚĂŬĞ ŝŶƚŽ ĐŽŶƐŝĚĞƌĂƚŝŽŶ ĚŝĨĨĞƌĞŶĐĞƐ 

between slow and fast learners and prepare extra activities to support slow learners where 

possible͙͘ǁĞ ŝŶƐŝƐƚ ŽŶ EŶŐůŝƐŚ ŽŶůǇ ƐŽ ƚŚĂƚ ƚŚĞ ĐŚŝůĚƌĞŶ ĐĂŶ ĂĐƋƵŝƌĞ ŝƚ ƋƵŝĐŬůǇ͛͘ However, he identified 

two challenges: first͕ ͚ŵĂŶǇ ĐŚŝůĚƌĞŶ ĚŽ ŶŽƚ ŚĂǀĞ ƚĞǆƚďŽŽŬƐ ƐŽ ǁĞ ŚĂǀĞ ƚŽ ĐŽƉǇ ŽƵƚ ĞǀĞƌǇƚŚŝŶŐ ŽŶ ƚŚĞ 



ďůĂĐŬďŽĂƌĚ͙ƚŚŝƐ ŵĂŬĞƐ ŝƚ ŝŵƉŽƐƐŝďůĞ ĨŽƌ ƚĞĂĐŚĞƌƐ ƚŽ ĐŽǀĞƌ ƚŚĞ ƐǇůůĂďƵƐ͛͘ SĞĐŽŶĚ͕ ŚĞ noted the problem 

of low teacher motivation; Ecoba had five trained teachers although only three of them and the head 

teacher were formally employed by the state. The other two were paid irregular monthly stipends from 

voluntary contributions by some Parents. Given their low pay package, the HT explained that ͚ƚĞĂcher 

ŵŽƚŝǀĂƚŝŽŶ ǁĂƐ Ă ƉƌŽďůĞŵ͙͘ Sometimes they are more committed to their private classes [paid home 

tuition] ƚŚĂŶ ƚŽ ƚŚĞ ĐŚŝůĚƌĞŶ ŚĞƌĞ͙ they have to survive.͛ 

 

Besides, EcoBA had six classrooms accommodating a total of 384 children (an average of 64 children per 

class) and with only five teachers, one teacher was assigned to teach the two final year classes. The 

school had two toilets, no electricity or water and in some classes, there were up to four children sitting 

in desks meant for two. TŚĞ HT͛Ɛ ŽĨĨŝĐĞ ĐŽŶƐŝƐƚĞĚ ŽĨ Ă ƚĂďůĞ ĂŶĚ ƚǁŽ ĐŚĂŝƌƐ ŽŶ ƚŚĞ ǀĞƌĂŶĚĂ ŽĨ a building 

that hosted three of the six classrooms. Since its opening, EcoBA had never received textbooks from the 

MŽE͕ ďƵƚ ŚĂĚ ŚĂĚ ĂŶ ĂŶŶƵĂů ƐƵƉƉůǇ ŽĨ Ă ͚ŵŝŶŝŵƵŵ ƉĂĐŬĂŐĞ͛ ĐŽŶƐŝƐƚŝŶŐ ŽĨ ďĂƐŝĐ ƐƚĂƚŝŽŶĞƌǇ͘ FŽƌ ƚŚĞ 

current year, EcoBA had received 2 boxes of chalk, 6 lesson planning books, 6 class registers, 24 folders, 

a stapler, 4 ledgers, 3 blackboard rulers, and a first aid box. The financial provision from the MoE 

consisted of an annual functioning budget of XAF 20,000 ($32.74) and a refurbishment and teacher 

allowance project fund calculated on the basis of the number of students enrolled in the school and 

amounting to XAF67,615 ($110.71) for the 2015-16 school year. These practical, economic and material 

challenges have been shown to compound the work of teachers, and impact negatively on teacher 

motivation and the quality of education, especially in state school systems in the developing world 

(Ampiah 2008; Shamim and Kuchah 2016; Kuchah 2016a; UIS 2016). 

 

Language proficiency issues also constituted a major challenge for quality learning in EcoBA, due to the 

increasing number of children from Francophone homes. The HT explained that ͚Parents bring children 

here who cannot speak even one word in English; even the parents speak only French. ͙ǁe have to 

ƐƚƌƵŐŐůĞ ƚŽ ŚĞůƉ ƚŚĞŵ͘ ͙ ĞǀĞŶ ŝŶ ĐůĂƐƐ Ɛŝǆ͕ ƐŽŵĞ ŽĨ ƚŚĞŵ ĂƌĞ Ɛƚŝůů ƐƚƌƵŐŐůŝŶŐ ǁŝƚŚ ƚŚĞ EŶŐůŝƐŚ ůĂŶŐƵĂŐĞ͛͘ 

He however, acknowledged that the language issue was not restricted to Francophone children: ͚French 

is a big problem to them, but it is also a problem for Anglophone children because that [French] is the 

language they speak with their friends in the locality͛͘ He added that even in the final year of primary 

ƐĐŚŽŽů͕ ƐŽŵĞ ĐŚŝůĚƌĞŶ ǁĞƌĞ Ɛƚŝůů ŶŽƚ ĂďůĞ ƚŽ ͚ƌĞĂĚ ĂŶĚ ǁƌŝƚĞ ǁĞůů ŝŶ EŶŐůŝƐŚ͛͘ To him, the major deciding 

ĨĂĐƚŽƌ ĨŽƌ ƋƵĂůŝƚǇ ůĞĂƌŶŝŶŐ ŽƵƚĐŽŵĞƐ ǁĂƐ ƚŚĞ ůĞǀĞů ŽĨ ŚŽŵĞ ƐƵƉƉŽƌƚ ƚŚĞ ĐŚŝůĚƌĞŶ ƌĞĐĞŝǀĞĚ͗ ͚I think the 

ĚŝĨĨĞƌĞŶĐĞ ĐŽŵĞƐ ĨƌŽŵ ƚŚĞ ƐƵƉƉŽƌƚ ƚŚĞǇ ŐĞƚ Ăƚ ŚŽŵĞ͙ďƵƚ Ă ŵĂũŽƌŝƚǇ ŽĨ ŽƵƌ ƉĂƌĞŶƚƐ ĂƌĞ ƉŽŽƌ͕ ƚŚĞǇ ĚŽŶ͛ƚ 

even come to PTA meetings let alone buy books for the children.͛ TǁŽ ŵĂŝŶ ŝƐƐƵĞƐ ĂƌŝƐĞ ĨƌŽŵ ƚŚĞ HT͛Ɛ 

perspectives here: first the difference between the language of the school and the home/parents 



language means that parents are unable to actively engage in the learning of their children. The added 

insistence on English only pedagogy in a multilingual context like Cameroon has been shown to pose an 

additional barrier to the quality of learning (Ampiah, 2008; Opoku-Amankwa 2009; Sawamura & Sifuna, 

2008). Second, there is evidence here that parental socioeconomic status might ŝŶĨůƵĞŶĐĞ ƉĂƌĞŶƚƐ͛ 

abilities to provide the additional home support which can mitigate the negative effects of school 

challenges, and enhance learning. However, this means that while many parents continue to perceive 

and believe in early English immersion as an access to the benefits of social elitism (Deardon 2014), 

their actual socioeconomic challenges might militate against the quality of ƚŚĞŝƌ ĐŚŝůĚƌĞŶ͛Ɛ learning. 

 

4.2.2. Out-of-school learning affordances. 

Data about out-of-school learning resources was collected through parent and child participant 

interviews. I asked Both Aisha and Nina to draw a picture of their actual or ideal home learning spaces 

as a basis for the follow up individual interviews (FII) through which they identified home language 

learning affordances (see summary in table 1 below) which I then used to confirm what parents had told 

me.  

Table 1: Out-of-school affordances for English language learning 

Home resources Nina Aisha 

Home teacher(s) none 2 

Reading room No  Yes  

Prescribed textbooks 1 (English language) All subjects 

Computer None Desktop computer and iPad 

Supplementary language 

materials 

None Computer language games, 

crossword puzzles, story 

books 

Holiday classes none Summer school in a local 

English language centre (June 

every year) 

Parental engagement with 

learning 

Yes Yes 

Other affordances Home TV Home TV, Holidays with 

English speaking family friends 

 

As table 1 indicates, there was a great disparity between the out-of-school learning affordances for Nina 

and Aisha which might be attributed to the SES of both parents. Clearly, beyond the school, Aisha was 

better supported materially in her English language learning than Nina. In fact, even in terms of parental 



ĞŶŐĂŐĞŵĞŶƚ ǁŝƚŚ ƚŚĞŝƌ ĐŚŝůĚƌĞŶ͛Ɛ ůĞĂƌŶŝŶŐ͕ ƚŚĞƌĞ ǁĞƌĞ ĚŝĨĨĞƌĞŶĐĞƐ͘ Ma Nina simply encouraged Nina to 

͚read her books ǀĞƌǇ ǁĞůů͛ but never actually monitored or supported her learning directly. She attended 

PTA ŵĞĞƚŝŶŐƐ ƐƉĂƌŝŶŐůǇ ͚ďĞĐĂƵƐĞ ǁŚĞŶ ƚŚĞǇ ƐƉĞĂŬ ŝŶ ďŝŐ EŶŐůŝƐŚ͕ I ĚŽŶ͛ƚ ƵŶĚĞƌƐƚĂŶĚ ƐŽ I ũƵƐƚ ǁĂŝƚ ĨŽƌ ƚŚĞ 

HT ƚŽ ƐĞŶĚ ŝŶĨŽƌŵĂƚŝŽŶ ƚŽ ŵĞ ƚŚƌŽƵŐŚ NŝŶĂ͛͘ TŚŝƐ ůŝŵŝƚĞĚ ĞŶŐĂŐĞŵĞŶƚ ŝŶ ŚĞƌ ĚĂƵŐŚƚĞƌ͛Ɛ ůĞĂƌŶŝŶŐ ǁĂƐ 

ĐŽŵƉŽƵŶĚĞĚ ďǇ ŚĞƌ ŝŶĂďŝůŝƚǇ ƚŽ ďƵǇ ŚĞƌ ďŽŽŬƐ͗ ͚ 

I know that my daughter is struggling, but what can I do? I ĚŽŶ͛ƚ ŵĂŬĞ Ă ůŽƚ ŽĨ ŵŽŶĞǇ 

and I have to look after two of them and my sick mother, only from my little 

ďƵƐŝŶĞƐƐ͙͘The teachers are trying their best, and ƐŚĞ ŚĂƐ ďĞĞŶ ŝŵƉƌŽǀŝŶŐ͙Ăůů I ĐĂŶ ĚŽ ŝƐ 

ƚŽ ĞŶĐŽƵƌĂŐĞ ŚĞƌ ƚŽ ǁŽƌŬ ŚĂƌĚ ŝŶ ƐĐŚŽŽů ƐŽ ƐŚĞ ĐĂŶ ƐĂǀĞ ƵƐ ĨƌŽŵ ƉŽǀĞƌƚǇ ŝŶ ƚŚĞ ĨƵƚƵƌĞ͛͘ 

She was quite aware of the difficulties her daughter faced but seemed to have no control over the 

situation͗ ͚WŚĂƚ ĚŽ ǇŽƵ ĞǆƉĞĐƚ ŵĞ ƚŽ ĚŽ ŝŶ ŵǇ ƐŝƚƵĂƚŝŽŶ͍͛ OŶ ƐĞǀĞƌĂů ŽĐĐĂƐŝŽŶƐ͕ ƐŚĞ referred to her 

ƌĞůŝŐŝŽƵƐ ďĞůŝĞǀĞ ƚŚĂƚ ͚GŽĚ ǁŝůů ƚĂŬĞ care of her [Nina] adding that ͚ƐŚĞ ŝƐ Ɛƚŝůů Ă ĐŚŝůĚ͕ ƐŚĞ ǁŝůů ĚŽ ǁĞůů͙ I 

am raising money to get her to join a group of children whose parents want to pay a teacher to help 

them prepare exams for one month; that is all I can do now.͛ On the other hand, Ma Aisha in her spare 

time, acted as a ͚ƐƚƵĚĞŶƚ͛ ƚŽ ŚĞƌ ĚĂƵŐŚƚĞƌ͗  

I also want to know what she is learning in school, so I make her explain things to me in 

French, but sometimes, I insist that she should explain to me in English͙͕ ŝĨ I ĚŽŶ͛ƚ 

ƵŶĚĞƌƐƚĂŶĚ͕ I ĂƐŬ ĨƵƌƚŚĞƌ ƋƵĞƐƚŝŽŶƐ͘ ͙ She is the one who explains the News on CNN 

and Nigerian films ƚŽ ŵĞ͙͘ŵǇ chief translator.  

Unlike Ma NŝŶĂ͕ MĂ AŝƐŚĂ ĂƚƚĞŶĚĞĚ PTA ŵĞĞƚŝŶŐƐ ƌĞŐƵůĂƌůǇ ĂŶĚ ŚĂĚ ĞŶƋƵŝƌĞĚ ƌĞŐƵůĂƌůǇ ĂďŽƵƚ AŝƐŚĂ͛Ɛ 

classroom engagement, from her teacher. She had phone contacts of both the HT and the class teacher 

and was happy to donate to projects in the school although she was ĂǁĂƌĞ ƚŚĂƚ ͚ƚŚĞ ƐĐŚŽŽů ĂůŽŶĞ 

ĐĂŶŶŽƚ ƉƌŽǀŝĚĞ AŝƐŚĂ ƚŚĞ ƋƵĂůŝƚǇ ŽĨ ĞĚƵĐĂƚŝŽŶ I ǁĂŶƚ ĨŽƌ ŚĞƌ͛͘  

There is evidence here of some form of parental encouragement in both cases but this is not matched 

by a similar level of provision of learning resources at home. There are differences in socioeconomic 

status as well as cultural capital (Bourdieu 1986) between both parents which impact on the nature of 

ƌĞƐŽƵƌĐĞƐ ĂŶĚ ƉĞƌƐŽŶĂů ĞŶŐĂŐĞŵĞŶƚ ƚŚĞǇ ĐŽŵŵŝƚ ƚŽ ƚŚĞŝƌ ĐŚŝůĚƌĞŶ͛Ɛ͛ ůĞĂƌŶŝŶŐ ĂŶĚ ƚŚŝƐ ǁĂƐ ĞǀŝĚĞŶƚ ŝŶ 

the huge diffĞƌĞŶĐĞƐ ďĞƚǁĞĞŶ ďŽƚŚ ĐŚŝůĚƌĞŶ͛Ɛ ůĞĂƌŶŝŶŐ ĞǆƉĞƌŝĞŶĐĞƐ ;ƐĞĞ ϰ͘ϯ ďĞůŽǁͿ͘ MĂ AŝƐŚĂ͛Ɛ ůĞǀĞů ŽĨ 

ŝŶǀŽůǀĞŵĞŶƚ ĂŶĚ AŝƐŚĂ͛Ɛ ůĞĂƌŶŝŶŐ ĞǆƉĞƌŝĞŶĐĞ ƐĞĞŵ ƚŽ ƐƵƉƉŽƌƚ ƌĞƐĞĂƌĐŚ ǁŚŝĐŚ ĚĞŵŽŶƐƚƌĂƚĞƐ ƚŚĞ ƉŽƐŝƚŝǀĞ 

effects of parental education and family income on child education (Davis-Kean, 2005; Dubow et al., 

2009). ‘ĞƐĞĂƌĐŚ ĞǀŝĚĞŶĐĞ ŚĂƐ ƐŚŽǁŶ ƚŚĂƚ ŐĂƉƐ ŝŶ ĐŚŝůĚƌĞŶ͛Ɛ ƐĐŚŽŽů ĂĐŚŝĞǀĞŵĞŶƚ ĂƌŝƐĞ ĨƌŽŵ ŝƐƐƵĞƐ 

outside the school, rather than just on school practices (Goodall 2017) and the differences shown here 

between the home affordances for both children as well as accounts of their learning, by both parents, 

resonate with suggestions in previous studies elsewhere (e.g., Opoku-Amankwa 2009; Sawamura & 



Sifuna, 2008) which show that while EMI might benefit children from socioeconomically privileged 

homes, it can be a barrier for children from poor homes.  

 

ϰ͘ϯ͘ CŚŝůĚƌĞŶ͛Ɛ ůĞĂƌŶŝŶŐ ĞǆƉĞƌŝĞŶĐĞƐ ĂŶĚ ƉƌŽƐƉĞĐƚƐ͘ 

The data from child participants presented here was collected in a group interview (GI) and in a follow 

up individual interview (FII). The procedure for GIs was similar to that outlined in Kuchah (2016b) and 

started with a preliminary language card game in which participants had to select from a number of 

cards, the one with the name of the language(s) they would love to be interviewed in. Nina selected 

French and spoke to me in French in both the GI and FII, clearly referring to herself as Francophone 

ĂůƚŚŽƵŐŚ ͚ŵǇ ŵŽƚŚĞƌ ƐĂǇƐ ƚŚĂƚ I Ăŵ ĂŶ AŶŐůŽƉŚŽŶĞ ďĞĐĂƵƐĞ I ĂƚƚĞŶĚ ƚŚŝƐ ƐĐŚŽŽů͛͘ During the GI, Nina 

requested translation from her peers several times and spoke very little despite my encouragement. In 

the FII she was more open and explained her challenges in French with little visible inhibition. Aisha on 

the other hand selected the English & French card although in both the GI and FII, she spoke fluently in 

English, with little use of French words and expressions and referred to herself as an Anglophone. Child 

interviews revealed similarities but also huge differences between the learning experiences of both 

children. Both children acknowledged that learning in the medium of English was initially very difficult 

for them:  

I was happy to go to school, but when I came to this school, I could not understand 

ĂŶǇƚŚŝŶŐ͙I ƵƐĞĚ ƚŽ ĐƌǇ ƐŽŵĞƚŝŵĞƐ͘ ͙ŶŽǁ I ĚŽŶ͛ƚ ĐƌǇ ĂŶǇŵŽƌĞ͕ ďƵƚ I Ɛƚŝůů ĚŽŶ͛ƚ 

understand many things and if I ask questions in French, the teacher will shout at me 

and the other children will laugh at me͙͘ So I just stay quiet. (Nina, FII) 

This was consistent with what she had earlier said in the GI when she justified her choice of French on 

ƚŚĞ ďĂƐŝƐ ƚŚĂƚ ͚I ƵŶĚĞƌƐƚĂŶĚ EŶŐůŝƐŚ a bit now but I cannot speak a lot in English; I prefer French because 

I ƐƉĞĂŬ ŝƚ Ăůů ƚŚĞ ƚŝŵĞ͛͘ In response to what she thought would help her understand the content of 

learning͕ NŝŶĂ ĞǆƉůĂŝŶĞĚ ƚŚĂƚ ͚ƐŽŵĞƚŝŵĞƐ I Ăŵ ůŽƐƚ ŝŶ ĐůĂƐƐ͙ŝĨ ƚŚĞ ƚĞĂĐŚĞƌ ĐŽƵůĚ ĞǆƉůĂŝŶ ƚŚĞ ůĞƐƐŽŶ ƚŽ ŵĞ 

in French, or a give me a summary in French, I will be able to understand more͛ (FII). Though it was not 

ƉŽƐƐŝďůĞ ƚŽ ƐĞĞ ŚĞƌ ƐĐŚŽŽů ƌĞĐŽƌĚƐ͕ ďŽƚŚ NŝŶĂ ĂŶĚ ŚĞƌ ŵŽƚŚĞƌ ĐŽŶĨŝƌŵĞĚ ƚŚĂƚ NŝŶĂ͛Ɛ ƐĐŚŽŽů performance 

was low and she had repeated two classes in the course of her education in Ecoba. Aisha, on her part, 

also explained that although she was encouraged go to an Anglophone school because her friends were 

Anglophones; she had problems in her early ǇĞĂƌƐ ͚ďĞĐĂƵƐĞ I was not understanding the teacher very 

ǁĞůů ŝŶ EŶŐůŝƐŚ͛͘ HŽǁĞǀĞƌ͕ ƐŚĞ ĨĞůƚ ƚŚĂƚ ƐŚĞ ŚĂĚ ŝŵƉƌŽǀĞĚ Ă ůŽƚ ŽǀĞƌ ƚŚĞ ǇĞĂƌƐ ĂŶĚ ĐŽƵůĚ ͚ƐƉĞĂŬ EŶŐůŝƐŚ 

ǀĞƌǇ ǁĞůů͛͘ SŚĞ justified her choice of the English & French card on the basis that she was not sure 

whether my questions will be difficult, ͚ƐŽ I ƐĞůĞĐƚĞĚ this card so that if you ask me a difficult question 

ǁŚŝĐŚ I ĐĂŶŶŽƚ ĂŶƐǁĞƌ ǀĞƌǇ ǁĞůů ŝŶ EŶŐůŝƐŚ͕ I ǁŝůů ĂŶƐǁĞƌ ŝŶ FƌĞŶĐŚ͛͘ IŶ ƚŚĞ GI͕ ƐŚĞ ƐƉŽŬĞ Ă ůŽƚ ĂďŽƵƚ ŚĞƌ 



ĐůĂƐƐ ƚĞĂĐŚĞƌ ĂŶĚ ŚŽǁ ƐŚĞ ͚ůŽǀĞĚ ƚŚĞ ǁĂǇ ŚĞ ĞǆƉůĂŝŶƐ ǀĞƌǇ ǁĞůů͕ ƚŚĞ ůĞƐƐŽŶ͕͛ ĂŶĚ ǁĂƐ ůĞƐƐ ĐŽŶĐĞƌŶĞĚ 

about issues like lack of textbooks and opportunities for communicating in English out of school, which 

the other children raised. In the FII, she displayed a feeling of language and cognitive superiority over 

some of her peers: 

Aisha: I think I am better than many of my friends because I speak English more better 

than them 

Kuchah: Really? How do you know you speak better than them? 

Aisha: Because the teacher does not always correct me like ŚĞ ĐŽƌƌĞĐƚƐ ƚŚĞŵ͙ŚĞ ĞǀĞŶ 
calls me to explain somethings to them something we read in English or another 

subject. 

[͙ 

Kuchah: And why do you think you speak English better than them? 

Aisha: I think it is because my teachers in the house help me understand better 

everything that we learn in school. [͙] MǇ ĨƌŝĞŶĚƐ ĂƌĞ AŶŐůŽƉŚŽŶĞƐ͙ĂŶĚ ƚŚĞǇ ƐƉĞĂŬ 
only English in their house, so I spend a lot of holidays with them and learn English 

better. 

In discussions about their home learning affordances, both children had dedicated reading periods but 

Nina explained that sometimes, she had to ͚sell oranges [and] raise money͛ for the home and this 

ĂĨĨĞĐƚĞĚ ŚĞƌ ƌĞĂĚŝŶŐ ďĞĐĂƵƐĞ ͚ǁŚĞŶ I Ăŵ ƚŝƌĞĚ͕ I ũƵƐƚ ƐůĞĞƉ͛͘(FII) Aisha on the other hand was well 

provided for ĂŶĚ ŚĂĚ ƚŝŵĞ ƚŽ ͚eat and sleep a bit when I go home. Then when my teacher comes, I study 

for two hours every day͛(FII). FƵƌƚŚĞƌ ƉƌŽďŝŶŐ ŝŶƚŽ ďŽƚŚ ĐŚŝůĚƌĞŶ͛Ɛ ŚŽŵĞ ƐƚƵĚǇ ƌŽƵƚŝŶĞƐ ƌĞǀĞĂůĞĚ ƚŚĂƚ 

overall, in a week, Aisha spent a minimum of 10 hours on home tutoring and some more time on 

individual reading and other learning resources listed in table 1, while Nina spent less than 4 hours on 

individual home study per week; most of her weekdays and weekends were spent either selling fruits or 

͚ƉůĂǇŝŶŐ ǁŝƚŚ ŚĞƌ ĨƌŝĞŶĚƐ͛.  

The evidence from both children indicates that learning in the medium of English, a language that is not 

their familiar home or community language can be (and in the case of Nina, is) a barrier to accessing 

curriculum content (Brock-Utne et al. 2010; Madonsela 2015; Williams, 2011). What is more, the 

ĂďƐĞŶĐĞ ŽĨ ďŝůŝŶŐƵĂů ƉĞĚĂŐŽŐŝĞƐ ǁŚŝĐŚ ƌĞĐŽŐŶŝƐĞ ƚŚĞ ǀĂůƵĞ ŽĨ ĐŚŝůĚƌĞŶ͛Ɛ ĨĂŵŝůŝĂƌ ůĂŶŐƵĂŐĞƐ ŝŶ ƐƵƉƉŽƌƚŝŶŐ 

learning in the target language (Makalela 2015; Milligan, Clegg & Tikly, 2016) means that Nina is unable 

to participate on a par with Aisha in learning. While Aisha, owing to the additional home affordances, 

has been able to develop English skills which help her access the curriculum, Nina, whose sole access to 

English language is the classroom and whose home affordances are restricted, is still finding EMI a 

ĐŚĂůůĞŶŐĞ͘ NŝŶĂ͛Ɛ ĞǆƉĞƌŝĞŶĐĞ ĐŽŶĨŝƌŵƐ ƐƵŐŐĞƐƚŝŽŶƐ ŝŶ ƚŚĞ ůŝƚĞƌĂƚƵƌĞ ;AŬǇĞĂŵƉŽŶŐ Ğƚ͘Ăů͘ ϮϬϬϳ͖ Kuchah 

2016b; Probyn 2006) that EMI affects the education of poor children negatively and can potentially 

widen the gap between the rich and the poor.  



 

5. Conclusion 

The aim of the study reported in this paper was to explore and examine the motivations of Francophone 

parents to send their children to English medium primary schools and to investigate the school and 

home affordances for learning as well as the learning experiences of Francophone children from two 

socioeconomic backgrounds. The findings reveal that parental motivation is mainly instrumental, based 

on the perceived economic advantages of English language (Deardon 2014) and the belief that an early 

start in English, as provided for by EMI would guarantee English language proficiency. However, an 

examination of both the school and out-of-school affordances for learning as well as insights from 

ĐŚŝůĚƌĞŶ͛Ɛ ĂĐĐŽƵnts of their learning experiences show that the opportunity to pursue EMI is not 

necessarily a guarantee for English proficiency and quality learning. There are significant resource 

limitations in state schools which militate against quality education making parental support even more 

compelling. The evidence from this study is consistent with a previous study in a similar context (Kuchah 

2016b) in revealing the impact of parental socioeconomic status on Francophone ĐŚŝůĚƌĞŶ͛Ɛ ŽǀĞƌĂůů 

learning experiences in English medium state schools. More importantly, this study shows that the 

fundamental rights to quality basic education (UNESCO 2013) might be restricted for poor children 

because state school systems in Cameroon are not yet able to provide the basic resources that 

guarantee quality and equitable EMI. In promoting free and compulsory basic education, without a 

concomitant provision of learning resources, in promoting free access to EMI without ensuring parity of 

participation for learners from all socioeconomic and linguistic backgrounds, EMI in Francophone 

Cameroon seems to be perpetuating exiting social injustices against the poor. At the moment, the 

discourse of equal opportunity, social justice and EFA, as manifested through English medium education 

for young learners in this predominantly Francophone country is still very much a rhetoric and its 

success is heavily reliant on out-of-school affordances for learning provided by parents. This suggests 

that for the majority of children who rely on the state for their education, the promotion of English-

French bilingualism as well as discourses that project English language as the gateway to economic gains 

actually make the opportunity of access to English medium primary schools an act of injustice against 

the poor. 
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