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PREFACE 

This report describes, in some detail, a reasonably rigorous investigati~n 
of diverse aspects of the Local Languages Literacy Project conducted in 
Southern Sudan. In numerous areas of the world, educators are faced with the 
necessity to nake inportant decisions concerning the choice and optimal 
sequencing of languages for initial literacy training and for content 
instructic?n. Southern Sudan is an area of extreme linguistic heterogeneity in 
which literally dozens of mutually unintelligj,ble languages are spoken. 
Arabic is the official language of the country although English occupies a 
special position as a lingua franca in the southern region, the language of 
the regional government, and the language of communication between Sudan and 
non-Arabic-speaking states. Therefore, high premium is placed on developing 
proficiency in both Arabic and English to facilitate educational, occupational 
and social ~obility, 

This task although complex is more straightforward in the northern part of 
the cowtry where Arabic is widely spoken as a mother tongue. In the South, 
the numerous mutually unintelligible languages are so unrelated to Arabic that 
one can legitimtely raise the question of whether a child initially 
introduced to literacy training and to content instruction in the home 
language might, over.the long run, benefit more from formal instruction than a 
counterpart who is nsubmergedn in Arabic from the beginning of formal 
schooling. For our purposes, then, a major focus of the project concerned 
whether one could optiaally choose and sequence languages for purposes of 
initial literacy training and initial content instruction to maximize the 
educational benefit derived by participating children and t h w  help them to 
enhance their potential. 

Analogow situations exist and tho dilemma is repeated in numerous 
countries throughout the world -- in the Philippines, in Nigeria, in Cameroon, 
etc. -- and hence the results of this investigation will interest not only 
Sudanese educators but the myriad others throughout the world who are also 
concerned with such guestlsns. 

Initially, a very optisistic research agenda was envisioned. There would 
be stages for needs assessments, planning, materials preparation, teacher 
training, trial implementation, and revision followed by the careful selection 
of groups of project and comparison children nho would be observed over a 
period of years during their prhary scho~l training and the introduction of 
revised raterfals. The plan called for an examination of children from 
several ethnolinguistic groups from the time they began their formal schooling 
and were or were not introduced to initial literacy using newly developed 
vernacular materials to the time when they undertook a transition to Arabic as 
the medium of instruction and also began the study of English as a second 
language. . Ideally, the children would have been followed through the 
completion of the primary cycle of their education -- i,e., Primary 6. By 
then, it would have been possible to look cumulatively at the progress made by 
the children in the comparison groups and in the project groups. One would be 
able to examlne the children's language abilities, their content subject 



mastery, t h e i r  school r e t en t ion  r a t e s ,  their performance on the primary school 
leaving examination and t h e i r  r e l a t i v e  r a t e s  of  admission t o  junior secondary 
school. Other a f f e c t i v e  information could have been examined as well. 
Unfortunately, desp i t e  the f a c t  t h a t  the program began with a f l u r r y  of 
enthusiasm and with a good deal of so l i d  accomplishment i n  mater ia ls  
development and teacher t r a in ing ,  work d i d  not proceed as rap id ly  as might 
have been hoped because of v-ious s o c i a l ,  economic and p o l i t i c a l  fac tors .  
These have affec ted  not on:y the  educational system but a l s o  the s o c i a l  f a b r i c  
of Southern Sudan during t h e  past few years.  

The present r epor t ,  then, is a aode3t one, but nevertheless  i n  my view an 
important one. I t  is important i n  t h a t  it presents  a model f o r  consideration 
by educational researchers  i n  o ther  similar s e t t i n g s  -- and there  are many 
throughout the  world. I t  is important also because i t  raiaes e x p l i c i t l y  the  
question of the  u t i l i t y  and benef i t  t o  be derived from l o c a l  language l i t e r a c y  
p ro jec t s  i n  s e t t i n g s  i n  which there is v i r t u a l l y  no support whatsoever outs ide  
the  formal school context f o r  such l i t e r a c y  once acquired. The projec t  is 
a l s o  important because of the  demonstration t h a t  such innovation necess i t a t e s  
teamwork invol.ving people with t r a in ing  i n  anthropology, l i n g u i s t i c s ,  and 
psychology together with those committed t o  educational reform. The monograph 
describes the  e f f o r t s  of such a group. Southern Sudan is a d i f f i c u l t  place i n  
which t o  work, and an even more d i f f i c u l t  place i n  which t o  conduct f*rigorousfg 
research; but the  repor t  demonstrates t h a t  i t  is possible  t o  ask meaningful 
questions i n  a rigorous fashion i n  such se t t ings .  

G. Richard Tucker, Center f o r  Applied Linguis t ics  
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1.0 BACKCRQW TO THE USAID PROJECT AND THE CAL EVALUATION 

In November 1975 the High Executive Council of the Southern Region of Sudan 
passed Resolution 1273 which laid down basic educational policy as follows: 

The Us& of Local Languages and of Arabic and English for Education in 
the Southern Region. 

After ctinsidering submission of the Regimal Minister of Education No. 
MESR/SR/l. A. 1/5 dated 23-10-75 on the use of the above languages for 
education in the Southern Region in the light of its Resolution No. 247 
dated 26-9-75; 

The Hon. H.E.C. in its meeting No. 103 of 8-11-75 resolved that: 

a. in the case of rural schools: 

i) The Vernacular be used as medium of instruction in the first and 
second years with Arabic and English introduced orally; 

ii) The Vernacular be used as medium of instr*uction in the third and 
fourth years while Arabic and English are inteCsified. 

iii) Arabic be the medium of instruetior in fifth and sixth years 
while English continue to be intensified. 

In taking this decision the High Executive Council was deliberately going 
back to the situation which existed .before the civil war when primary 
education began in the local languages. It was the understanding of the High 
Executive Council. that the Addis Ababa Agreement of 1972, which ended the 
civfl war, gave the South the right to use their local languages. That 
agreement had led to the establishment of a semi-autonomous government in the 
Southern Region with its own regional ministries, cabinet (High Executive 
Council) and president of that council. 

One of the early policy decisions of the Regional Ministry of Education was 
to take steps to look into the language situation and the Ministry asked the 
Summer Institute sf Linguistics (SIL) to assist it in this. As a consequence, 
SLL carried out a language survey in the period October 1974 to May 1975. 
This survey Identified nine languages (Bari, Dinka, Kresh, Eotuho, Moru, 
Ndogs, Nuer, Shill&, and Zande) spoken by the largest ethnic groups which 
could be used as media of instruction in primary schools. As can be seen from 
Table 1.1 which shows the estimated population of the languages identified in 
the survey, these nine languages were thought to comprise some 2.7 million 
speakers. An additional 14 languages (Acholi, Anuak, Baka, Banda, Didinga, 
Ferroge, Jur Beli, Jur Luo, Kakwa, Kaliko, Madi', Mundu, Murle, and Taposa) 
were also identified as needing literacy materials so that children could at 
least learn to read and write in them even though another language might be 
used for instruction in school. The nine Role A languages, as they were 



designated,  and the  14 Role B languages were estimated t o  embrace over three  
mi l l ion  speakers. The survey a l s o  found t h e  rate of bi l ingual ism i n  the  
Southern Region t o  be such t h a t  an a d d i t i o n a l  225,000 speakers  i n  o ther  groups 
could a l s o  be served by saterials produced i n  the  Role A and B languages. 
This  would encompass about  3.3 mi l l ion  ind iv idua l s  or 95% of  the  estimated 
population of  t h e  region.  Four more languages (Avukaya, Belanda b r ,  Belanda 
Bvi r i ,  and 44abaan) were added t o  the  Role B group i n  1988. 

Following t h i s  survey,  the  High Executive Council made its decision t o  use 
the  l o c a l  languages i n  t h e  r u r a l  schools,  i.e., t h e  schools  outs ide  the three  
towns o f  Juba, Wau, and Malakal, by pass ine  Resolution 1273. To implement 
t h i s  dec is ion ,  the  Southern Regional Hin i s t ry  of  Education took three  s t eps .  
On 15 January 1976, the  Uinis t ry  signed a cooperative agreement with SIL. 
t h i s  agreement s t a t e s :  

Whereas t h e  Uin i s t ry  and the  I n s t i t u t e  have expressed t h e i r  d e s i r e  t o  
cooperate i n  a pro'ject designed t o  commence formal education i n  the 
southern region through i n i t i a l  l i t e r a c y  i n  t h e  mother tongue followed 
by graded t r a n s f e r  t o  t h e  major languages. 
1. The I n s t i t u t e  s h a l l  ( 1 )  ( a )  i n  case of languages where bas ic  
l i n g u i s t i c  research has  a l ready been undertaken t r a i n  personnel se lec ted  
by t h e  Ministry t o  write the  necessary teaching mater ia ls  and test them; 

A s  a second s t e p ,  l a t e r  t h a t  year t h e  Ministry s e t  up a department of Local 
Languages Development. This  functioned, a t  f i r s t ,  a s  a department within the 
regional  Ministry. A year later the  department became t h e  I n s t i t u t e  of 
Regional Languages ( IRL) . 

The Ministry 's  d e s i r e  t o  use t h e  l o c a l  languages as soon as possible  l e d  t o  
another s t 2 2  t h a t  year.  One r e s u l t  of the  c i v i l  war had been the 
disappearance of copies  of  primers i n  the  l o c a l  languages, which had been used 
before the  dis turbances.  Wherever copies of o ld  primers i n  l o c a l  languages 
could be found, the Ministry had them repr in ted .  This proved t o  be a popular 
decis ion .  Southerners wanted t h e i r  languages recognized and i n  use as quickly 
as poss ib le  and t h i s  was seen as t h e  f i r s t  s t e p  i n  bringing t h i s  about. 

r 

During 1976 and the  f i r s t  p a r t  of 1977, t he  Hinis t ry  of Education and SIL 
discussed plans f o r  a j o i n t  pro jec t .  Su i t ab le  teachers  would be t ra ined t o  
wr i t e  new primers i n  the  n ine  major languages using the  e x i s t i n g  orthographies 
of  which t h e  southerners  were proud. Any idea of rev i s ing  t h e  e x i s t i n g  
orthographies was conceived as l i k e l y  t o  arouse controversy and t o  delay the  
process of wr i t ing  new primers. Since the  majori ty of southern o f f i c i a l s  had 
learned to read and w r i t e  using t h e  e x i s t i n g  orthographies,  t h i s  was not 
su rp r i s ing .  

The respect ive  r o l e s  of  the  Ministry and of  SIL were spe l l ed  out .  The 
Ministry would provide t h e  teachers  and t h e  f a c i l i t i e s  f o r  the  t r a in ing .  SIL 
would provide s t a f f  t o  g ive  the  t r a in ing  and t o  undertake general supervision 
of t h e  whole process of wr i t ing  the  new primers,  t e s t i n g  them, rev i s ing  them 
and teaching teachers  i n  t h e  school system t o  use them. I t  was recognized 
t h a t  the  high degree of  person-to-person contac t  &tween t h e  SIL s t a f f  and the 
Ministry of Education personnel which would be necesseary t o  make the t r a in ing  
awl the  subsequent w r i t i n g  of the  mater ia ls  e f f e c t i v e ,  made it advisable t o  



Tab le  1.1 

Estimated Populat ion of Regional Language Groups 
in Southern  Sudan in 1978 

Language 

Bar i  

Population 

226,000 

Din ka  1,275,000 

Lotu  h o  

Ndogo 

Moru  68,000 

Nuer  525,000 

Shi l luk  124,000 

Zande 236,000 

Kresh 16,000 

Murle 51,000 

J u r  Luo 54,000 

J u r  Bel i  22,600 

Mundu 10,000 

Achol i 27,000 

h u a k  14,700 

Baka 23,000 

Banda 10,200 

Didinga 58,000 

Ferroge 5,600 

Kakwa 40,000 

Kali k o  7,000 

Mad i 18,000 

l o p o s a  138,000 

3,106,100 

Note: It i s  estimated t h a t  an  addi t ional  225,000 bi l ingual  speakers o f  o t h e r  
language groups  could be served by mater ials in t h e  above languages bringing 
t h e  to ta l  t o  3,335,100. (Source: Operat ional  Gran t  Proposai to USAID by t h e  
Southern  M in i s t r y  o f  Education a n d  t h e  Summer Ins t i t u te  o f  L ingu is t i cs .  ) 



work in not more than four languages at any one time. The training was 
therefore set up arr a series of ncyclesw. Each cycle consisted of: 

1. The initial training of the language officers in the basic principles of 
constructing pre-primers, primers, and post-primers in their own language. 

2. The writing of such materials in their own language. 

3. The preliminary testing of these materials in two classes in each of the 
languages, 

4. The revision of the materials in the light sf the preliminary testing. 

5. The publication of a limited trial edition of these materials. 

6. The training of teachers to w e  these materials in the primary schools. 

7. Further revision after two or three years' use in the schools. 

This whole process was to be carried out in four languages at a time. 
Naturally, priority was given to the Rolle A languages. Four languages were 
therefore chosen from this group for Cycle 1: Bari, Dinka, Lotuho, and Ndogo, 
The Ministry of Education chose teachers who were designated language officers 
and were to receive the training and carry o ~ t  the arrit-ing, It was understood 
that a second cycle of another four Role A languages would start as soon as 
progress with Wle first cycle made this possible. There would then be a third 
cycle which would complete the Role A languages and Include sore of the Role B 
languages. 

Though these plans had the full support of the Southern Regional 
Government, there were severe practical problems to be overcome. The Regional 
Government was destitute of resources, Many buildings had been destroyed 
during the Civil War. After much searching, a temporary solution was finally 
found. Some buildings at P a l o w ,  which were not in use, were made 
available. In June 1977 the first training began with persoriel from the four 
Role A languages of Bari, Dinla, Lotuho, and Ndogo. 

It soon becaae very evident that the facilities in Palotaka were totally 
Inadequate and the location unsuitable. Palotaka lacked all amenities and 
there were no supplies in the area. Everything had to be transported from 
Juba. More seriously, the location was completely isolated from the Ministry 
of Education. It was essential that the Institute of Regional Languages work 
closely with those responsible for curriculum development and teacher 
training. Those activities were being carried out at Waridi, a small town two 
days j o m e y  auay. There nzw no m y  activities at Palotaka and Maridi could 
be coordinated. The state sf the roads (none were paved), the lack of 
vehicles and fuel, the lack of any postal or telephone communication, all mzrde 
communication virtually impossible* It seemed essential for the Institute of 
Regional Languages t? be relocated at kridi. There it could work alongside 
the other institutes responsible for the development of primary school 
education. I 

The facilities at m i d i  were already stretched to the limit and the 
Institute of Regional Languages could not be housed there without additional 



building. Although the Ministry w a s  f u l l y  c a m i t t e b  t o  the  projec t ,  i t  did 
not have the  resources necessary t o  construct  the  addi t ional  buildings. What 
l imi ted  funds it did  have were mere than completely taken up by regular  
expenses such as staff salaries. 

While the  immediate pressure came from the  lack of  f a c i l i t i e s  where the  
proposed t r a in ing  could take place,  there  were other  aspsets tf the  projec t  
uhich a l s o  needed financing. The o r i g i n a l  agreement between the  Ministry of 
kducation and SIL had s t a t e d  that while SIL was responsible f o r  the  expenses 
of the  overseas personnel, V h e  Ministry s h a l l  be responsible f o r  t h e  expenses 
of  l o c a l  personnel and the  cos t  of publicat ion of  the  l i t e r a c y  and t r ans fe r  
materialsn. A t  a very e a r l y  s t age  of the  projec t  i t  became apparent t h a t  
although the  Ministry would continue t o  pay the  sa la ry  of  t h e  teachers who 
were requested t o  p a r t i c i p a t e  i n  the  projec t ,  t he re  was no money f o r  e s s e n t i a l  
expenses such as the  t r a v e l  c o s t s  t o  enable the  teachers t o  g~ t o  the  locat ion 
where the  t r a in ing  was t o  be ca r r i ed  out ,  nor was there money f o r  t h e  
addi f tonal  c o s t s  khey incurred by t h e i r  being away from their homes. The 
Ministry did not have funds e i t h e r  f o r  e s s e n t i a l  equipment, f o r  example, there  
were no vehicles  ava i l ab le  f o r  the supervision of  t h e  first test classes.  Nor 
was there  money t o  pay f o r  publishing the matelmiah. 

This  waw the  s i t u a t i o n  when the  Regional Minvtry turned t o  SIL and 
requested its assis tance.  SIL is not a foundation o r  a funding agency and 
does not  have f i n a n c i a l  resources f o r  such erpxidi tures .  It was apparent t o  
a l l  concerned, homve?, Ciaat without outs ide  funds the  projec t  could not 
continue. When the  p o s s i b i l i t y  of  an approach being made t o  the  United S t a t e s  
Agency f o r  In ternat ional  Development ( A I D )  was safsed,  the Ministry welcomed 
t h i s  and requested SIL t o  go ahead as quickly as possible i n  contacting A I D  
and raking a s p e c i f i c  proposal. 

In  March 1978, work began i n  Juba on d ra f t ing  a proposal in f u l l  
consultat ion with the  regional  Ministry. Subsequently there  were extensive 
cliscussiorw with the  A I D  mission i f i  Khartoum and t h e  A I D  o f f i c e  i n  Washington. 
On 1 Ju ly  1979, AID awarded a grant  t o t a l l i n g  $1,400,000. O f  t h i s  grant ,  
50.4% was a?.hocated t o  the  construction of the f a c i l i t i e s  a t  Maridi, 14s t o  
equipment, 5.82 t o  t r a v e l ,  5.45 t o  salaries, 2.5% t o  t r a in ing ,  2.4% t o  
publication cos t s ,  9% t o  adn in i s t r a t ive  expenses, and 10% t o  the  Center f o r  
Applied Linguist ics  (CALI f o r  carrying out  an evaluation of the  project .  

A l l  over Africa there has been a growing i n t e r e s t  i n  chi ldren beginning t o  
l ea rn  t o  read and write i n  their own language rather than i n  the  o f f i c i a l  
language through which auch of t h e i r  education takes place. Given the  degree 
of  i n t e r e s t  i n  t h i s ,  i t  had seemed t o  me f o r  many years that it would be 
valuable t o  make some evaluation of such an approach and i f  possible  t o  
cornwe i t  n i t h  the a l t e r n a t i v e ,  i,e., s t a r t i n g  education by learning t o  read 
and wri te  i n  the  o f f i c i a l  language, a second language t o  the  chi ldren 
concerned. Thus, the  evaluation of the  Sudan projec t  presented itself as a 
good opportunity t o  inves t iga te  t h i s  question empirically.  

In a projec t  of  t h i s  nature,  it k s  e s s e n t i a l  t o  bui ld i n  regular  
evaluation. The educational materials need t o  be tes ted  and evaluated. The 
Sudan projec t  seemed t o  be an opportunity t o  combine t h e  immediate needs of a 
pa r t i cu la r  projec t  with t h i s  broader need t o  evaluate: such a projec t  on a 
wider bas is ,  t ry ing  t o  assess  the  effect iveness of a mult i l ingual  approach t o  



primary education. In  ret,rospect,  Southern Sudan was far from being a 
s u i t a b l e  place f o r  such an evaluat ion and comparison. Too many f 'actors  beyond 
anyone's cont ro l  kept intepfering. Tke -basic i n f r a s t ~ u e t a r r e  of 
c o ~ ~ i ~ t i o n s ,  regular  suppl ies  and adequate resourses f o r  teachers  and 
schools  was just not  there  a t  the time, 

As the best m y  t o  carry ou t  such an evaluation was discussed, i t  seemed 
wise t o  have the evaluat ion carried ou t  by a t h i r d  party,  foe . ,  ne i ther  an SIL 
member nor someone from within Sudan. Since the  projec t  could w e l l  be of 
i n t e r e s t  i n  a number of African countr ies ,  i t  was important t h a t  the  evaluator 
be a person o r  body who was bath conpletely independent of the  projec t  and who 
had recognized professional  competence s o  that the  evaluation would be 
credible.  CAL was approached and C. Richard Tucker, its d i r e c t o r  (new 
pres ident )  who already had some knowledge sf the  Sudan, responded 
enthtmiewtica1Py. A sub-contract t o  undertake the  evaluation was made between 
AID and CAL. 

Regarding t h i s  evaluation, the  f i n a l  grar~t grant  document s ta ted:  

The t h i r d  l e v e l  of  evaluation is planned as an assessment of the project  
by an outs ide  observer, The aim is t o  determine if the projec t  achieves 
its planned t a rge t s ,  e spec ia l ly  of': 

-- Upgrading t h e  achievement l e v e l s  f o r  primary grades one and two t o  
standard norms, 

-- Helping s tudents  achieve reading and wri t ing s k i l l s  faster than 
cont ro l  groups using e x i s t i n g  techniques and materials. 

-- Achieving a pssitive change i n  individual  s e i f - i m g e  and i n  behavior 
pa t t e rns  toward development. 

Once the  grant  h7,d been approved, the  construction of f a c i l i t i e s  a t  Maridi 
went ahead steadill. The grant  a l s o  made it possible  t o  t ranspor t  teachers t o  
Maridi and pay t h e i r  add i t iona l  t r a v e l  allowances, In general,  the Ministry 
o f  Education carried out  its commitment t o  pay the teachers their basic 
salaries though even t h i s  has been a i f f i e i ih t  for the Ministry because of 
continued lack  of f inances and salaries have usual ly been i n  arrears. Tine 
grant  a l s o  made i t  possible  fo r  senior  staff t o  be given addit ionzJ t ra in ing  
both at the University of  Juba and outs ide  the country. 

As a r e s u l t  of  the grant  there  are educational materials i n  seven 
lmgages, a body of  teachers  who have been trained t o  write such materhls, a 
l a r g e r  body of  teachers  t ra ined to  amen - +ham . -  zrx! 2 - s  acr;fit of &iL& 

r e s u l t i n g  from the  p r o j e c t ' s  evaluation which is presented and discussed i n  
t h e  following chapters,  None of t h i s  would have been possible  without the 
grant.  Even though i t  is sadly  t r u e  t h a t  the subsequent disruption of l i fe  i n  
southern Sudan has delayed the  exter~ fsn  of ihe psoject t o  o ther  languagss am! 
restricted the sf the materials, it would still seem t o  be t r u e  t h a t  t h e  
comparatively small investment t h a t  the  grant  represents  has been well 
worthwhile. I 

John kndor-%Gel, $m=r I l w b ~ b ~ t e  --c I &.- of' Liilguistics 



2.0 SOCIAL CONTEXT OF THE PROJECT 

2, t INTRODUCTION 

SIL anthropologist Robert Hoppe engaged i n  research i n  Sudan from March t o  
b y  of 1983. This chapter presents data which he collected together with 
observations and discussion by the authors. 

This rasearch on the  soc ia l  context of the l i t e r acy  project developed as a 
r e s u l t  of recommendations by Cziko and Cowan i n  the i r  second impact 
evaluation- They suggested that further research be done among the Zande and 
Nuer i n  an attempt t o  determine the reasom fo r  the "...apparent large degree 
of var iabi l f  t y  i n  bheir attainment of reading.. .* (Cziko & Cowan, 1982, p. 
41). Such reasons were to  be sought within the larger  cul tural  context, 
including not only the school but a l so  i n  and outside of the home. The idea 
fo r  fur ther  research was discussed later t h a t  year  i n  a CAL-SIL meeting-in 
Washington, D.C., where it was decided that SIL would support an 
anthropologist t o  do the  research. On April 28, 1982, i n  a letter t o  Richard 
Tucker, Cziko gave a concise stateuent of h i s  expectations for  t h i s  research. 

The school context and non-sclwol context dab w i l l  be oollected by an 
SIL-supported anthropologist who w i l l  begin working i n  the Nasir and 
Yambio areas approximately three months prior  t o  Ron's {Cowan) v i s i t  and 
continue two months after R s f i ' s  departure for  a t o t a l  of approximately 
sir months . . School context data would consist  of information an 
contextual variables operating within the se t t i ng  of the school (e.g., 
teacher experience and s ty l e ,  students'  attendame, c lass  s ize ,  time 
devoted t~ l i t e r acy  s k i l l s ) .  Non-school context data w i l l  c o ~ s i s t  of 
information on pupils '  exposure t o  reading and writing outside of the 
school se t t ing ,  the  ava i l ab i l i t y  and use of reading materials i n  the 
children's homes, parental a t t i t udes  toward school and l i t e racy ,  as w e l l  
as other fac tors  which appear t o  be having an influence an the 
acquisi t ion of l i t e r acy  s k i l l s  i n  the  vernacular languages, 

Although the  Nues and Zande were t o  be the focal  point of t h i s  research, 
Hoppe fe l t  that information f r ~ m  a few other groups i n  Southern Sudan would 
provide a broader understanding of the l i t e racy  and educational climate in 
Southern Sudan, as w e l l  as allow more contrasts  and comparisons of similar and 
dissimilar groups, Consequently, he considered adding the Kresh and Dinka t o  
the study The &esh were t o  be added because they are an agr icul tural  people 
l i k e  the Zande, but l i v e  i n  the northern par t  of Southern Sudan and, l i k e  &he 
Muer, were believed t o  speak more Arabic than most other Southern Sudanese. 
The D i n k a  were chosen because of their cu l tu ra l  s imi la r i ty  t o  the  Nuer as a 
pastoral  people and because they were believed t o  be more advanced 
educaticnally than the Nuer. In f ac t ,  however, because of Woreseen  time 
constraints  Hoppe could do research on only one of these two groups. On the  
basis of information received after arr iv ing i n  Sudan indicating the Kresh t o  
be more Arabized and less well known than the  D i n k a ,  Hoppe decided to add only 
the Xresh to the study, 



2.2 DESCRIPTION OF RESEARCH 

2.2.1 RESEARCH DESIGN 

A review of the previous documentation from the local languages literacy 
progect stas undertaken prior to formulating research questions. The majo? 
questions developed for $he survey encompassed the Qollowing areas: (a) the 
tmportance of indigenous language in Southern Sudan; (b) the degree of 
correlation between attitudes toward formal education and type of society, 
e-g., pastoral va, agrarim, urban vs. rural; (c) parental perceptions of how 
educational 4ecisfons are made and of how formal education might benefit their 
children; (d) community interest in and preferences for written materials; (e) 
parental involvement 13 the decisions affecting formal education; Ef) the 
effect of formal education on the stability of rural communities; (g) factors 
affecting pupils' attendance and the continuity of formal education; and ( h )  
the extent to whic9 teaching methods in use are coapatible with traditional 
educational pat terns. 

A questionnaire was developed to collect Information on these topics. Five 
major categories of persons to be interviewed emerged: (a) teacher, (b) 
student, (c) parent, (d) townsperson and (e) government or school official, 
Also, six major categories of inquiries were developed: (a) demographics, (b) 
attitude toward language differences, (c) attitude toward literacy, (d)  
literacy and the home, (e) literacy and social structure, religion and 
politics and ( f) hindrances to 11 teracy, The questionnaire also included a 
section for backa;round information on each school visited and on classroom 
observations. 

The Ztrst draft of this Southern Sudan Literacy Project Questionnaire was 
reviewed by eighteen different people. These included SIL members, three 
Sudanese who were acquainted with the project and the project researchers 
Cziko and Cowan, The questionnaire was then modified on the basis of 
suggestions received. Upon arriving in Sudan, Hoppe tried out the 
questionnaire with language officers and SIL staff before spending six days 
checking and revising it with speakers of several languages in different 
cultural settings, Additional information about the schools and the cultural 
and social context in which they were situated n;w gathered through many 
informal discussions in towns, ho~es and while traveling and by direct 
observation. 

2-2.2 DATA COLLECTION 

The data were collected primarily through interviews with subjects who were 
randomly selected from lists by throwing dice. Teachers, students and 
officials were selected from lists provided by education officers, headmasters 
and local administrative officers, Parents chosen were those of the children 
selected from the lists of students, Either parent, the one willing to be 
interviewed or the one at home when the visit occurred, uas used. Townspeople 



were se lec ted  randomly as well. After a cen t ra l  place was ident i f ied  i n  the  
town, usual ly near the  marketplace, the  d ice  were thrown t o  s e l e c t  houses 
going away from the  center  i n  the four cardinal  d i rec t ions .  This process was 
repeated with severa l  throws of the  d ice  u n t i l  the o u t s k i r t s  of town were 
reached i n  a l l  d i rec t ions .  

Hoppe had i n i t i a l l y  hoped t o  conduct interviews on an informal basis ,  
d i r e c t i n g  the  conversation along l i n e s  t h a t  he was pursuing. However, because 
o f  the  length of  the  interviews, time cons t ra in t s  and the  involvement of a 
number of d i f f e r e n t  people i n  the  interviewing process, t h i s  method proved t o  
be impractica2 and s o  a more formalized interviewing technique was :~sed. 
Local a u t h o r i t i e s  and the constituency with  whom Hoppe was working s t a t e d  that  
t h i s  -a c u l t u r a l l y  acceptable. The interviewer attempted t o  be s e n s i t i v e  t o  
t h e  interviewees and t h e i r  responses, noting places where they seemed t o  be 
h e s i t a n t  t o  answer, o r  Were  the  information seemed inconsistent  with the t h a t  
a l ready given. Interviews were conducted either i n  the place of business o r  
t h e  home of the  interviewee. 

Three at tempts were made t o  v i s i t  each designated person or  household. If 
no one was i n  the  o f f i c e  o r  a t  home, the  researchers proceeded t o  the next 
person on the  l i d t  o r  the  next house, respectively. L i t t l e  trouble was 
encountered i n  g e t t i n g  a random sample among teachers,  o f f i c i a l s ,  o r  
townspeople, but s ince  school was not i n  session and many of  the  s tudents  were 
d i f f i c u l t  t o  f ind  o r  were out  of town, the interviewers of ten  had t o  proceed 
t o  the  next s tudent  on t h e i r  lists i n  order t o  ge t  the  number of  s tudents  and 
pa r sn t s  needed. 

During Hoppets v i s i t  t o  Sudan from March through Hay of 1983 he spent  14 
days i n  Nasir (Nuer), f i v e  days i n  Mayom (Nuer) and surrounding areas, 23 days 
i n  Yambio (Zande) and surrounding area and nine days i n  Raga (Kresh). The 
rest of  h i s  time was spent  t ravel ing ,  wri t ing up the da ta  col lected and 
g e t t i n g  information from people i n  Juba and Maridi. Hoppe a l s o  spent a week 
interviewing i n  Khartoum. Approximately 25% of the interviews were conducted 
i n  English without the  use of an in te rp re te r .  The other  75% were conducted i n  
t h e  l o c a l  languages of the  towns on nhich Hoppe was working, o r  i n  Arabic, 
e i t h e r  when Arabic was the  first language of the person being interviewed or  
was preferred by the  interviewee. Hoppe was assisted by the  language o f f i c e r s  
of  IRL, who were well-qualified in te rp re te r s ,  as they were nat ive  speakers of 
the  main language where the survey was conducted and a l s o  spoke English and 
Arabic f luent ly .  Hoppe a l s o  had the help of  addi t ional  SIC people while i n  
Yambio and N a , s i r .  H i s  wife a s s i s t e d  him i n  Nasir and Mayom and f o r  pa r t  of 
the  time mile i n  Yambio. 

The people i n  the  connmunities where the interviews were conducted were by 
and l a rge  very f r i end ly  and cooperative. This was no doubt due i n  l a rge  pa r t  
to  t h e  presence of the  IRL language o f f i c e r s ,  who were well knam and 
respected. The interviewers were refused three times i n  Yambio by people who 
suspected t h e i r  motives, fear ing  t h a t  they were co l l ec t ing  information t h a t  
might be used t o  incriminate people who gave responses which might be 
construed as critical of t h e  government. Three people a l s o  refused t o  give 
interviews i n  Nasir and there  were e igh t  imtances  i n  which alternative 
choices had t o  be made because no one was home a t  the  house se lec ted  f o r  an 
interview, even though it was v i s i t e d  three d i f fe ren t  times on d i f f e r e n t  days 
a t  d i f fe ren t  times. Sixty-one interviews were conducted i n  Nasir, 28 i n  Mayom 



and Urach, a small se t t l ement  f i v e  miles ou t s ide  of  Mayom and i n  t h e  v i l l a g e  
of Hankien 25 miles away. Eight  interviews were conducted along the  road from 
Urach t o  Hmkien. Eighty-six in te rv iews  were conducted i n  the Yambio area, 
inc luding  Yambio proper,  Piaingbangaru, a v i l l a g e  seven miles northwest o f  
Yambio, Nzara, a v i l l a g e  seven miles d i s t a n t  from h ingbangaru ,  the  v i l l a g e  o f  
Susa l oca t ed  t h r e e  ailes northwest o f  Nzara and Singbi ,  a v i l l a g e  four  miles 
sou theas t  of Nzara. A t o t a l  o f  46 in te rv iews  was co l l ec t ed  i n  t he  town of  
Raga and t h e  small t o m  of Argabanga, two miles northwest of  it. I n  a l l ,  227 
people were interviewed inc luding  97 Nuer, 86 Zande and 44 Kresh speakers.  

2.3 RESULTS 

2.3.1 BACKGROUND DATA 

2.3.1.1 Nasir - 

N a s i r  is a Nuer-speaking t o m  o f  about 6000 located on the  Sobat River 
about  150 miles southeas t  of  Halakal and 20 miles from the  Ethiopian border. 
The town is spread ou t  a long  the  southern bank o f  t h e  r i v e r  and is 
approximately two miles long and one-half mile wide a t  its widest point .  The 
a i r s t r i p  used t o  be on the  nor th  end o f  town perpendicular t o  t he  r i v e r ,  but a 
l a r g e  r e s i d e n t i a l  area h a s  grown up on the  nor th  s i d e  of  the  a i r s t r i p  over t he  
past f i v e  years.  Just south  of the  a i r s t r i p ,  on the  bank of t he  r i v e r  is t h e  
' A '  Comaissioaer 's  house. Along the  r i v e r  heading east, in te rspersed  with 
res idences ,  are t h e  po l i ce  headquarters,  market, Presbyter ian church, 
h o s p i t a l ,  m i l i t a r y  housing and t h e  m i l i t a r y  cantonment, respec t ive ly .  The 
pr i son  is loca ted  a block behind the  palice headquarters. The town a l s o  has a 
ve te r ina ry  c e n t e r ,  s p o r t s  f i e l d ,  Lutheran World Service Center, blacksmith, 
mosque, l oca t ed  next t o  the market area, po l i ce  c lub,  Sudan S o c i a l i s t  Union 
Center and a s so r t ed  adminis t ra t ion  bui ldings.  In add i t i on  t o  the  o ld  
marketplace, run msinly by Arabs, a new market area was started s e v e r a l  years  
ago a c r o s s  from t h e  s p o r t s  f i e l d .  Merchants i n  t h e  new market are mainly 
Nuers s e l l i n g  l o c a l  item. 

&sir is l inked with Malakal by a secondary road, which is passable  only 
during d ry  season. During t h e  r a iny  season steamboats come up t h e  Sobat 
River t o  N a s i r  br inging cargo and passengers. There are a l s o  occasional  
f l i g h t s  from Halakal t o  Nasir. 

The school  bu i ld ings  mentioned i n  t h e  t h i r d  impact evaluat ion were still i n  
use but  i n  very poor r e p a i r .  The school consis ted of t h ree  bu i ld ings ,  a l l  of 
which had mud o r  mud and mortar walls support ing t i n  roofs.  The first of 
these ,  a shaped complex, housed classrooms, the headmaster's room, a 
s t o r a g e  room and a t e a c h e r ' s  room., The o the r  two bui ldings were one-room 
s t r u c t u r e s  approximately 80 by 20 feet. S i t t i n g  on the  d i r t  floor o r  s t a c k s  
o f  b r i c k s  they brought with them, as many as 120 ch i ld ren  occupied these 
one-room schoolhouses. 



A t  the  time of  Hoppets v i s i t ,  he w a s  t o ld  that 150 PI children had occupied 
one of the classrooms about 20 feet wide and 40 feet i n  length and 98 P2 
s tuden t s  were taught i n  another room approximately 15 by 30 feet during the  
previous year, The crowded condit ions were caused by the influx of new 
s tuden t s  due t o  a c t i v i t i e s  of southern res i s t ance  forces,  the Anya Nya, i n  the 
surrounding towns and countryside. An increase i n  s tudents  was expected i n  
the  coring school year. 

The interviewers1 in tent ion  had been not only t o  survey the  town but a l s o  
severa l  of  t h e  cattle camps, but t h i s  was not possible,  however, due t o  the  
activities of  the  Anya Nya. The pol ice  ch ie f ,  concerned f o r  t h e i r  sa fe ty ,  
would no t  allow the  interviewers t o  venture beyond the  perimeters of the  town 
proper. During the  interviewers'  s t a y  En N = i r ,  the  Anya Nya made severa l  
r a i d s  around the  town, W i n g  numerous cattle and shooting up a l o c a l  vehicle. 
A curfew from 6 p.m. t o  6 a.m. was placed on the  town; and on severa l  
occasions, the  interviewers were ordered t o  re turn  t o  t h e i r  house because of 
Anya Nya a c t i v i t i e s  near t h e  town. They were fortumte, however, t o  be a b l e  
t o  interview people who had recent ly  moved t o  Nasir from the surrounding 
countryside. 

Mayspa is a rather new small Nuer settlement of about 350 inhabi tants  that 
has grown up around the  new government cen te r  eorwtructed i n  1982. It  is l a i d  
out  i n  a long, narrow band about one mile long by three blocks wide and has a 
market area with about a dozen shops, a pol ice  s t a t i o n  and an a i r s t r i p  located 
next t o  t h e  government o f f i c e s  and the  mission area. There was no school, but 
it was hoped that one would open soon. Mayom is connected by car t racks  with 
Hankein 23 miles t o  the  south. About 70 riles t o  the east on a secondary road 
lies Bentiu, where a school with grades PI through P6 and a Junior secondary 
boarding school are located. 

The secur i ty  s i t u a t i o n  i n  the Hayom area w a s  somewhat precarious. A t  
first, the nA* Conmissioner d id  not want t o  allow the  interviewers t o  leave 
Mayor proper, explaining that the Anya Nya had s to len  90 head of c a t t l e  from a 
Ehyom judge the  day a f t e r  the  interviewers arr ived and t h a t  the  army was i n  
the  process of making a mi l i t a ry  sweep through the area. While i n  Mayom, the 
interviewers v i s i t e d  the v i l l a g e  of Urach, a small settlement of about 75 
people f i v e  miles from Mayom, where they gathered background information and 
conducted s i x  interviews. They a l s o  v i s i t e d  the v i l l age  of Mankein, which has 
a population of about 300 and were a l s o  a b l e  t o  do s i x  more interviews, On 
the  re tu rn  t r i p  from Hankein, the  interviewers did e igh t  10-to-15 minute 
(shortened) interviews, stopping a t  every s i x  teenth house (chosen by d ice)  
along the  car track, 



Although t h e  main e thn ic  group located i n  and around Yambio is the  Zande, 
members from a t  least 19 e the r  tribes lv ing there  were tallied during the 
research. Yambio is a t o m  o f  about 10,000 people, bpprorimately 20 miles 
from the  border of the Central  African Republic i n  the extreme southwest 
corner of western Equatorla. I t  is the  c a p i t a l  of Western Equatorla and t h e  
provincial  and d i s t r i c t  education headquarters. There are numerous o ther  
government departments located i n  Yambio including agr icul ture ,  heal th,  
w i l d l i f e  and tourism, communications, fo res t ry ,  s o c i a l  welfare, pol ice,  
d i s t r i c t  prison, commerce, veter inary medicine, Sudan S o c i a l i s t  Union and 
labor.  

In addi t ion  t o  a number of primary schools,  two Junior secondary schools 
and a senior  secondary school, there  is a l s o  an agr icu l tu ra l  t r a in ing  and 
experimental center  located i n  Yambio. An a i r s t r i p  is located next t o  the  
a g r i c u l t t x a l  center.  Yambio has severa l  g r i s t  mills and a large  market 
center.  A new mosque was under construction next t o  the market. The church 
missionary soc ie ty  of the  Anglican Church opened its f i r s t  s t a t i o n  i n  
Zandeland i n  Yambio i n  1913 and t h e  Anglican bishop of western Equatoria now 
resides i n  Yambio where they have a l a rge  church and primary school on the  
southwest s i d e  of  t o m .  There is a l s o  a Catholic church located on the  west 
s i d e  of t o m  with a res ident  p r i e s t ,  The Catholics were planning t o  open a 
school soon, 

In  Yambio and the  surrounding area ,  the p o l i t i c a l  and re l ig ious  atmosphere 
appeared more relaxed. English was spoken more i n  Yambio than i n  any of t h e  
o ther  areas v i s i t e d  except Juba, the  former regional cap i t a l ,  Also, the l o c a l  
Zande speakers exhibi ted much pr ide  over the  use of Zande i n  a l l  areas of 
l i f e ,  but spoke Arabic when necessary, They demonstrated a d e f i n i t e  
antagonism toward the  f a c t  t h a t  Arabic was dominant i n  the  school and a 
majority sf  the people expressed a desire t o  use the vernacular i n  the schools 
e x c l ~ a i v e l y  f o r  at  least the  first two years of schooling. People repeatedly 
asked about g e t t i n g  more material  i n  the  vernacular language and especia l ly  
expressed a Cesire t o  have their own his tory  and fo lk lore  i n  the Zande 
language as par t  of  the  school curriculum. 

Raga 

Raga, located i n  the province of Bahr e l  Ghazal about 160 miles northwest 
of  t h e  provincial  c a p i t a l  and 50 miles from the  border of the  Central African 
Republic, is populated by about 4000 inhabitants .  I t  is connected by road 
with Uau and has an a i r s t r i p .  The town seems t o  have two centers ,  the  market 
and commercial a rea  forming one and t h e  government buildings, including the  
d i s t r i c t  pol ice  s t a t i o n ,  education building, prison and hospi ta l  forming 
another. The Catholic church and a mosque a r e  a l s o  located i n  t h i s  latter 
area. I 

The main vernacular language spoken i n  the  area is Kresh, although the  
interviewers recorded 11 vernaculars,  plus Arabic and English. Other 



important vernacular languages i n  the a rea  are Feroge and Banda, Arabic is 
s o r e  widely spoken i n  Raga than any of the  areas Hsppe v i s i t e d ,  except Juba. 

There was a grea te r  sense of fear and tension i n  Raga than i n  t h e  other 
areas v i s i t e d ,  as evidenced by the  fact t h a t  people were more sec re t ive  about 
their answers t o  the interview questions and showed a marked d i s t r u s t  of the 
c e n t r a l  government, People were espec ia l ly  f e a r f u l  of the government and its 
p o l i c i e s  concerning education, secur i ty ,  and general administration. The 
interviewer was to ld  t h a t  a l a rge  number of Kresh were k i l l e d  by the Arabs 
during t h e  war, which has fed the  antagonism of tribal peoples aga ins t  what 
they feel is an attempt by the  c e n t r a l  government t o  pressure them i n t o  
Arabization and Islamization, 

2.3.2 QUESTIONNAIRE DATA 

2.3.2.1 Language Use and Att i tudes 

The survey recorded over 50 d i f f e r e n t  vernacular languages, i n  addi t ion  t o  
Arabic, English and severa l  other  languages such as French, Bango, Lingal and 
Amharic spoken i n  surrounding countr ies  and i n  Southern Sudan, Ninety-three 
percent of those interviewed felt most comfortable speaking t h e i r  o m  
vernacular languages, but because sf t R e  heterogeneity of language usage i n  
Southern Sudan, they found i t  necessary t o  speak at  least one o r  more 
add i t iona l  languages. A t  least 83% of the  people spoke two languages and 56% 
spoke three o r  Bore languages, 

If language context is viewed as homogeneous when a s ing le  language exists 
i n  a given context and heterogeneous uhen a number of languages are presented, 
a continuum may be constructed i n  nhich language context i n  the home falls a t  
t h e  homogeneous end of  the  scale and language context i n  i n s t i t u t i o n s  such as 
the mi l i t a ry  fa l l  a t  the heterogeneous end, In between would f a l l  the  market, 
recrea t ion ,  t ~ w n  meetings and d i f f e r e n t  types of  work other  than the mi l i ta ry ,  
This continuum is depicted i n  Table 2.1. 

The expectations f o r  language use vary according t o  context, For exaaple, 
i n  the  home a .sdngle  langlage is normally used, with an addi t ional  language(s) 
used onby infrequently,  In the  a i l i t a r y ,  on the  o ther  hand, s ince  a 
heterogeneous s i t u a t i o n  e x i s t s ,  a ling- f r m c a  is used, i n  most instances 
Arabic. In the  mi l i t a ry  heterogeneity e x i s t s  not s o  much i n  language usage 
but  i n  t h e  number of languages present,  which forces the use ~f the l ingua 
franca. Because the  o f f i c i a l  second language i n  Southern Sudan is English, 
the  expectation f o r  language usage i n  most of f ices  is English, although a 
considerable amount s f  Arabic and vernacular is a l s o  used. In other  types of 
heterogeneous language s i t u a t i o n s ,  such as recreat ion,  market, o r  d i f f e r e n t  
types of  public  meetings, the language is usually selected on the  basis of a 
common language, If a person's mother tongue is a vernacular language, but he 
a l s o  speaks Arabic, English, and/or severa l  other  vernacular languages, he 
w i l l  usually speak the language of the individual t o  whom he is talking.  For 
example, i n  the market, i f  a Zande speaker is speaking t o  another Zande, he 



Table 2.1 

Percent of Respondents Reporting to Speak Various Languages in Various Contexts 

Contexts 

Home Pu bl ic Government Military 
Language ( Homogeneity) Recreation Market Work Meetings Meetings (Heterogeneity) 

Vernacular 91 % 45% 3 7% 4 7% 45% 2 7% 7 % 

Arabic 3% 25% 30 % 15% 16% 1 9% 33% 

Engl ish 1 .5% 5% 5 % 7 % 

Arabic and 
English 6% 2% 11% 1 3% 2 2% 5 3% 

Arabic and 
Vernacular 3 % 5% 16% 4 % 3 % 5% 

Arabic, English 
and  Vernacular 4% 1.5% 6% 7.5% 7 % 

Arablc and Other 
Vernacular 6% 1 3% 3.5% 3% 3% 

Other 3 8 7.5% 0.5% 8.5% 7.5% 17% 

Note: Data collected in resppnse to the question, "What language do you speak in X c ~ n t e x t ? ~ ~  - 



w i l l  Use Zande. If a Zande speaker is speaking t o  a person who speaks a 
vernacular he himself does not  speak, o r  Arabic, they w i l l  use Arabic, or  
another common language which they pan both use and understand. In public 
meetings, i n t e r p r e t e r s  are used t o  communicate with those who do not 
understand the  primary language k i n g  used. 

Most Southern Sudanese recognize the  necessi ty of having a lingua f r a n ~ a  t o  
communicate with one another i n t e r t r i b a l l y .  The problem, of course, comes i n  
deciding which language should be used. Some of the  l a rge r  tribal groups 
would prefer  t h a t  t h e i r  language become the  lingua franca. Other Sudanese 
p re fe r  Arabic and some prefer  English. Table 2.2 provides a breakdown of the  
responses received i n  each area  of the  survey t o  t h e  question: Which language 
is considered most prest igious? Note that 61 percent of those interviewed 
chose t h e  l o c a l  vernacular,  while only 16% chose Arabic and 13% chose English. 
(The o ther  105, except f o r  2% who chose Arabic and English together,  chose 
some c o ~ b i n a t i o n  of two languages which included a vernacular language. ) 
Eighty percent of the  Nuer and 51% of the Zande sa id  the  vernacular was the  
most prest igious.  Only i n  Raga did people selec: Arabic over the  vernacular 
as being t h e  most pres i t ig ious .  Even after a hundred and t h i r t y  years of 
Arabic and English usage i n  the  Southern Sudan, most people still consider 
t h e i r  mother tongue t o  be most pres t ig ious  and very important t o  them. The 
vernaculars embody a personal and c u l t u r a l  iden t i ty  which the  people g rea t ly  
fear w i l l  be swallowed up i n  the  compulsory use of  a lingua franca. 
Therefore, although 55 percent felt  t h a t  i t  was advantageous f o r  them t o  learn  
t o  read and wr i t e  Arabic, 95% fel t  t h a t  it  was a l s o  advantageous f o r  them t o  
l e a r n  t o  read and write their own vernacular languages. 

Leas pos i t ive  a t t i t u d e s  were discovered with respect  t o  the we of Arahic 
i n  the  South. Sixty-nine percent of  those interviewed r i d  they fe l t  that the  
main language being used i n  the  primary schools, i.e., Arabic, hindered the 
education of  the  children. Also, 67% of the  teachers sa id  tha t  they believed 
t h e  chi ldren would l ea rn  better, especia l ly  i n  the first severa l  grades, i n  
t h e  vernacular. Eighteen percent of the teachers suggested a combination of 
two of the  languages while only 15% sa id  that students  learn  best i n  Arabic. 
In the  same vein, 44% of the  intervienees fe l t  that Arabic was a d i r e c t  th rea t  
t o  t h e i r  c u l t u r a l  heri tage.  

2.3.2.2 Urban-Rural and Agrarian-Pastoral Differences 

The second and th i rd  impact evaluations repor ts  indicated o super io r i ty  i n  
t h e  performance of  t h e  Zande chi ldren over the  Nuer children. Since the Zande 
are an a g r i c u l t u r a l l y  dominated socie ty ,  while the  Nuer are essen t i a l ly  a 
pas to ra l  tribe, one possible  hypothesis was that the  differences i n  
educational a th iz laen t  might be a r e s u l t  of a t t i t u d e s  toward education i n  
these  d i f f e r e n t  soc ie t i e s .  B second equal ly obvious hypothesis was that 
a t t i t u d e s  toward education might d i f f e r  markedly depending on the  locat ion  -- 
rural o r  urban -- of the s tudent  population. 

1 

O f  those interviewed, 59% came from r u r a l  areas and 41% from urban areas. 
In t h i s  study, *urbanY w a s  a r b i t r a r i l y  defined as towns larger  than 4000 and 
l r u r a l l  as anything smaller. The data  revealed very l i t t l e  difference between 



Table 2.2  

Most Prestigious bnguagea 

L o w  t ion Arabic English Vernacular Other 

Nasir-Mayom 
(Nuer) 

Yambio 
( Za nde) 

Raga 
(Kresh) 

a ~ e r c e n t  (frequency) o f  respondents selecting a given language in response to the 
question W h i c h  language is most p r e s t i g i ~ u s ? ~ ~  



urban and rural fel t  needs f o r  education. Ninety-eight percent of t h e  urban 
people s a i d  t h a t  they feel it is good f o r  everyone t o  l ea rn  t o  read and write 
and of the  rural. people, 94% s a i d  that  i t  is good f o r  everyone t o  read and 
mite. I n  the same l ight ,  among the urban people, 96% s a i d  they believe i t  is 
good f o r  t h e  community t o  have a school and 97% of the rural people s a i d  t h e  
same. 

Host people s t a t e d  that the community leaders  a r e  in teres ted  i n  education 
f o r  t h e i r  communities. Of the  urban population, 63% of the  interviewee3 s a i d  
t h a t  they bel ieve the leaders  are in teres ted  and of the rural population, 69% 
of the people s a i d  they believe the  leaders  me in teres ted  i n  t h e  educational 
concerns of the  comunity. Eighty-nine percent of the  urban and 94% of the  
rural people s t a t e d  t h a t  they believe the  community encouraged schooling. 

Examining the  above data  along the  l i n e s  of ag r i cu l tu ra l  (Zande) and 
pastopal (Nuer) a l s o  shows no marked difference between the two groups. Both 
groups show a very high i n t e r e s t  i n  education and l i t e r a c y ,  as can be seen by 
Table 2.3. 

I t  was assumed t h a t  a difference might e x i s t  between the  urban and r u r a l  
pas to ra l  s o c i e t i e s  with regard t o  world view and basic  values. Time 
cons t ra in t s  made i t  impossible t o  research i n  depth the world view and values 
of the  Nuer, but i n  regard t o  value f o r  and i n t e r e s t  i n  education, Table 2.3 
a l s o  shows no g rea t  difference between urban and r u r a l  Nuer emerged when the 
Nuer of  Nasir are compared with the N u e ~  of Hayom and surrounding region. 

Reading I n t e r e s t s  

By far the  g r e a t e s t  i n t e r e s t  voiced i n  the d i f fe ren t  groups interviewed was 
f o r  printed materials about tribal h i s t o r i e s ,  fo lk  s t o r i e s  and fo lk lore  (see 
Table 2.4). There were a l s o  a number of requests f o r  such topics  as hygiene, 
heal th,  disease,  c a t t l e ,  farming, r e l ig ious  books, and Bible s t o r i e s .  The 
main request ,  however, was simply f o r  vernacular material- Ninety-seven 
percent of the  people, when asked i f  they wanted tribal h i s t o r i e s  wr i t ten  
down, answered i n  the  affirmative. 

Avai labi l i ty  and Control of Education 

Seventy-four percent of t h e  people interviewed sa id  there were no adu l t  
l i t e r a c y  c lasses  i n  the  commsmity. Most expressed a des i re  f o r  such a d u l t  
l i t e r a c y  classes. The people who were aware of an adu l t  l i t e r a c y  c l a s s  
functioning i n  their community were i n  most cases r e fe r r ing  t o  the  c lasses  
held i n  the l o c a l  church. None of the  government adu l t  l i t e r a c y  c lasses  were 
functioning a t  the  time and had not been functioning fo r  some time. 

1 

Questions such as, Who decides if  there w i l l  be a s c h ~ o l ? ~  or  Vho decides 
what w i l l  be taught i n  the  school^?^ were answered by a l a rge  var ie ty  of 
statements,  a number of them contradictory. One th i rd  of the people gave no 



T=;b!e 2.3 

Attitude Toward Education and ~ i t e r a c ~ ~  

Language Location 

Question Nuer Zande Kresh Plasir Mayom 

Community encourages education? 

Good for community to have a 
school ? 

Good for everyone to learn to 
read and write? 

'percent o f  respondents responding in affirmative to each question. 





answer t o  these q u e s t i o r ~ ~  and sniy one t h i r d  answered a l l  f i v e  questions 
(two-fifths of those interviewed were either town o f f i c i a l s  or  school 
teachers) .  This seems t o  indica te  t h a t  the  interviewees, f o r  the most part, 
are not aware of  how the school is run and that they are dependent on 
o f f i c i a l s  o r  government author i ty  i n  order t o  have a school i n  t h e i r  locat ion.  
In a very real sense, t h i s  :$eems t a  be true. In a l l  the areas v i s i t e d ,  except 
fo r  Hayom which had no zchool, the people indicated there was a 
parent-teacher 's associat ion,  but i n  none of the  colnnrunities was t h i s  
associa t ion  ac tua l ly  functioning. The Pact t h a t  people sti l l  view the  school 
as a nforeignn e n t i t y  accounts f o r  one of the  main reasons f o r  the  l ackof  
g rass  r o o t s  in te rac t ion  between the comunity and t h e  school and between tho 
cornunity and the  government, as far as t he  educational prccess is concerned. 
When asked whether the community should seek help fo r  the school a p a r t  from 
the  government, 51% of the people answered nYesw and another 18% s a i d  "Yesw, 
as long as it is i n  cooperation with the government or  other  outs ide  sources. 
Only 27% s a i d  they did not think help should be 30ught from the outside. 

When asked "Should the government closely control  the   school^?^, 56% 
indicated t h a t  it would be good i f  the  community had some cooperative r o l e  i n  
the  school. But i t  was observed t h a t  the community took l i t t l e  r e spons ib i l i ty  
f o r  the  school. This was seen i n  the  poor attendance records and f a c i l i t i e s  
which were i n  extremely poor repai r .  Parents could have improved the  
bui ldings,  provided benches, food, penci ls  and notebooks, but they f e l t  f t 
the  government's r e spons ib i l i ty  t o  do so. Even i n  the few self-help schools 
the  only th ing  that &ppears t o  make them d i f f e r e n t  from the government schools 
is that people fa the  comunity are concerned enough t o  i n i t i a t e  an 
educational program by building a schoolhouse. Otherwise, the  teachers,  
salaries, materials (as much as are avai lable  t o  any government school) and 
curriculum adri~lst~stisa are sI1 p~evfded by $he government. As Hichael 
ntn- ~ r i e n ,  - tbe administrator  of the  Lutheran World Service projec t  iii % i s f ~ ,  
s a i d ,  "We must look a t  the present self-help concept i n  Southern Sudan not as 
the  f in ished product but as a system i n  t r ans i t ion  which is heading i n  the  
r i g h t  d i r e ~ t i o n . ~  This divided perception of a a t e r i a l  provision and 
curr iculun content indica tes  t h a t  the  people view gove~nment school support 
from a dual  perspective. On the one hand, they expect t h e  government t o  
provide the  physical necessities f o r  the ch i ld ren t s  school uhi le  on the  other  
hand they itant a par t  i n  the  decisions of what w i l l  be taught i n  the  
classroom. 

2.3 ., 2.5 Teaching Methods 

One of t h e  goals  of t h i s  research was t o  determine uhether the  current  
teaching methods used i n  the schools are indigenous t o  the l o c a l  a rea  o r  
whether they come dom through the  educational system. During the  time t h i s  
research was being conducted Ln Southern Sudan, none of the schools were open, 
This made ac tua l  observation of t h e  teaching methods impossible, However, 
discussions with a number of the  teachers d i d  shed some f i g h t  on the subject .  
A t  present ,  most of the  primary school classes i n  Southern Sudan are using 
nethods which depend very heavily upon the use of the blackboard as a v isual  
a i d ,  r o t e  memorization, and s p e c i f i c  reproduction of what the  teacher gives i n  
class, as noted i n  the  first and second impact evaluations. In general,  t h e  



s tudent  is not  taught t o  think f o r  himself ,  pursuing problems o r  s i t u a t i o n s ,  
but  only t o  reproduce that which the  teacher gives,  arvey-Williams i n  h i s  
UNEIrW repor t  iden t i f i ed  the  problems resu l t ing  from the  teaching methods: 

Learning is sade t o  depend heavily on memorization and teaching leans on 
o r a l  ins t ruc t ion ,  making l i t t l e  o r  no use of v isual  a i d s  except the 
blackboard and providing very l i t t l e  t r a in ing  i n  reasoning and 
applicat ion.  (1976, p. 39). 

It would appear t h a t  t r a d i t i o n a l  methods of education cannot be associated 
with the  concept of  ''formaln education, s ince  the  only type of t r a in ing  that 
t h e  chi ldren habi tua l ly  receive is of a more p rac t i ca l  nature and is usual ly 
taught on an individual  l e v e l  within a family context, Aaocg t h e  Zande, when 
a young boy is brought t o  a p r ince ' s  compound f o r  t ra in ing ,  he was assigned t~ 
an older  boy o r  man responsible f o r  ins t ruc t ing  the  young boy i n  a l l  aspects  
of t h e  p r ince ' s  court and i n  methods of warfare as w e l l  as other  c u l t u r a l  
ways. 

The t r a in ing  was i n  two d i s t i n c t  phases. A t  the age of perhaps ten, 
a boy would become a s s i s t a n t  t o  a young man who was already a f u l l  
member of a company. The boy would look after the  physical needs of the  - 
youth (Evans-Pritchard, 1971, p. t99),  fetching water, tending t h e  fire, 
bringing the  food which the women cooked, bearing h i s  sh ie ld  when 
t ravel ing ,  looki.ng a f t z r  h i s  few possessions ..., 

In re tu rn  f o r  these dut ies ,  the young man would be responsible f o r  
the  boy's e a r l y  education. A t  the age of seventeen or  eighteen, the boy 
would b2come a f u l l  member of the company. ... The pat terns  of Zande l i fe  
would suggest that the  knowledge and s k i l l s  which would then be passed 
own t~ the  young men by t h e i r  commander would include the following: 
r e l ig ion ,  farming, hunting and f i sh ing , building , language, his tory ,  
music and dancing. (Atkins, n.d., p. 9)  

I t  is impossible t o  deterafne wi th  any ce r t a in ty  how the current  methods 
used i n  schools evolved. They are no doubt pa r t ly  a legacy of colonia l  
educational system, p a r t l y  a r e f l ec t ion  of current  teaching pat terns  and 
p a r t l y  a re f l ec t ion  of  the  Arabic system of education. What is noteworthy is 
t h a t  the  methodology presently i n  use does l i t t l e  t o  encourage the  development 
of  individual  i n i t i a t i v e  f o r  learning t o  learn  and t h a t  Hoppe interviews with 
educators subs tan t i a t e s  the pic ture  presented i n  t h e  second and th i rd  impact 
evaluations. 

2-3.2.6 - Importance of Education 

Because of t h e  c u l t u r a l  and re l ig ious  implications of Arabic i n  the South, 
a t t i t u d e s  toward the importance of education were found t o  be somewhat of  a 
paradox. Although 108% of the  Scuthern Sudanese interviewed expressed the  
be l i e f  t h a t  it is good, if  not necessary, f o r  the people of t h e  South t o  have 
educalion, 72% expressed doubts concerning the educational process, primarily 
due t o  what they see as the  Arabization o r  the  South., In other  words, t h e  



people f e l t  t h a t  they need an education t o  be able t o  d i r e c t  their own 
dest iny,  but they fe l t  that the type of education they were receiving was 
destroying t h e i r  c u l t u r a l  ident i ty .  Because of  t h i s  conf l i c t ,  some parents  
reportedly choose not  t o  send their chi ldren  t o  school. 

Similar ly,  95% of the people s a id  that i t  was good f o r  everyone, a d u l t s  as 
w e 1 1  as children,  t o  l ea rn  t o  read and write, though some d id  exclude the  
e l d e r l y  and a few excluded g i r l s ,  Concerning the  choice of language w i t h  
respect  &o reading and wri t ing,  95% s a i d  they would l i k e  t o  read and wr i t e  i n  
t h e  vernacular and 88% i n  English while only 44% reported they would l i k e  t o  
read and wri te  Arabic. Overall, 69% of the  people responded t h a t  they fe l t  
Arabic was a hindrance t o  the l i t e r a c y  program. Further evidence of  these 
mixed fee l ings  toward Arabic and the  North was found i n  responses indica t ing  
that while 87% of the  people f e l t  t h a t  t h e  cen t ra l  government i n  Khartoum 
encouraged l i t e r a c y  i n  Arabic, only 33% f e l t  the  government encouraged 
l i t e r a c y  i n  the  vernacular. 

2.3.2.7 Consequences of  E d u r ~ t l o n  

In addi t ion  t o  assessing community fee l ings  on the  importance of education, 
t h i s  survey sought t o  determine what Southern Sudanese thought education would 
bring them i n  terms of material benefits.  The main reasons given f o r  g e t t i n g  
an education were t h e  sane ones discovered i n  the  second impact evaluation, t o  
g e t  a job, t o  become a big person, t o  he lp  the  country and t o  he lp  one's 
people. A l l  of these i n t e r e s t s  bas ica l ly  funnel i n t o  one and the  same goal  -- 
having some type of  job with the  government, because the government is the  
primary employer and because working f o r  t h e  government implies pos i t ion ,  
p res t ige  and power. This i n t e r e s t  is i n  no m y  cur ta i led  by the  fact t h a t  
goverment wages are not very high. Getting s Job with the  government is the 
normal expected outcome of the  educational process and is i n  f a c t  considered a 
worthy aspi ra t ion;  therefore,  t h i s  seems t o  have i n  no way decreased t h e  
i n t e r e s t  i n  education on the  p a r t  of the  chi ldren or  parents. 

The r e s u l t s  of the survey indica te  that the acquis i t ion  of formal education 
produces an exodus from r u r a l  areas. Sixty-four percent of the  people s a i d  
t h a t  an educated person does leave home. In ac tua l  prac t ice  t h i s  n o r m l l y  
means that i n  order t o  get a job the  person must be assigned t o  a job by t h e  
government and t h i s  could be i n  any area of  Southern Sudan. If he wants t o  
work, the  employee m u s t  take the assignment wherever it is. Since there are 
few government pos i t ions  open i n  t h e  smaller communities, there  are usual ly 
not  many educated persons avai lable  f o r  chi ldren to model after, although 
there  usual ly are a few i n  the communities. In most of the  places the  
interviewers v i s i t e d ,  there  were severa l  teachers and town o f f i c i a l s ,  
However, the  chi ldren are continually encouraged by the  teachers,  by t h e i r  
parents and by the  town o f f i c i a l s  to be educated s o  t h a t  they might become 
people who can help  the  country and help t h e i r  community. According t o  the 
interviews, teachers  averaged two years i n  a given geographical locat ion.  
This continual  teacher movement caused a lack of continui ty i n  the  school 
teaching staff and hampered parent-teacher relat ionships.  



School Attendance - 

The data from the interviews indicated that attendance is by and large too 
low to expect any consistent gains from one year to another. Parents are not 
always aware of how often children should or do attend school. In answer to 
the question, How many months should your child go to school each year? 
Twenty-four percent of those answering did not know. Of those who gave an 
opinion, 66.9% said nine months. When asked: How many nonths did your child 
go to school last year? Twenty-nine percent did not know how many months the 
children went to school in 1982. Sixty-nine percent (of those who knew) said 
that their child went to school six months or less in 1982. This indicates 
that over two-thirds of the people who seemed to know believe the children 
only went to school two-thirds of the specified time, An interesting point of 
interpretation here from the perspective of many of the interviewees w a s  that 
if the children went to school for just a few days out of any given month, 
Lbat was considered a month of school. They did n ~ t  add up the days and 
compare those with a 20-day school month. Instead, if a child went to school 
two or three days in any given month that was considered a month of school, 
resulting in high estimates in the number of months the children attended 
school. A check with the education administrators in Yambio, Raga and Hasir 
indicated that the children sere supposed to attend school 200 to 210 days eut 
af each year during the months of April through December. 

Most parents professed to send their children to school every school day, 
but a look at the attendance records indicated otherwise. The attendance 
records checked for a nine month period in the 1982 school year showed that 
about 50% of the children enrolled went to school only one-third of the days 
school was In session. Approximately one quarter sf the children attended 
between one- and two-thirds of the sessions, the other quarter abtended 
two-thirds or more of the days the school was in session. It should be noted 
that most attendance was not consecutive, but broken up into periods of a few 
days to a few weeeks scattered over the nine month perioC, In the Ymbio 
area, the maximum number of days one school was open in nine aonths was 
seventy-six days. Another showed sixty-five days, a third 52 days and a 
fourth thirty-eight days. In the Nuer area the maximum was eighty-seven days 
in nine months. The Raga school r O r d  showed eighty-one days in session for 
a nine month period. Of the six primary school attendance records (1982) 
checked, the schools averaged 67 days of attendance or 33% of the 200 days 
required school attendance. Forty-three (87 days) was the highest number of 
days attended and 19% (38 days) was the lowest. This means an average of 25% 
of the children attended school 45-67 days out of the nine months; 25% 
attended 22-45 days out of the nine months and the remaining 50% attended less 
than 22 days in the 1982 school year. 

Teacher strikes, food shortages and subsistence activities accounted for 
much of the lost time. Host students who attended school at all in a given 
year, even if only for a few weeks, were pushed on to the next class when the 
following school year began. nPromotion within each level of education 
primary; junior secondary, senior secondary is automatfc from one grade to the 
next . . . I ( Carvey-Williams 1976 : 90 1. Even under ideal condf tions, children 
attending school so infrequently would find it impossible to learn and build 
knowledge from one lesson to the next. 



Another problem which surfaced repeatedly i n  the interviews concerning 
attendance was that over 58% of the PI-3 s tudents  i n  a l l  three a reas  s a i d  they 
went t o  school hungry. School began a t  7:30 or  8 a.m. and was dismissed f ~ o m  
9 t o  10 a.m. t o  allow the chi ldren t o  r e tu rn  home f o r  breakfast ,  but some 
s tudents  d id  not r e tu rn  t o  school after breakfast. This was espec ia l ly  t r u e  
of those chi ldren who had a long distance (two t o  four miles) t o  t r a v e l  t o  
school,  but a l s o  included nany who d i d  not ge t  fed during breakfast  hour 
because the  parents  were not home or  no food was prepared. 

One thing that became qu i t e  c l ea r  i n  che interviews with the  parents  w a s  
t h e i r  lack of understanding of t h e  necessi ty for  da i ly  sequent ia l  school 
attendance t o  f a c i l i t a t e  the learning process. The concept of one day 's  
lesson building upon another did not seem t o  have c u l t u r a l  relevance. The 
parents  seemed t o  think that the chi ld  would at  least l ea rn  half of the  
information involved i f  he went h a l f  of the  time, whether they went three  
ronths s t r a i g h t ,  o r  whether they attended sporadically.  A fu r the r  
complication became apparent when we checked the  parents '  answers i n  the 
interview agains t  the attendance record a t  school and agains t  w h a t  t h e  
chi ldren interviewed were saying. Many parents sa id  t h e i r  chi ldren attended 
school most of the  time. The attendance record showed t h a t  none of the 
chi ldren attended 100% of t h e  time school w a s  i n  session,  although there  were 
a fen who had near perfec t  attendance records. Almost 50% of the children 
attended one-third or  less of the time the  school was i n  session. (This was 
less than one eighth the  specif ied time. ) Since school was only i n  sess ion  an 
average of  67 days for  PI and P2 pupils,  50% of then received a scant  22 days 
of schooling f o r  an e n t i r e  schaol year. 

When asked about t h i s  discrepancy, the parents would e i t h e r  claim ignorance 
about the matter, o r  say that sometimes it was necessary f o r  then t o  send the 
chi ldren t o  take care of the c a t t l e ,  pro tec t  the cul t iva ted  f i e l d s ,  run 
errands o r  watch a younger child. ,  On the  other  hand, when the  chi ldren were 
asked, they indicated that they sometimes stayed away from school without 
t h e i r  parents '  permission o r  they were required by t h e i r  parents t o  a t tend t o  
v a r f ~ u s  f a n i l y  considerations. But the main reason given f o r  the  chi ldren  
missing school was that the teachers were on s t r i k e  or  absent f o r  some other  
reason. When the  parents were asked if they understood why i t  was necessary 
f o r  the  chi ldren t o  at tend school every day, most of them indicated that they 
did not ,  except t h a t  the teacher s a i d  i t  was necessary, o r  they gave some 
a l t e r n a t e  armwer about t h e  chi ld  ge t t ing  a good education s o  that he could 
have a be t t e r  job; none gave an indicat ion t h a t  they understand the mechanics 
of the educational process and the necessity of building one lesson upon 
another . 

2.4 DISCUSSION 

The r e s u l t s  of t h i s  survey confirm the  observations regarding teaching 
prac t ices  current ly  used i n  t he  schools which are recorded i n  considerable 
d e t a i 1 . h  the  second and th i rd  impact evaluations. Teachers admitted f r e e l y  
that the methodology stresses a c t i v i t i e s  which de-emphasize productive 
learning. Hence t h i s  finding lends support t o  the recommendations f o r  changes 
i n  methodology and materials if any but the  smallest percentage of chi ldren 



1 . .  the  most highly self-motivated) at tending school are t o  a t t a i n  
functionall l i t e r a c y  i n  their indigenous languages. In  addi t ion  t o  t h i s  
ant ic ipa ted  r e s u l t ,  the anthropological survey produced a more complete 
p ic tu re  of the  sociological  var iables  which influence the impact of  formal 
education i n  r u r a l  schools, Due t o  the  the  r e s t r i c t e d  regional  coverage of 
t h e  survey, however, caution needs t o  be exercised i n  general izing the  r e s u l t s  
t o  the  e n t i r e  population of Southern Sudan. 

One of the  more in te res t ing  and t o t a l l y  unexpecLed r e s u l t s  of the  survey 
w t h e  absence of a s ign i f i can t  d i f ference  i n  a t t i t u d e  toward education 
between urban and rural and more pa r t i cu la r ly ,  between agrar ian  and pas tora l  
soc ie t i e s .  The data  make it appear t h a t  education is valued by a l l  segments 
of  soc ie ty  i n  Southern Sudan, even though parents  show an extremely vague idea 
of what benef i t s  are t o  accrue from sending t h e i r  chi ldren t o  school. 
S i n i l a r l y ,  although there is c l e a r l y  broad support fer l i t e r a c y  i n  the  
indigenous languages, Jus t  how reading and wri t ing might be of immediate 
p r a c t i c a l  use i n  da i ly  l i fe  does not seem t o  be evident t o  m y  adu l t s ,  as is 
evidenced by the  preferences expressed i n  Table 2.4. A far g rea te r  percentage 
of the people interviewed see l i t e r a c y  as a vehicle primarily f o r  maintaining 
t r i b a l  ctwtoras and h is tory  than as a means of obtaining knowledge which w i l l  
improve t h e i r  standard sf l iv ing .  

These two f indings suggest t h a t  s t e p s  need t o  be taken t o  sharpen community 
perceptions of  the  p rac t i ca l  benef i t s  that can accrue from l i t e racy .  I t  does 
not  seem l i k e l y  that the i n j t i a l  e n t h u d a m  f o r  the l i t e r a c y  proJect can be 
sustained over many years unless a l l  members of  the community can see it's 
value i n  some aspect  of their da i ly  existence-  One of the first s t e p s  that 
should be taken is t o  discover what kinds of t r a d i t i o n a l  a c t i v i t i e s  a i g h t  
benef i t  from t h e  introduction of reading and ur i t ing .  The r e s u l t s  of Hoppels 
study have projected some areas that r i g h t  be explored i n  g rea te r  d e t a i l  with 
a view t o  es tabl i sh ing the value of reading and writing i n  rural l ife.  

The survey data suggest that parents would l i k e  a g rea te r  r o l e  i n  making 
decisions about school but, a t  the  same time, view the  maintenance of  formal 
education as the  s o l e  responsib i l i ty  of Lie government. The legacy of  the  
colonia l  administration, which established the concept of formal education as 
the  respons ib i l i ty  of an *outsiden sr *foreignn group, has been t ransfer red  t o  
the nat ional  government, Comments generated i n  the course of  interviews 
indicated that an external  organization should have the respons ib i l i ty  f o r  the  
schools just as they have had i n  the past ,  s ince  the community ne i ther  has the 
know-how on. resources t o  run them.. The obvious implication here is t h a t  the  
k l n i s t r y  should be aware of  t h i s  view and tRat c e r t a i n  types of programs 
designed t o  s h i f t  some of the  burden of school maintenance, e.g-, wself-kelpn 
programs w i l l  meet with l i t t le  enthusiasm. 

In addi t ion  t o  the  basic problem of  la rge  numbers of poorly t ra ined 
teachers, which obviously affects the c a l i b r e  of ins t ruc t ion  pupi ls  received, 
the survey confirmed something that  the  educators who par t ic ipa ted  i n  the 
impact evaluat ions frequently complained of --sporadic attendance by teachers 
and pupils  and frequent in ter rupt ions  throughout the year (of ten  due t o  
s t r t k e s ) ,  thereby cur ta i l ing  the  t o t a l  amount of f n ~ t r u c t i o n  planned f o r  a 
year as w e l l  as the continui ty necessary f o r  learning. Teacher absences are 
due not  only t o  the  f a c t  t h a t  pay is s o  low t h a t  primary school teachers f ind  
it necessary t o  supplement their salaries with gardening, building their own 



houses and involvement i n  other  subsistence act ivi t ies ,  but  a l s o  because they 
genuinely want t o  farm or  raise c a t t l e .  Many of the  teachers  interviewed s a i d  
that they viewed these m t i v i t i e s  as a regular part of t h e i r  l i f e  and her i tage  
and could not imagine doing without them. A s  a r e s u l t  of  t h i s  a t t i t u d e  
absences from their western-style job, i.e., teaching, were inevi table  and i n  
their opinion q u i t e  Jwtdfied. 

The survey revealed a number of  a t t i t u d i n a l  f a c t o r s  which combined t o  
se r ious ly  in te r rup t  and impede the continui ty of  f o r a a l  education i n  Southern 
Sudan, i n  pa r t i cu la r  i n  the r u r a l  areas. These a t t i t u d i n a l  barriers r e s u l t  
from c lash  between t r a d i t i o n a l  l i f e  s t y l e  values, t o  which the Soukhern 
Sudanese c l ing  tenaciously and the  demands imposed by a western s t y l e  
educational system. This c lash  is manifested i n  the  behavior of educators,  
parents ,  and children. Qne exmple  is t h e  parents1 a t t i t u d e  toward education 
and t h e i r  recognition sf the  need t o  r e c r u i t  the  l a r g e s t  possible  work fo rce  
t o  sus ta in  t h e i r  subsistence economy l i f e - s ty le .  Although parents  
s v e s ~ e l m i n g l y  endorsed the concept of formal education, they a l s o  recognized 
how useful t h e i r  children could be helping i n  subsistence pursui ts .  
Consequently, many parents subscribed t o  governnental educational po l i c i e s  and 
gave  the^ l i p s e r v i c e  u n t i l  demands were placed upon them, e.g., providing 
what is necessary for  the  chi ld  t o  go t o  school: c lo thes ,  regular  meals, 
school materials and ac tua l ly  losing t h e  chi ld  from the family workforce. 
Daily necessi ty then began t o  dominate and chi ldren missed school frequently 
s ince  nany parents were not able o r ,  a t  t i n e s ,  not wil l ing,  t o  withstand 
f u r t h e r  economic deprivation. The f a c t  that the schools i n  their area had 
poorly t ra ined teachers and no supplies  and generally d id  not l i v e  up t o  t h e i r  
i d e a l  of what a school should be did l i t t l e  t o  encourage them t o  s a c r i f i c e  
addi t ional  workers by sending t h e i r  children t o  school. This problem is 
compounded by another f inding of the survey -- the f a c t  t h a t  parents do not 
comprehend the  necessi ty of continuous attendance. Thus, those parents who do 
send t h e i r  chi ldren t o  school often believe t h a t  extremely sporadic attendance 
is acceptable and represents  an adequate s a c r i f i c e  on t h e i r  part .  

Poor attendance was obviously i n  par t  due t o  the saeie reasons which cause 
chi ldren throughout the world t o  shun f o r m 1  education, i . . ,  lack of 
i n t e r e s t i n g  a c t i v i t i e s  o r  challenge provided by the  teacher,  learning 
d i f f i c u l t i e s ,  etc. But the  survey revealed another important cause: a c lash  
between the  t r a d i t i o n a l  subsistence schedule and the  western education 
schedule introduced during the  colonial  era. A s  many as 50% of these chi ldren 
did not ~ e t u r n  a f t e ~  the morning breakfast breaks &cause they l ived too far 
away and t h e i r  parents were occupied during t h e  school recess  and could not  
prepare food f o r  them. They therefore had t o  seek food i n  their compound o r  
i n  their p a r e n t s V i e l d s .  

Some of the  a t t i t u d i n a l  c o n f l i c t s  mentioned here can be treated by 
government intervention,  but o thers  may be more d i f f i c u l t  t o  deal with. Many 
Sudanese educators argue that Cne r e i n s t i t u t i o n  of the  boarding school system 
a t  the  primary school l e v e l  would do much t o  reduce truancy resu l t ing  from 
children having t o  leave school t o  f ind  a source of food. Better and 
regular ly  paid salaries would doubtless make teaching more a t t r a c t i v e  and 
reduce teachers' dependence on outside sources of income. I t  should a l s o  be 
noted that regional  governments have attempted t o  accommodate pressures which 
stem from traditenal c u l t u r a l  pa t te rns  through the  i n s t i t u t i o n  o f  o f f i c i a l  
holidays, such as @planting dayw i n  Western Eguatoria province. Uhether a 



c a r e f u l l y  planned and well executed campaign t o  educate pa ren t s  about t h e  
neces s i ty  o f  insur ing  that their ch i ld ren  a t t e n d  school " regular lyw (a ccncept 
which obviously needs t o  be redefined f a r  many a d u l t s )  would be succes s fu l  
depends i n  l a r g e  p a r t  on demonstrating the  p r a c t i c a l  value o f  educat ion and 
t h e  a c t i v i t i e s  o f  t he  schools  t o  provide it, The survey showed t h a t  a t  the  
presen t  time n e i t h e r  of  these  condi t ions  are f u l f i l l e d  i n  t h e  eyes  of  most 
rural Sudanese. Education is presen t ly  sus ta ined  through vague promises and 
hopes that good th ings  may come i n  t h e  fu tu re .  

An i s s u e  t h a t  surfaced time and aga in  i n  t h e  interviews ww t h e  problem of  
d i s c i p l i n e  i n  t h e  schools  and a t  home. Lack o f  d i s c i p l i n e  i n  t he  schools  was 
usua l ly  blamed on the  northern Arabic influence i n  t he  educa t iona l  system. 
Many t r ibes-people  s a i d ,  T h e  Northerners are using the  schools  t o  steal our  
ch i ld ren  from us.** This was heard repeatedly,  not  only through t h e  
in te rv iews ,  but a l s o  while t r ave l ing  o r  v i s i t i n g  with people. Often as soon 
as people heard that an weducational surveytP was being conducted, t h i s  t o p i c  
would come up. Parents  s a i d  t he  lack of  d i s c i p l i n e  i n  t he  schools  and the 
encouragement of  s tuden t s  by northern Sudanese Arab o r  Arab-enculturated 
t eache r s  t o  defy the  au tho r i ty  s t r u c t u r e  i n  the  home was a t  t h e  core  o f  t h e  
problem. Southern paren ts  and townspeople s a i d  that s i n c e  the  Arabs could no t  
d e f e a t  them i n  t h e  c i v i l  war, they were going t o  do i t  through c o n t r o l  of  t he  
educa t iona l  system and the  economy. This c o n f l i c t  spawns a g r e a t  d e a l  o f  
l a t e n t  h o s t i l i t y  and suspicion between paren ts  i n  c e r t a i n  a r a  such as Bahr 
E l  GhazaP province and those involved i n  t h e  educat ional  system and i t  may be 
one of  t he  primary reasons why many paren ts  r eg re t t ed  the absence o f  some 
organiza t ion  such as PTA where they could express  their views about w h a t  goes 
on i n  t he  school.  

A au rp r t s ing ly  l a r g e  number of  people interviewed expressed t h e  view that 
t h e  major problem with education i n  Southern Sudan is p o l i t i c a l .  They f e l t  
t h a t  many teachers  were p o l i t i c a l l y  involved and used the  schools  as p l a t f o r m  
f o r  their p o l i t i c a l  b e l i e f s  by i n d o c t r i m t f n g  the  ch i ldren  from PI through 
s e n i o r  secondary school and by i ~ v o l v i n g  them i n  p o l i t i c a l  a c t f v i t i e s  i n  t h e  
later school  years.  In  t h i s  regard,  money and school n a t e r i a l s  were s a i d  t o  
be given o r  withheld by the North i n  accordance wi th  the "cooperatiolk* o f  
groups i n  t h e  s ~ u t h e f n  provinces. Money and books were a v a i l a b l e  f o r  t e ~ ~ c h i n g  
Arabic and sub jec t  matter i n  Arabic, but were s a i d  to  be withheld f o r  s u b j e c t  
matter I n  the  vernacular and English. A s  a r e s u l t ,  paren ts  and townspeople 
d i s t r u s t  t he  educat ional  system, bel ieving i t  t o  be a t o o l  f o r  t h e  Arabizatfon 
of  t h e  South. 

Because o f  the  c o n f l i c t ,  some paren ts  would send t h e i r  ch i ld ren  only t o  a 
*vernacularw school and a t h e r s  would no t  allow them t o  go t o  school  a t  a l l .  A 
l a r g e  number o f  paren ts  verbal ized t h e i r  dismay a t  the  increas ing  loss of  
language and c u l t u r e  by members o f  t he  younger generation.  Many feel t h a t  
t h i s  is happening because they be l ieve  the North is c a r e f u l l y  o r c h e s t r a t i n g  a 
plan t o  convert  t o  Islam not  only the  Southern Sudanese but a l s o  black 
Africans o f  o the r  na t ions  further south. 

Thus, although on the  su r f ace  the re  seems t o  be a real desire f o r  educat ion 
among old and young a l i k e ,  t h e r e  a l s o  seems t o  e x i s t  a cove r t  l a i s t ru s t  o f  
education.  Many of the  Southern Sudanese claim that the  Northerners are usicg 
t h e  educat ional  process as a medium f o r  converting t h e i r  ch i ld ren  t o  Islam. 
They a l s o  claim t h a t  t h i s  process is destroying t r a d i t i o n a l  Sudanese black 



African cul ture ,  breaking down tribal and family re la t ionships  and d i s t o r t i n g  
economic pat terns  upon which these groups depend. Although Hoppets study d i d  
not delve i n t o  t h i s  matter i n  depth t o  determine the  reality of what is 
happening regarding these claims, the fact that over half of the  people 
expressed these fee l ings  ce r t a in ly  indica tes  that  a p r ~ b l e m  e x i s t s  i n  t h i s  
area. 

A first s t e p  i n  dealing with t h i s  p r~b lem may be the  recognition t h a t  
p o l i t i c a l  and philosophical d i f ferences  between the North and the South Rave 
s p i l l e d  over i n t o  the  educational system. In order f o r  a workable educational 
system t o  be developed f o r  Southern Sudan, differences mu& be appreciated,  
appropriate  programs developed, economic needs shared. As Beshir ( 1974, p. 
11) points  out,  new educational values fo r  a new future nust be hafinered out: 
Vhe problem today is what new values and a t t i t u d e s  are t o  be in jec ted  i n t o  
the minds of those enrolled i n  the schools, colleges and u n i v e r s i t i e s  and how 
t o  do this....* (p. 1). The real hope of Southern Sudan is its people -- s o  
much potent ia l ,  f l e x i b i l i t y  and genuine concern. n?e bright  spot  is t h e i r  
deep d e s i r e  f o r  education -- education that they believe can be used t o  
overcome the d i f f i c u l t i e s  of t h e i r  present s i t u a t i o n  and the  v is ions  they have 
f o r  t h e i r  chi ldren and country and the hope that one day they w i l l  be a b l e  t s  
d i r e c t  the  fu tu re  of  t h e i r  land. 



O f  the  nine Role A languages, f i v e  -- B a r i ,  Dinka, Lotuho, Moru and Ndogo -- already had orthographies developed f o r  them by missionaries p r io r  t o  the 
C i v i l  War (see  Cabjanda & Bell, 1979). The SIL persmnel  decided agains t  a 
deta i led  examination of these orthographies, which might have resul ted  i n  
possible  changes, f o r  two p rac t i ca l  reasons. F i r s t ,  t he  IRL l i t e r a c y  o f f i c e r s  
assigned to  work with them were familiar with the e x i s t i n g  orthographies and 
felt  they were adequate. Second, SIL was under considerable pressure from t h e  
Southern Regional Ministry of Education to  show some progress as soon as 
possible.  I t  was, therefore,  decided to forge ahead developing primers i n  
these languages, which were now designated "Cycle 1" languages. The proJect 
comnenced i n  Palotaka i n  June 1977 and by 1979 t r ial  ed i t ions  of primers i n  
four of the f i v e  Cycle 1 languages (Bari,  Dinka, Lotuho, and Ndogo) had been 
completed, p i l o t  tested i n  14 schools, and revised. Work on Moru had had t o  
be postponed because the Sudanese s e n t  t o  col laborate  wSth the SIL consultants  
had g rea t  d i f f i c u l t y  grasping the technology of materials development. The 
completion date f o r  tr ial  ed i t ions  of primers i n  Kresh, Nuer, and Zande, now 
designated "Cycle 2" languages, was scheduled f o r  late 1980 o r  e a r l y  1981 due 
t o  lack of  personnel, f a c i l i t i e s  t o  house the language o f f i c e r s ,  and the  need 
f o r  fu r the r  l i n g u i s t i c  analysis .  No work could be undertaken on Shi l luk  due 
t o  the  unavai labi l i ty  of nat ive speakers. The construction sf add i t iona l  
l i v i n g  quar ters  a t  Uaridi enabled the project  t o  be moved these i n  1979 and by 
1980 the  trial ed i t ions  of the  Cycle 2 primers were almost f inished.  Sone 
preliminary l i n g u i s t i c  research on selected Role B languages (Mundu, Murle, 
the  Jur Beli d i a l e c t s ,  Ju r  Luo and Bongo) was carr ied  out  i n  1977 and 1978. 

A six-year t imetable uas worked out f o r  the  production of t r ial  e d i t i o n s  of 
Cycle 1 and Cycle 2 primers, t h e i r  f i e l d  t e s t i n g  and revis ions  and t h e  
t r a in ing  of teachers,  By October 1979, primers had been produced i n  Cycle 1 
languages and were being tried out  i n  l o c a l  schools. Preparation of  the  Cycle 
2 primers began i n  March 1980 a t  h r i d i .  Their t e s t i n g  was t o  begin i n  t h e  
1981 school year, Work on the  preparation of the English and Arabic bridge 
materials had Just begun i n  January, 1980, when t h e  CAL consultants  made their 
i n i t i a l  v i s i t ,  A t  t h a t  time schools were not  i n  sess ion ,  s o  the consul tants  
focused on an examination of the Cycle 1 materials and planning f u t u r e  
research s t ra tegy,  The following sec t ions  of t h i s  chapter contain a 
descript ion of the  methodology used i n  preparing the  Cycle 1 materials, a 
c r i t i q u e  of these materials, recouondations f o r  improvement and o ther  r e s u l t s  
of  a seminar held i n  Harid1 i n  October 1980 during which various changes t o  be 
incorporated i n  the Cycle 2 primers were agreed upon. 

The method used by the SIL  group t o  assemble data and process it i n  
preparation for  wri t ing the  l i t e r a c y  materials is de ta i l ed  i n  the Manual of 



Li te racy  f o r  P r e l i t e r a t e  Peoples by the  late Sarah C. Gudschinsky C1973). 
Gudschinsky, an  exce l l en t  l i n g u i s t  t r a ined  i n  the  t r a d i t i o n  of Leonard 
Bloomfield, devoted considerable  a t t e n t i o n  t o  t he  s u b j e c t  o f  l i t e r a c y ,  Her 
approach t o  the teaching of  reading does not  draw heavi ly  on any p a r t i c u l a ~  
method p re sen t ly  i n  use, r a t h e r  it is derived pr imar i ly  from he r  ex tens ive  
personal  experience i n  t h i s  f i e l d .  The Mnual  is intended as a "cook bookn 
which can be appl ied t o  produce l i t e r a c y  ma te r i a l s  anywhere i n  the  world 
within a s h o r t  t i n e  and i t  has guided S I L  e f f o r t s  f o r  many years .  L i t e r a c l  
Priplers: The Gudschinsky Method i n  an updated and modified vers ion  o r o f  t h e  
Gudschinsky system, authored by Ernest  W. Lee (1982), an SIL l i n g u i s t .  

The preliminary s t a g e s  undertaken i n  the prepara t ion  of  t h e  primers 
descr ibed t o  u s  by the  SIL personnel follow the  procedure set down i n  t he  
Manual. A s  mentioned earlier Sudanese teachers  assigned t o  t h e  l i t e r a c y  
p r o j e c t  had previously taught t h e  four  languages i n i t i a l l y  s e l e c t e d  f o r  
concentrat ion -- Bari, Ndogo, Lotuks and Dinka -- using primers which had an 
orthography based on symbols developed a t  t h e  Rejaf conference i n  1926 a t  
which t h e  famous Afr ican is t ,  Die t r ich  Westermann w a s  present .  The SIL 
l i n g u i s t s  worked with these teachers ,  l e a rn ing  as much as tRey cauld about  t he  
languages and prcviding them with i n i t i a l  t r a i n i n g  i n  t h e  Gudschinsky l i t e r a c y  
method. The SPL personnel had the  Sudanese teachers  mite s e v e r a l  hundred 
pages of s t o r i e s  i n  t h e i r  languages. The only r e s t r i c t i o n  placed on the 
content  o f  t he  s t o r i e s  w a s  that  they be t y p i c a l  o f  the r e spec t ive  c u l t u r e s .  
These s t o r i e s  then cons t i t u t ed  a corpus, which was t h e  data base f o r  a 
frequency c ~ u n t  made on a l l  morphemes contained therein .  The frequency count 
was arranged i n  two ca t ego r i e s  -- content  words and nfunc torsu  ( 
morphemes). An a d d i t i o n a l  frequency count f o r  a l l  a lphabe t i c  letters was made 
(Gudschinsky, 1973, p. 55). based on the  conkent words. Then a rough 
estimate of  t h e  most f requent  sentence types  was made. The SIL l i n g u i s t s  then 
began t o  coach Sudanese writers i n  t he  preparat ion of t he  materials. The 
frequency counts formed the  basis f o r  a r r i v i n g  a t  dec i s ions  on t h e  
in t roduc t ion  and sequencing o f  letters, word and functors .  

DESIGN OF THE HATERIALS 

The pre-primers, each 40 pages i n  length ,  contained e x e r c i s e s  t o  develop 
t h e  s tuden t s '  a b i l i t y  t o  hold a penc i l  and make some of the  s t r o k e s  which are 
components of  t he  a lphabet  letters. A few s i g h t  words necessary f o r  the  
i n t ~ o d u c t o r y  lessons  i n  t he  primer were a l s o  taught  through p i c tu re s .  
Examples are shown i n  Appendix 3A. 

We were i n f ~ f ~ e d  that the  purpose of  t he  primers was t o  expose the  s t u d e n t s  
t o  a l l  of  t h e  letters of t he  a lphabet  n l n  a l l  o f  the  contex ts  they occur and 
t o  teach a l l  of  t he  bas ic  f ~ n c t o r s . ~  I t  is a basic conten t ion  of t h e  
Cudschinksy method t h a t  s a t i s f y i n g  these  two condi t ions  e f f e c t i v e l y  equips  a 
c h i l d  t o  read without h e s i t a t i o n  the  wr i t t en  form o f  any speech act, i.e., 
r e s u l t s  i n  the  a t ta inment  of  func t iona l  l i t e r a c y .  In  fact a stricter, 
ope ra t iona l  d e f i n i t i o n  of  func t iona l  l i t e r a c y  f o r  t h i s  p r o j e c t  would have been 
t h a t  upon completing the  primer the  s tudent  would be a b l e  t o  read a l l  of t he  
s t o r i e s  i n  t h e  past-primers. The l e v e l  of prof ic iency ~ e q u i r e d  f o r  t h i s  
m i g h t  be g r e a t e r  o r  less than t h a t  a t t a i n e d  by Sudanese ch i ld ren  who Rave 



completed a similar number of y e a r s  i n  schools were Arabic o r  English is 
taught. 

One o r  two primers f o r  each language were developed depending on how much 
material needed t o  be covered pr ior  t o  the  post-primer, The format was always 
the  same. Three types of lessens follow sequential ly:  ( a )  Le t t e r  Drills; 
(b) Functor Dr i l l s ;  (c )  Review Lessons. Each lesson contained some connected 
reading using words introduced earlier i n  the  lesson, 

The Letter Drill consisted of five parts. I t  began by displaying a "keyn 
word, i.e., EI content word (a nolm or verb) matched with a picture.  Then, i n  
boxes, there  were f i v e  component stages: ( a )  analys is ,  which i so la ted  the  
letter that was t o  be practiced; (b) , synthes is ,  which was used t o  focus on 
the  smaller b i t s  within the  un t t ,  e-g., a vowel within a consonant-vowel un i t ;  
(c )  an iden t i f i ca t ion  d r i l l ,  which was supposed t o  psovide the  s tudent  w i t h  an 
opportunity t o  see t B e  usanenessll of the new letter and iden t i fy  i t  ; (d ) a 
contras t  d r i l l ,  which had the purpose of contrast ing t h e  new better with 
previously s tudied letters which occur i n  the  same posi t ion  i n  t h e  s y l l a b l e ,  
and ( e )  a word-building d r i l l ,  which b u i l t  words with the  same letter studied 
i n  the  word and previously studied letters. The purpose here was t o  give the 
s tudent  the  o p p o ~ t u n i t y  t o  see the new letter i n  l a rge r  chunks and n t o  t i e - i t  
t o  meaningful An example of a Letter Drill is shorn i n  Appendix 3B.  

The Functor Drills wePe composed of three  p a r t s  (again, separated i n  
boxes): (a) an analys is  d r i l l ,  which i so la ted  the  morpheme from the  broader 
frame provided by the sentence ( t h e  s t a t e d  purpose, defined i n  tagmemfc terms, 
was t o  provide an example f o r  focusing on the  posi t ion of  the  morpheme i n  its 
n s l o t n ) ;  ( b )  an ident i f ica t ion  d r i l l ,  which was supposed t o  provide the  
opportunity f o r  focusing on the  v isual  shape of the  functor;  and ( c )  a 
cont ras t  d r i l l ,  which contrasted the  function i n  a sentence frame with a 
p ~ e v i o u s l y  l e a n e d  functor i n  a sentence which, as near as possible,  nas 
otherwise ident ica l .  Once again, as was the  case with the  l e t t e r  d r i l l ,  a 
shor t  s t r e t c h  of connected discourse, using sentences with familiar words and 
the  new functor,  was presented on the  opposite page f o r  reading pract ice.  An 
example of a Functor D r i l l  is shown i n  Appendix 3C. 

The Review Units consisted of three parts :  (a) a box i n  which s y l l a b l e  
shapes, which were not always complete morphemes, were contrasted; (b) a list 
of  words previously taught; and ( c )  a box i n  ubich functors  were contrasted 
i n  sentence frames. Again, a reading passage appeared on the  opposite page. 
Appendix 3D shows an example of a Review Unit. 

A l l  teacher 's  ed i t ions  of the l i t e r a c y  .aterials came provided with a 
simple but e f f e c t i v e  teacher's guide m i t t e n  i n  the vernacular that  out l ined 
the  teaching procedure f o r  each sec t ion  along with the appropriate  page of  the  
pupils '  book, 

3.3 PROBLEMS WITH THE CYCLE 1 MATERIALS 

b i l e  i n  Juba and Maridi during their January 1980 v i s i t ,  t he  consultants  
had the opportunity t o  inspect  a l l  of the Cycle 1 primers with two Sudanese 



l ingu i s t s ,  Dr. James Dahab Cabjanda and D r .  Ushari Mahmud of  the I n s t i t u t e  of 
African and Asian Studies at  the  University of Khartoum. The SIL l i n g u i s t i c  
consultants  who had supervised the preparation of the  Cycle 1 primers, 
careful ly  led  the consultants  through a page-by-page examination of  these 
materials. Two major types of 2roblem areas were discovered. 

3.3-1 PROBLEMS WITH ORTHUGRAPHY CONSTRUCTION 

The decision t o  use tkie o r ig ina l  orthograg+'lies designed f o r  the Cycle 1 
languages l ed  t o  a number of d i f f i c u l t i e s  s ince  these orthographies o f t en  
v io la te  an accepted pr inc ip le  of alphabet construct ion -- t h a t  the  need t o  
maintain a cons is tent  shape f o r  morphemes should take precedence over the  
d e s i r e  t o  achieve a perfect  f i t  between sounds and symbols. This can be 
simply illustrated i n  American English, where a s i n g l e  printed form sf the  
past tense morpheme, - wed, is wed  i n  s p i t e  of the Pact t h a t  there  are th ree  
phonemic shspes, /t/, /d/ and / d/.* The orthographies devised f o r  the  Cycle 
1 materials of ten  violated t h i s  pr inc ip le  by symbolizing too much phonetic 
d e t a i l  and r e p r e s e n t h g  ~orphophonenic a l t e r n a t i o n s  t h a t  are not  sub jec t  t o  
arrbiguity. The following examples illustrate these points.  

In Dinka the  conJunction "and* is normally pronounced /ku/ and hence was 
transcribed as & i n  sentences l i k e  (1): 

(1)  Akec ku Kon acf we1 COP 
(name) and (name) pers- /past  guinea-fowl chase 
"Akec and Kon chased the/a guinea fowln 

However, it is frequently wri t ten i n  sentences l i k e  (2)  : 

(2) Ken ake t we1 kua aweec 
(name) 3rd pers/carrying guinea-fowl and bird 
"Kon is carrying ( the la )  guinea fowl and ( the /a)  birdit 

The a added t o  the ku i n  example (2)  represents  the  Dinka consultanb's 
correct-perception of  t h r i n i t i a l  vowel i n  the word nbird.n What has occurred 
i n  t h i s  case is compensatory lengthening, a phenomenon qu i t e  common i n  many 
languages. Coming off  the /u/, which is rea l ized  l a rge ly  as l i p  rounding, the 
speaker begins the  a r t i c u l a t i o n  of the following, the /a/ of  aweec, -- with the  
r e s u l t  that  the latter is lengthened. This would have occurred with any 
vowel, it Just s o  happened that a i l  of the words i n  pages 85 through 91 of the 
Dinka primer (when it occurs some 23 t i n e s )  that followed ku began with an  a, 
What the  D i n k a  consultant insisted upon carrying over i n t r t h e i r  o r t h o g r a S y  
i n  a l l  of these cases was the  ext ra  lengthening sf vowel i n  the  following 
word, hence the  ex t ra  a is added t o  the  ku i n  only these instances. 
Predictably, the  spe l l ing  always remains & when the  following segment is a 
constant as i n  (1 ) .  The preservation of the  fsrm ku as "andn, which is 
motivated by t h e  pr inc ip le  t h a t  orthography should f a z l i  tate the  ex t rac t ing  
of meaning, is very relevant here. I t  makes no more sense t o  have two 
spe l l ings  f o r  t h i s  morpheme i n  Dinka than t o  have two alternative s p e l l i n g s  
l i k e  ~ o i n ~  and ~ o i n  i n  English. In  fact, e r r o r s  of  t h i s  kind are a v io la t ion  



of Gudschinsky's fourth pr inc ip le  of t r ansc r ip t ion  -- "the slow speech form 
should be wri t ten   ath her than the fast speech form (p, 125) .:I 

Less of a problem f o r  learning t o  read, but nevertheless an i n e f f i c i e n t  
s p e l l i n g  that w i l l  eventually have t o  be corrected i n  B a r i  orthography i3 the 
rendit ion of progressive aspect  marker. A s  can be seen from example ( 3 ) ,  t h i s  
morpheme is suff ixed t o  the outer  stem. 

Past/Completed Verb Progressive Gloss 
Aspect Marker Stem Aspect Marker 

a t a t u  3 was k i l l i n g  
a son ga was carry in  
a lala b was washing 
a lufl 8a was c a l l i n g  
a der 3 was cooking 

I t  is perfec t ly  obvious from the forms i n  (3) that the  a l t e r n a t i o n  from 
t o  is t o t a l l y  predictable.  If the  last segment of the  verb stem is a velar  
consonant ( /  q/ i n  the examples) then t h i s  i n i t i a l  consonant of t h a t  aspect  
marker w i l l  be the velar s t o p  /g/. If it is not a velar  consonant, then the 
progressive aspect  marker begins wi th  a palatal /I/. This  i s  an instance of  
progressive assimilat ion,  where the choice of  a palatal or  ve lar  consonant is 
automatically signalled by the preceding segment, A s  Venezky ( 1970) and 
Chomsky (1970) have demonstrated, the  correc t  o r a l  reading w i l l  normally be 
given i n  cases l i k e  t h i s ,  s ince  the  chi ld  knows the r u l e s  of  h i s  lmguage. 
Cudschinsky, too, suggests that both phoneaic forms should be used m l y  i n  
those cases where ambiguity would arise from a morphophonemeic s p e l l i n g  (1973, 
p. 125). Certainly,  no such p o s s i b i l i t y  exists here. I t  is as unnecessary t o  
symbolize both phonemic m i f e s t a t i o n s  of the  i n i t i a l  segment of the 
progressive aspect marker i n  Bapi as i t  would be t o  represent  with another 
letter a l l  cases i n  English where a velar  nasal s top  assimilates t o  a 
following velar  s top ,  e.g., a nchor, s in ir] ,  etc. Henee, a s i n g l e  
symbolization, i.e., Ja, is perfect ly adequate. 

An inspection of the Lotuho primer revealed evidence t h a t  the  orthography 
designed f o r  t h i s  language may pose processing problems f o r  beginning readers. 
The hypothesized d i f f i c u l t y  was a t t r i b u t a b l e  t o  v io la t ion  of the p r inc ip le  
s t a t e d  earlier -- unneces.sary changes i n  the basic shape of morphemes should 
be avoided. Lotuho orthography f a i t h f u l l y  renders a l a rge  number of 
phonological a l t e r n a t i v e s  which appear t o  be grammatically r a the r  than 
phonologically conditioned. Two cowon changes are the  de le t ion  of i n i t i a l  
vowels (4a-e) and vowel change plus inser t ion  of epenthet i  c /h/ segnient (4f 1. 

(4)  a. ige r  amam --> iger  maria 
near ( t h e )  f i e l d  

b, t o  twa esese --> t o  twa sese 
from ( the )  pumpkin 

c ,  1. Omoro amah amoti honyi --> 
(name) is smoking pipe h i s  

2. attati Omoro mata m o t i  hony i 



"and then Omoro is smoking h i s  p ipdB 

d. 1. Bwo A& oromo ilt~llna honyi --> 
and (name) is hoeflng i n  f i e l d  h i s  

'Acaha is hoeing i n  h i s  f ie ldt@ 

2. A c a h a  010 r0m0 ~ M M  hQnyi 
(name) goes/ is  going t o  hoe i n  field h i s  
'Acaha is going to  hoe i n  h i s  fieldn 

e. e r iqo  amoloq --> er iqo  as lor^ 
meat baboon meat ( o f )  the baboon 

f. er igo  eyaya --> er iqo  hiyaya 
meat porcupine porcupine m e a t  

One of the  c l a s s i c  s tud ies  of how words are s tored  i n  memory, Brown and 
HcMeill (1966) produced evidence that the  beginnings and ends of words are 
critical t o  t h e i r  recognition and retent ion.  As the  examples above show, 
Lotuho orthography r e s u l t s  i n  frequent a l t e r a t i o n s  of the  beginings of  words, 
and indeed, as m y  as three o r  four  such a l t e r n a t i v e s  may occur i n  a given 
sentence. Even though these shapc? changes may cause no se r ious  problems f o r  
s k i l l e d  readers, i t  is conceivable t h a t  beginning readers  might be confused by 
the t rucated forms. The problem we are hypothesizing here is analogous t o  
what might occur if  chi ldren learning t o  read English first encountered words 
i n  their f u l l  form, 'egg., other, reader, thinking, etc. and then l a b r  hard to  - 
recognize them with the i n i t i a l  consonant o r  vowel removed, i.e., ther, eader - - 9  
hinking, etc. O f  course the  only way t o  determine i f  this  is a serious 
impediment i n  the  development of reading s k i l l s  is through cont ro l led  
experinentation. But such speculation and t e s t i n g  would have been obviated by 
giving the  morphemes a constant shape and t r u s t i n g  i n  the  n a t i v e  speaker t o  
follow the phonological r u l e s  o f  h i s  language, i.e., make the  de le t ions  and 
vowel changes himself. 

The end r e s u l t  of mixing d i f fe ren t  l e v e l s  i n  t ranscr ip t ion  is that t h e  
orthographies devised f o r  the  Cycle I languages v a c i l l a t e  between t h e  overly 
phonetic symbolization typica l  of  t r a n s i t i o n a l ,  learning alphabets  l i k e  the  
1.t.a. ( in ternat ional  teaching alphabet) and a phonemic representat ion t h a t  is 
not optimally e f f i c i e n t  for  a d u l t  reading. This  compromise orthography does 
not optimally serve  either oP the two audiences -- literate a d u l t s  or 
beginning readers -- uhich night  wish to  make use of  it. 

A related i s sue  which should probably have been looked a t  ca re fu l ly  was 
whether o r  not some homophonous semantic concepts might not have been more 
readi ly  iden t i f i ab le  through the  s e l e c t i v e  use of diacritics. Tone is not  
represented i n  Ndogo spel l ing;  thus, those morphemes with d i f f e r e n t  meanings 
distinguished so le ly  by t h i s  feature m u s t  be processed with care i f  reading 
confusions are to be avoided, To c i t e  one example: the  letter represents  
the  copula, egg., Kiya a no, nKiya (antelope) is an animal. An alternate 
pat tern  - A.,,a is used with adject ives:  A n i k i  a no, n the  animal is goodow 
But sentences i n i t i a l l y ,  serves  as the  passive marker fo r  immediately 
following verb, e ,g, ,  A na no g i ,  n the  animal was kil led.n The d i f f e r e n t  
spoken rea l i za t ions  of  the s ing le  letter a are apparently dis t inguished by the 
tone, but t h i s  is not carried over i z t o  orthography. Since the  primer 



~6nt~:iis a large number or morphemes like this, it is easy for a reader to 
assign an incorrect meaning to a partially processed sentence. For example, 
note that in (5) and (6),  &Re first two morphemes are fndiatinguishable in 
print, 

(5) A ku wa 
Passive present/progressive shoot 
marker aspect w k e r  
w(It) is being shotn 

(6 ) A ku no 
(It) is hide/skin animal 
"(I t )  is the hide of an animaln 

These s a good deal of basic research supporting Goodmnts ( 1 9 6 4 )  
npsycholinguistic guessing gmen model of reading, whereby the reader predicts 
what is likely to occur next in the sentence Based on the material already 
assimilated. Comprehension occurs if the predictions are fulfilled but breaks 
down whenever unanticipated material crops up. low it is very clear that, 
given the absence c* t m s  markings in the Ndogo orthography, a beginning 
reader might well start processing either of the two sentences shown above 
with the unintended meaning. If he does not notice the difference between ha 
and no, he may assign a completely incorrect reading to the sentences. If 
does notice the difference, he will have to stop, backtrack, and figure out 
the source of confusion. Beginning readers are notoriously poor at resolving 
these kinds of ambiguities, frequently becoming totally confused and 
disoriented -when unintentionally rialed in this manner, 

The possibility of confusions of this type occurring in Ndogo should not by 
miniaized. We found a number of homonymic morphemes in our inspection of the 
first primer, e-g., = (a) 'X is/existsw, (b) habitual progressive aswet 
marker, (c) %kin, hiden; se = (a) neutsfde,tl (b) *fishn; p;l = (a) morpheme 
indicating completed action, (b) intensifier nveryn, ((I) verb ncomen- 9 - ta = (a) 
"withw, (b) "and"; ka = (a) njustn, (b) relative clause introducer 
wwhich/who", (c) nis/are"- 9 - ti = (a) "withn, (b) 'for the sake ofn benefactive 
with taco, ( c )  (d l  %tn (as in "look atn something). Of course not all 
of these give rise to ambiguities, since some meanings are restricted to the 
occurrence of that morpheme in a given position in a sentence. But there is 
sufficient overlap for the possibility for erroneouhc readings of a given 
aorphe~e to Justify considering the use of selectjve tone narking. For 
example, the use of a. diacritic for the passive maricer, e,g., , would have 
effectively naturalized the potential confusion alluded to in examples (5) and 
(6)  , 

3.3.2 PROBLEMS RELATED TQ VOCABULARY WNTROL 

A far more serious problem t ~ b n  the infelicities discovered in the Cycle 1 
orthographies had to do with the introduction and repetition of new words, 
The SIL/IRL writing team had adopted ti policy of drastically curtailing the 
number of new words that could appear in each consecutive lessofi. Furthermore 
each new ward was recycled a minimum of five times in five successive lessons 



tree good fop they not ,  tree g a d  are something 

ti nda mu, taco ndu ku o 
f o r  p lu ra l  bird because they pres,-prog. f l y  

ka co tari. Nda ce o la, ndu 
roqund sky. p lu ra l  s n a i l  f l y  not ,  they 

ku i r i  ka to.  Nda da mu la. 
pres.-prog. go/crawl over down. p lu ra l  chop wood not. 

wSnails  crawl a r ~ u n d  on the  ground. Trees are not  good f o r  them. Trees 
are good for  birds,  because they f l y  up i n  khe sky. S n a i l s  don ' t  f l y ,  
they go around on the  ground. They don't  chop wood.w 

The final sentence, which is c l e a r l y  incongrcsrls i n  l i g h t  of the  preceding 
context,  was attached because the word n ~ h o p t 9  needed t o  be repeated one mare 
time t o  conform with the  cons t ra in t  on the  repe t i t ion  of new words. There is 
a growing body of research, e.g., Glenn ( 19781, Kintsch and Van Dijk ( 1975), 
rJandler and Johnson (19771, S t e i n  (1979), S te in  and Glenn (1979), which 
suggests t h a t  t h e  word recycling policy may be counterproductive if it r e s u l t s  
i n  texts l i k e  the above, which d i s t o r t  episodic s t ruc tu re ,  s ince  comprehensio:~ 
and re tent ion  of content appear t o  be highly dependent on the  s t u r c t u r e  of  
s t o r i e s  , 

The constant r epe t i t ion  of a l imited number of words a l s o  produced a l a rge  
number of t o t a l l j  predictable sentences. Although there  is no evidence t h a t  a 
high degree of  vocabulary r e p e t i t i o n  is optimal f o r  reading, one study by 
Car te re t t e  and Jones (1963) suggests t h a t  it may be extremely detrimental.  
Seeking to  determine how much vocabulary r e p e t i t i o n  is present  i n  reading 
material t h a t  children prefer ,  these two researchers  asked l i b r a r i a n s  from all 
over the  United States t o  provide them with  a list of  those s t o r i e s  most 
popular with children. This popularity r a t i n g  was determined according t o  two 
c r i t e r i a :  those s t o r y  books which were taken out  most frequently and those 
s t o r i e s  which chi ldren l iked  t o  have read i~ s t o r y  hours. Three l e v e l s  of 
s t o r i e s  were considered i n  t b i  s study: (a) s t o r i e s  wr i t ten  f o r  kindergarten 
up t o  the  second or  t h i r d  grade; (b)  those wr i t ten  f o r  Grades 2 and 3 up t o  
Grade 5, and (c )  those wr i t ten  for chi ldren from Grades 4 t o  6, 

The study turned up a number of in te res t ing  fac t s .  F i r s t ,  t he re  was l i t t l e  
evidence t h a t  the length of wwds was uniform a t  any of t h e  three levels .  
Long words and shor t  words seeNed t o  be included regardless  of t h e  level .  



However, there was a d i s t i n c t  increase i n  sentence length as grade l e v e l  
increased. Host importantly, however, when Carterette and Jones compared the 
preferred s t o r i e s  a t  the first l e v e l  (kindergarten t o  grades 2 and 3) w i t h  
commercial readers designed fo r  these grades, they found the vocabulary 
r e p e t i t i o n  rate i n  the  preferred s t o r i e s  t o  be considerably lower. This would 
ind ica te  that chi ldren uho are beginning t o  read may very well be bored by 
commercial readers because the  rate a t  uhieh words are recycled i n  them is s o  
high. 

Some of the  Cycle 1 materials provide a graphic i l l u s t r a t i o n  of t h i s  
c r i t ic i sm.  One Sudanese graduate s tudent  who assisted Cziko i n  the  
preparation of the  Bari l i t e r a c y  tests was s u f f i c i e n t l y  imppessed by the  
repe t i t ion  rate of' words and sentences i n  the  Bari primer t o  remark t h a t  the  
book appeared extremely boring t o  him and might well be perceived as such by 
the chi ldren f o r  whom i t  was designed. However, the  constant r e p e t i t i o n  of  
the  same vocabulary poses a far grea ter  danger t o  the  development sf e f f e c t i v e  
reading s k i l l s  than was apparently recognized by the SIL staff. In  order t o  
determine with reasonable precision just how redundant a Cycle 1 primer could 
be, Cowan selected one -- the Bari Book 2 -- and d i d  a vocabulary count of the  
words used i n  sentences i n  the first 35 pages ( the primer 2 s  75 pages long).  
Table 3.1 shows the t o t a l  frequency of  the  words used i n  the first 35 pages. 

The high frequency counts f o r  the two names can be ignored, s i n c e  Jada and - 
Poni are the main characters  i n  the  s t o r i e s  and hence appear i n  p r a c t i c a l l y  - 
every sentence. But note t h a t  only 10 nouns and 5 verb3 are used i n  the 35 
pages. An inspection of the  noun and verb tallies re.,-'s: the  extraordinary 
repe t i t ion  of vocabulary. TWO nouns, t ap in i  (guinza f m i )  kayata (meet 
potato) appear almost as aany times as the  name Jada. Also, two verbs,  d e r j a  
(cook) and nyesu (eat) have extremely high counts, 26 and 27 respect ively.  
(The low counts fo r  - l a l a  (wash) and d i  (say) do not reflect the  fact that 
these two verbs are not introduced i n z  s t o r i e s  u n t i l  page 29. ) Given these 
two facts, i t  should be obvious t h a t  p rac t i ca l ly  every page of  the f irst  half 
of t h i s  book contains one of  e igh t  sentences: 

a. Poni a d e ~ j a  t a p i q i  #Poni is cooking the guinea fowlw 

b. Poni ader ja  &ayah V o n i  is cooking the  sweet potatoesn 

c. Poni anyesu tapiqf "Poni is eat ing  the guinea fowlw 

d. Jada anyesu tapirJ i  "Jada is ea t ing  the  guinea fowlfg 

e. Poni anyesu kayata =Poni is eat ing  the sweet potatoesw 

f. Jada arlyesu kayata "Jada is eat ing  the sweet potatoesu 

g. Poni ko Jada anyesu wPoni and Jada are ea t ing  
 tapir^ f guinea fowlw 

h. Poni ko Jada anyesu *Poni and Jada are ea t ing  
kayata sweet potatoesn 

There is considerable research wMch shows t h a t  two f a c t o r s  assist children 
i n  decoding words. The f i r s t  is the overa l l  frequency of  the  word i n  the 



Table 3.1 

Vocabulary Frequency o f  Bar i  Book 2, Pages 2-35 

Word Frequency 

Nouns 

Jada (name) 39 
Poni (name) 56 
tapin i  'guinea fowl' 33 
ka yata 'sweet potato1 29 
lokore 'meat, foodt 9 
mur i  'dyker, antelopet 4 
kima 'millet, gra in '  14  
koropo 'leaves, beans' 11 
tuki 'jug, pot' 9 
ko lu  'cola nut1 6 
fabolo 'banana' 6 

Verbs 

ta tu  'kill, shoot4 11 
derja 'cook' 2 6 
nyesu 'eat' 27 
lala 'wash' 2 
di 'say' ti 
kata k o  'have' 9 

Prepositions 

ti ' o f  
kata ( i )  ' infinside, in the place o f t  

Conjunctions 

Adverbs 

d ika  'in the morning' 



language. Children have less trouble with very familiar words. The second 
fac tor  has t o  do with the beginning and ends of words. These carry  more 
information than the middle of  a word and hence chi ldren  may make a guess a t  
what a word means based on p a r t i a l  recognition -- i.e., the first f e w  letters, 
t h e  last ,  o r  both the  beginning and the  ends. 

Now, a l l  o f  the  words w e d  i n  the  Bar1 primer are very familiar. I t  
undoubtedly doesn't  take very long before the  chi ldren realize t h a t  one of the  
8 versiona (a-h) is going t o  occur on every page. This being the  case, they 
can adopt a s t ra tegy  which w i l l  al low them t o  guess any sentence with 100% 
accuracy (and thus perform well i n  c l a s s )  by a t tending t o  very l i t t l e  
information i n  the  p r in t .  For (a) through ( f ) ,  the chi ldren  have only t o  look 
a t  the  first lettes of the  first and last word t o  determine t h e  subjec t  
( e i t h e r  Poni Jada ) and the  object  (either tapingi  kayata). Similar ly,  by 
looking a t  the first two letters of  the  verb, they can discover whether the 
subgect is cooking o r  eat ing.  

One cannot escape the  conclusion that the  policy o f  recycl ing new 
v o ~ a b u l ~ y  f i v e  t i n e s  i n  f i v e  successive lessons carries with it the  very real 
danger t h a t  the  chi ldrep are not learning the  word-attack s k i l l s  the  letter 
d r i l l s  are supposed t o  t a c h .  Rather, t h i s  policy is nore l i k e l y  t o  promote 
an unproductive analphabetic s t r a t egy  -- a kind of t r i c k  which w i l l  even fa01 
t h e  teacher: "Look a t  the  first two letters of each word and you can t e l l  
what the  word is." In  fact, there  was soue anecdotal evidence t h a t  chi ldren 
who had been exposed t o  the  Cycle 1 materials were not  learning to read, but 
were s u p l y  menorizjng t h e  contents  of  the  very redundant s t o r i e s .  Wanda 
Pace, the SIL consultant who helped develop the  Ndogo and Dinka naterials, 
stated that i n  spot  tests with Ndogo sentences, the  chi ldren would seize upon 
one word, the  nare of  one of the  characters i n  the  primer and instead of 
reading through the  a c t u a l  sentence, would simply make up sentences which were 
act ions  t h a t  character  typica l ly  performed i n  s t o r i e s  they had memorized. 
Obviously there is no way of determining whether the  chi ldren  are ac tua l ly  
learning t o  read unless they are confronted per iodica l ly  with passages 
containing words they have never seen before. 

3.3.3 PRooFREADINC 

The proofreading of  the primer passages left auch t o  be desired.  We found 
e r r o r s  which destroyed the  log ica l  development of a prose passage, l i k e  the  
one on page 83 of Lotuho Book 1. In t h i s  s to ry ,  Achaha, one of the  main 
characters  i n  t h i s  primer, discovers some porcupine meat that belongs t o  h i s  
a t  1htmafs house. Enraged, he draws h i s  kni fe  and Ihwm, obviously fr ightened 
by t h i s  gesture, runs away t o  Olaoro's f i e l d .  There Ihuma f i n d s  Omoro s i t t i n g  
under h i s  thatched sun s h e l t e r  ea t ing  pumpkin. The final sentence of  the  
s to ry ,  which caps t h i s  e n t i r e  sequence of events is: at tat i  iny i  ifa jyo 
Chnoro. - wAnd then they (both) run away from 0mor0.~ This  obviously makes no 
sense i n  l i g h t  of the  preceding events and one can e a s i l y  imagine the 
consternation of the  na t ive  speaker when the  conclusion is read. 

Sometimes the  e r r o r s  were due t o  the  fact t h a t  the  SIL l i n g u i s t s  had not 
had the  opportunity t o  gain more than a casual command of  t h e  language with 



which they were working. For example, the  exercises on pages 62 and 70 of the  
Bari primer are designed t o  tsach t h e  s tudents  when t h e  orthography s i g n a l s  
vowel harmony, but some ~f the words selected t o  exemplify the appl ica t ion  and 
absence of t h i s  r u l e  are not co r rec t ly  a l loca ted .  

3.4 THE ENGLISH BRIDGE EIATERIBLS 

In  those r u r a l  schools *ere books have been ava i l ab le  f o r  teaching English 
i n  PI,  the  most widely w e d  text was F i r s t  Year English f o r  Africa, Par t  1 
(Speaking) and Par t  2 (Reading), by F. C. French. The SIL consultant i n  
charge of English materials f e l t  t h a t  t h i s  book was unsuitable for the  Sudan 
s ince  i t  contains references to machine made products and p ic tu res  of things 
unknown t o  Sudanese children. 

Most r u r a l  schools have f e w  f a c i l i t i e s  beyond a blackboard. Many of  them 
are nothing more than open a i r  classrooms with crude benches f o r  the chi ldren 
t o  sit on. For t h i s  reason i t  w a s  decided that the Level 1 (first year)  
English materials should be simple and durable enough t o  be used f o r  severa l  
years. The Level 1 materials were t o  cons i s t  of 17 c h a r t s  w i t h  p i c tu res -o f  
sub jec t s  around which oral lessons w i l l  be b u i l t .  The topics  se lec ted  f o r  the  
char t s  were; ( a )  greet ings,  (b) animals, (c)  body p a r t s ,  (d)  people; (e) 
family members, ( f )  *actionn verbs, e.g., ?it down, s tand u ~ ,  squat  down, 
cook, eat, drink -9 (g) foods, (h)  more a c t i o n  verbs: walk, run, t a l k ,  look 
K ( i ) t e r m s  that pe r ta in  t o  the  school, (j) household items,-) the 
=hers 1 through 6, (1 )  expressions pertaining t o  l i fe  a t  home i n  the  house, 
(m) l i fe  a t  home outs ide  the house, and (n) the  nunBers 7 through 12. A 
s i n g l e  chart was t o  be used fo r  Lessons 15 and 16, the  top ic  being th ings  one 
sees on the road. Lesson 17 teaches t h e  upper and Power case letters of the  
English alphabet. 

The goals  sf the first year course were modest -- the  child should b o w  
about 108 English words and the  a l p h a b t .  I n  m i d i  the  consultants  were a b l e  
t o  examine the  teacher 's  guide f o r  the Level 1 English materials. I t  contains 
two pages of ins t ruc t ions  t o  t h e  teacher concerning general procedures (e.g., 
always speak English i n  c l a s s ) ,  basic  considerations f o r  an o r a l  English 
course, (e-g., provide a good model of spoken English f o r  the s tudents)  and 
helpful  h i n t s  (e.g., use songs and games t o  make the  ins t ruc t ion  in te res t ing) .  
This is followed by a demonstration of the  method t o  be used i n  teaching 
English from the charts, which is presented i n  the  form of  a sample lesson. 
Final ly,  there  are lesson plans f o r  all 17 c h a r t s  and a char t  showing the  
s t rokes  t o  be used i n  making the  upper and lower case letters of the  alphabet. 
The guide seems t o  cover a l l  of the important things a teacher shoiild be aware 
of  and it is wri t ten  in clear, e x p l i c i t  language. Whether it needs t o  be made 
more e x p l i c i t  o r  simpler t o  be of real benef i t  is something t h a t  we were 
unable t o  a sce r t a in  s ince  there  w a s  no cpportunity t o  speak with English 
teachers,  We were t o l d  that the  work on the  c h a r t s  was i n  progress. It was 
being impeded somewhat by t h e  f a c t  t h a t  the  SIL expert on ESL was i n  Maridi 
while the  artist who ktas i l l u s t r a t i n g  the  char t s  was a t  the  IBt o f f i c e  i n  
Juba . 



Tke SIL consultant was a l s o  working on an elementary reader patterned a f t e r  
the  popular text used i n  Kenya, Hal10 Children! (The Progressive Peak English 
Course, Book 1, Oxford University Press) .  A plan f o r  Level 2 English 
materials has k e n  completed. The projected lessons w i l l  cover possessive 
pronouns, demonstrative pronouns, p l u r a l  forms, negation, time concepts, t h e  
days of the  week, conjunctions, colors ,  more ac t ion  verbs, the  verb have, the 
adjec t ives  had, good, 9, - 9  down hot ,  - -9 cold the  verb - want followed by a noun 
phase and f o r / t o  complement, assorted preposi t ions,  i n d i r e c t  ob jec t s  w i t h  the  
verb give,  teacher expressions such as l i s t e n  t o  and t a l k  to ,  the verbs bring, 
come, e, the  pas t  tense with the  verbs open, cook, m, close ,  walk, and - 
kick,  and the i r r egu la r  pas t  with the  following verbs that undergo suppletion: 
e a t ,  e, E, cone, bring, and see. Sentence building a c t i v i t i e s  using words - - 
on f l a sh  cards w i l l  be introduced after completion of  the  aforementioned 
aaterial. There is a th i rd  year reader planned, uhich is intended t o  prepare 
the  chi ldren for  the  Primary 4 mater ia ls  t h a t  the Ministry of  Education is 
using. 

The SIL person i n  charge of t h e  English program seemed t o  be competent, 
dedicated and enthus ias t ic .  The idea of basing the materials on s i t u a t i o n s  
that the  chi ld  is familiar with  was a good one and the  projected schedule f o r  
completing various phases of  the  materials development appeared t o  -be 
r e a l i s t i c .  

3.5 RECOMMENDATIONS FQR IKPROUE13ENTS 

In addit ion t o  the  problems de ta i l ed  i n  Sections 3.3.1 and 3.3.2, 
examination of t h e  Cycle 1 l i t e r a c y  primers prompted t h e  consultants  to  Bake a 
nmber of broader recomendations for t he i r  modification or revision.  I t  was 
noted that the  format of  t h e  Cycle 1 mater ia ls  gave t h e  s u p e r f i c i a l  impression 
that the ch i ld  Is learning t o  read because he is gradually exposed t o  
sound-symbol correspondences and grammatical morphemes. A s  the  ch i ld  
completes each lesson and moves on, a sense of  progress is felt.  Due t o  the  
high repe t i t ion  of the vocabulary, one might even hypothesize that  the ch i ld  
could learn  every word i n  t a  primer by s i g h t  alone. What is l i k e l y  t o  hapwii 
is t h a t  the chi ld  is ac tua l ly  being t rained t o  recognize many of  t h e  morphemes 
he w i l l  encounter i n  the post-primer. O f  course everything that he r e t a i n s  
from the primer w i l l  assist him i n  the decoding a c t ,  but i t  cannot be s t r i c t l y  
claimed that t h i s  approach is imparting s k i l l s  nhich w i l l  enable the  ch i ld  t o  
decode new texts conposed of elements he has never seen. 

A fundamental assumption of reading theory which is supported by 
considerable empirical research is t h a t  t he  reader e x t r a c t s  information from 
texts using severa l  sources of ava i l ab le  information -- knowledge of meaning, 
grammar and correspondences between wri t ing and speaking. The reader 
undoubtedly brings these sources t o  bear on the  decoding task simultaneously, 
sometimes emphasizing one o r  t h e  other s k i l l  depending on the  na ture  of t h e  
task. Host innovative reading methods provide opportunit ies  f o r  showing the  
chi ld  t h a t  he may exp lo i t  a l l   of these sources. The Cycle 1 materials, i n  i 

contras t ,  emphasize only one si' these sources,  sound-symbol correspondences. 
I t  is hard t o  believe that the Functor D r i l l s  do anything more than teach 



s igh t  recognition of the grammntdcal morphemes; they c e r t a i n l y  do teach 
the  ch i ld  t o  use h i s  knowledge of the  grcsmmas t o  assist i n  decoding- 

The Cycle 2 materials are d e f i c i e n t  i n  that they provide no opportunity fo r  
t h e  chfld t o  realize that meaning can be extracted from c lues  which are 
present  at  various levels:  (a)  p a r t i a l l y  ava i l ab le  v i sua l  i n f o r m t i o n  within 
the  word as i n  g-ss ng w rds  w-th - t v - -  w 1s; (b) grammatical knowledge 
(e .g. , w i n g  knowledge-of g r k  t o  recognize that a new word is a noun, verb 
o r  adjec t ive ,  e tc .  and then raking an i n t e l l i g e n t  guess as t o  what i t  may mean 
bawed on the  rest of the  sentence o r  the  preceding sentences, and; ( c )  
meaning (e .$. , given the  broader context that I am looking a t  the  Mile River, 
if the next sentence is: uSuddenl~  I s a w  a f move below the  surfacen you 
r e a l i z e  that the p o s s i b i l i t i e s  of what that c z d l  be are extremely l imi ted) .  
If the primers are t o  ac tua l ly  t r a i n  chi ldren t o  read, they must incorporate 
opportunit ies  for the chZbdren t o  become aware of these kinds of c lues -  They 
should a l s o  contain passages which are i n  advance of  the  ch i ld ren ' s  abilities 
i n  order t o  provide prac t ice  i n  using a l l  three l e v e l s  of information i n  
decoding. 

THE READING WORKSHOP 

The above recommendations f o r  improvements i n  the  l i t e r a r y  materials were 
viewed favorably by John and David Bendor-Samuel (two SIL a d n h i s t r a t o r s ) ,  and 
a t  a meeting held i n  April ,  1980, attended by G. Richard Tucker, Director of  
CAL, the  two CAL consultants  and the  Bendors-Samuel, it was suggested that 
Cswan p r ~ v i d e  a workshop on reading theory and research f o r  SIL/IRL personnel 
working on the  Cycle 2 .aterials i n  h r i d i .  John Bendor-Samuel proposed that 
the  workshop take place sometime after the  repor t  of the  consultants '  first 
v i s i t  (Cowan and Cziko, l98O), had been c i rcula ted  i n  Sudan, bc t  soon enough 
s o  that any innovations which m i g h t  come from the  workshop could be 
incorporated i n t o  the Cycle 2 materials. I t  was emphasized that SIL/IRL 
personnel should not  feel obligated t o  incorporate any such innovations, i f  
t h i s  would pose a ser ious  setback t o  the  timetable f o r  the  Cycle 2 materials. 
Two t en ta t ive  dates were proposed f o r  the first workshop -- August, o r  late 
fal l ,  the most acceptable time t o  be determined through correspondence w i t h  
the SIL Director of Li teracy,  J u l i e  Van Dyken and James Mhab Gabjanda, who 
was t o  continue as CAL's in-country resource person. 

The workshop eventually took place at  the  IRL Training Center In Haridi  i n  
late October of 1980. Due t o  i l l n e s s ,  Dahab Cabjanda was unable t o  accompany 
Corn t o  the  South. mile In  Juba, Cawan w ab le  t o  confer with Eluzai Hoga 
Yokwe, a facu l ty  member a t  the  University of  Juba who was a s s i s t i n g  Cziko i n  
the  p r e p r a t i o n  of  reading tests f o r  the Bari children. 

Cowan ar r ived i n  Maridf on October 20th, 1980 and conferred with J u l i e  Van 
Dyken, I t  was decided t h a t  the  workshop would commence the next day and that 
only SIL personnel and t h e i r  IRL counterparts  would take par t .  There were 
thus twelve part icipants:  e i g h t  SIL consultgnts  -- J u l i e  Van Dyken, Jocelyn 
Clavenger, Wanda Pace, Claudia Scot t ,  Rick Brown, W i a n  Farquhar, Alice Van 
Bergen and Rick Sampson -- and four IRL counterparts:  Edward Be Mandeson, 
Vice Pr inc ipal ,  IRL; John Bapt is t  Asan, Patr ick  Ramadan Ladu and Daniel Ladu. 



Regrettably, Job Dharuai Halou, the  Director of IRL, was not a t  Maridi during 
the  seminar. 

The workshop began with a series of  l e c t u r e s  which treated reading theory 
and aspects of  reading research, These were intended t o  provide a basis f o r  
discussing how the  l i t e r a c y  materials could be improved, Cowants in ten t ion  
was t o  move from a l e c t u r e  format t o  a general discussion of  the i s sues  raised 
and then, if time permitted t o  work-sessions where the  pa r t i c ipan t s  would 
attempt t o  t r y  ou t  suggested innovations using Cycle 2 materials. A s  i t  
turned out ,  t h i s  uas more o r  less what happened. What follows is an 
abbreviated summary of the  lecture. 

3.6.1 CURRENT READING THEORY AND RESEARCH 

A t  present there are three major theore t i ca l  approaches t o  understanding 
t h e  process of reading. The first of these, usual ly referred t o  as the 
"bottom-upH approach, holds that both i n  learning t o  read a first language, as 
well as i n  mature reading, there  is a unidi rec t ional  M o w  o f  information, 
beginning with v isual ,  i.e,, graphic input  and proceeding through higher-level 
s t ages ,  e. g . , t r ans la t ing  symbols t o  sound u n i t s  (at  the  l e v e l  of  the  phoneme 
or s y l l a b i c  u n i t s ) ,  which are i n  turn  amalgamated i n t o  l a r g e r  u n i t s  of sounds 
(words or morphemes) which are recognized as meaningful concepts. Scholars 
associated with t h i s  theore t i ca l  view of how reading comprehension Wes  place 
are B f  oomf ieXd ( 1942), Bloomf i e l d  & Barnhar t ( 1963), F r i e s  ( 19631, Gibson 
( 1965), and Cough (1972). Hethods f o r  teaching reading which take the  
*bottom-upn view as basic,  have been proposed by Bloomfield ( 1963) and F r i e s  
e t  a1,(1965). Their predominant f ea tu re  is a heavy reliance on d r i l l s  which 
seek t o  inculca te  appropriate  symbol-sound correspondences f o r  graphemes, 
of ten  a t  the  expense of meaning. A good example of  a basal  reader series 
which embodies the Bloomfield-Fries approach is t h e  Sull ivan Associates nRead 
and ThinkH Ser ies  (1973). published by McGran-Hill. 

The le t te r -by- le t te r  processing and subsequent aamlgamation i n t o  meaningful 
u n i t s  implied by the  "bottom-upw view of  reading bas been shorn t o  be 
impossible. Tachistsscapic experiments i n  perception have demonstrated t h a t  
although the eye can perceive more than f i v e  un i t s ,  i t  cannot r e g i s t e r  a 
l a rge r  number than t h i s .  In  other  words, there  is a severe l i m i t  t o  t h e  
amount of aaterial which can be input  from the  sensory s t o r e  i n t o  short-term 
remory. Obviously reading cannot proceed, given t h i s  r e s t r i c t i o n ,  i f  the  
u n i t s  t o  be registered are graphemes o r  even s y l l a b i c  u n i t s  coaposed of two 
graphemes, I n  a language which contains long, polysyl labic words, l i k e  
Lotuho, the  neophite reader w i l l  have forgotten what he tas read by the  time 
he reaches the  end of  the  word he is t ry ing t o  %ound out." This  explains why 
children who have been *aught t o  nsound outw using methods l i k e  phonics cannot 
handle longer words and why they simply lose  t rack of the  meaning of an e n t i r e  
sentence when they encounter them. 

The only so lu t ion  t o  t h i s  problerm, one which permits reading t o  occur as we 
know i t ,  is f o r  the  reader t o  input higher l e v e l  u n i t s  -- chunks composed of 
many lower-level uni t s .  Millerts (1956) classic article demonstrates 
graphical ly t h a t  t h i s  type of  recoding is e s s e n t i a l  f o r  a l l  types of  



processing, especia l ly  reading, (and recent research, by McConkfe, 1982, has 
c l e w l y  es tabl i shed t h a t  the word is the  minimal u n i t  perceived by s k i l l e d  
readers). The obvious pedagogicdl inp l i ca t ion  is t h a t  any method which keeps 
the  l ea rne r  a t  the lowest l e v e l  of processing and does ne t  provide him wi th  
opportunit ies  fo r  bringing higher l e v e l s  of information t o  bear on the  task, 
runs the  r i s k  of teaching him just t o  "bark out  the  but not t o  l ea rn  
t o  read. 

The rode1 o f  reading which envisions the  use of la rger  u n i t s  s f  information 
has been refer red  t o  as a ntop-downn theory. According t o  t h i s  throry,  the 
reader r a r e l y  makes use of an intermediate speech code; r a t h e r ,  he is 
sensitive to d i f f e r e n t  kinds of %luesn which f a c i l i t a t e  chunhing. A s  
port ions of  the  printed page are taken i n ,  the reader p a s i t s  hypotheses about 
the  as ye t  unprocessed text. Chunking occurs because the reader uses na tu ra l  
proper t ies  of language such as redundancy and syn tac t i c  3 t ruc ture .  Redundancy 
enables the  reader t o  iden t i fy  l a rge r  s t r e t c h e s  of  material, even though he 
need not r e g i s t e r  a l l  of the individual  u n i t s  of  which it is composed, e.g., 
all of the  letters i n  a word. Hypothesis t e s t i n g  is f a c i l i t a t e d  by the  
speaker 's  knowledge of grammar, which allows him t o  reduce the  number of 
possible  kinds of  information which can occur sequent ia l ly  (Shannon and 
Weaver, 1949). For example, the probabi l i ty  of  a determiner l i k e  the  a 
~ c c u r r i n g  immediately a f t e r  - the  i n  a text is v i r t u a l l y  zero. Indeed, the  
p o s s i b i l i t y  of some words occurring t o  the  exclusion of o the r s  increases over 
s t r e t c h e s  of discourse. The top-down theory of reading is most of ten  
associated with G o o w  (1967). I t  is similar i n  many respects  t o  the  
Stevens-Halle (1967) analysis-by- synthes is  model of  speech perception, The 
construct ive process proposed by Ryan and Semmel (1967) and Smith's (1971) cue 
sampling process my be c l a s s i f i e d  at top-dom theor ies  of reading. 

There is empirical evidence t h a t  beginning readers  e x h i b i t  behavior 
predicted by the  top-down theory of reading. Weberls (1970) o f t - c i t ed  study 
of  chi ldren ' s  o r a l  reading e r r o r s  ind ica tes  tihat, a t  the  earliest s t age  of 
learning t o  read, chi ldren are s e n s i t i v e  t o  t h e  s t r u c t u r a l  c lues  of the 
sentence they are attempting t o  decode. She found that ch i ld ren ' s  e r r o r s  
which resul ted  i n  ungrammatical sentences displayed g rea t  s i m i l a r i t y  t o  the  
graphic configuration of the  word they did not know. Children who did not 
correc t  e r r o r s  which resul ted  i n  ungrammatical sentences were consis tent ly  
poorer readers.  Similar r e s u l t s  have been obtained by Neville and Pugh 
(1976), with d i f f e r e n t  types of cloze tests. They found that poorer readers  
do not  a v a i l  themselves of contextual confirmation and frequently ngive upw 
whenever they encounter a word that they do not know. Although comparative 
s tud ies  are rare and far from conclusive, a t  l e a s t  one ind ica tes  that teaching 
methodology can affect reading p e r f o r m c e .  Elder (1966) found t h a t  Sco t t i sh  
chi ldren nho had received more a n a l y t i c  word-attack t r a in ing  than a group of 
American chi ldren,  whose t r a in ing  had emphasized t ry ing  t o  obtain meaning as 
well as decoding, made .ore e r r o r s  that changed the meaning of sentences. 

P.e pedagogical implication sf s t u d i e s  l i k e  these are c lear .  The 
methodology used t o  teach children t o  read should emphasize t h a t  reading is 
meaningful and should not focus so le ly  on developing the a b i l i t y  t o  sound out  
unfamiliar words. The danger of re ly ing  too heavily on teaching the  ch i ld  t o  
analyze words may, as Gibson and Levine (1975, p. 238) have put i t ,  cause 
beginning readers t o  become Nstuckw a t  the  phase of  handling only the  graphic 
information..." Good reading mater ia ls  w i l l  contain exerc ises  which call the  



l e a r n e r ' s  a t t e n t i o n  t o  the  use of d i f f e r e n t  l e v e l s  of information -- 
redundancy within the orthographic system, syn tac t i c  and semantic information -- i n  such a way as t o  help him reduce uncertainty a t  various points  i n  the 
t e x t  . 

Recently ~ e s a c h e r s  have turned t h e i r  a t t e n t i o n  t~ how t h e  s t r u c t u r e  of  
discourse may af f a c t  reading comprehension. Scholaps such as Rumelhar t I 4975, 
1977) have proposed ( the  notion of a %tory grammarn i.e, s p e c i f i c  p r inc ip les  
by) which any type of pure passage - descr ip t ions ,  explanations, jokes, 
paragraph3 - are organized. Rummelhart has argued persuasively that the  
organization a mgrammarlq of a text is extremely important f o r  comprehending i t  
and reca l l ing  the  information contained i n  it. If t h i s  is t rue ,  i t  is q u i t e  
important f o r  the design of  good reading materials, s ince  it would imply t h a t  
s t o r i e s  which devia te  from the s t o r y  grammar are harder t o  understand. The 
research of Kieras ( 1978) and Th~rndyke ( 1977) demonstrates that a d u l t s  do 
have trouble r e c a l l i n g  s t o r i e s  which v i o l a t e  a basic  canonical form. Kieras 
present a d u l t s  with paragraphs, a l l  of which were composed of sentences 
containing a s i n g l e  preposition. These were scrambled i n  four d i f f e r e n t  
orders  and presented t o  sub jec t s  one sentence a t  a time by a computer. A t  the 
end of the  presentat ion,  the  sub jec t s  were required t o  write dom the s t o r y  as 
accurately as they could and l a t e r  t o  write summaries. The subjec ts  always 
did be t t e r  a t  these tasks when the  paragraph had a nc lass fcn  organizat ion-of  
topic  sentence f o l l ~ w e d  by a series of sentences l inked t o  one another i n  
tems of  the  information previously supplied. Thorndyke kas performed similar 
experiments with longer s t o r i e s  composed of More than one paragraph and 
obtained similar r e s u l t s ,  proving t h a t  the i n t e r n a l  s t r u c t u r e  of t h e  s t o r y  
plays a major r o l e  i n  comprehension. Children's s e n s i t i v i t y  t o  s t o r y  
s t r u c t u r e  and its importance f o r  comprehension and re ten t ion  regardless  of 
c u l t u r a l  background has been demonstrated by a number of s tudies :  Handler, 
Scribner , Cole and Deforest ( 19791, Mandler and Johnson ( 1977), S te in  ( 1979), 
S t e i n  and Glenn (1979) and Nezworsky, S t e i n  and Trabasso (1982). 

The pedagogical implication of t h i s  research is t h a t  connected prose i n  
beginning reading material m u s t ,  i f  the purpose is t o  f a c i l i t a t e  the 
acquis i t ion  of reading s k i l l s ,  be governed by conventions of  coherence and 
naturalness.  Pedagogical p rac t i ces  t h a t  lead t o  the  production of  i l l o g i c a l l y  
s t ruc tured  sequences of sentences l i k e  those described above are t o  be 
avoided. 

Based on the  major points  ra ised  i n  these l ec tu res ,  Cowan then recommended 
the  following addi t ions  and changes i n  the format of the  l i t e racy-mate r i a l s :  

1. The Cycle 2 l i t e r a c y  materials contain no provisions f o r  teaching 
chi ldren how t o  use graphemic, syn tac t i c  and semantic c l u e s  i n  reading. 
Exercises t o  teach these c lues  should be developed, Cloze procedures are 
widely used f o r  t h i s  purpose. The workshop pa r t i c ipan t s  were provided with a 
taxonomy of cloze procedures and examples drawn form commercial readers.  A 
few adaptat ions using Lotuho were a l s o  discussed. 

2. The policy of recycling new vocabulary, which frequently forces  miters 
t o  d i s t o r t  what wodd otherwise be a natural-sounding, coherently s t ruc tured  
s t o r y  and defea ts  the  wh0h purpose of the  letter d r i l l s ,  should be modified. 



3. A l l  non-meaningful elements of  the e x i s t i n g  format should be changed t o  
emphasize t h a t  reading is f o r  meaning. 

4. In order  t o  create nore va r i e ty  and i n t e r e s t ,  emphasize that reading is 
pleasurable and meaningful and provide the  necessary reinforcement which w i l l  
sustadn the  proficiency gained from the  primers, a separate s t o r y  book should 
be prepared. This should contain s t o r i e s  about chi ldren and the  nay they 
i n t e r a c t  i n  the  l ife of t h e i r  v i l l age .  The s t o r i e s  w i l l  be c o n t i n u o ~ s ,  
running from 6 to  15 pages. Each page would contain an i l l u s t r a t i o n  of the  
events  described i n  the  three l i n e s  of  p r i n t  on t h a t  page. Writers were t o  
carry  out  simple research -- observing chi ldren a t  play and asking them t o  
talk about what they regular ly  do and enjoy doing -- t o  gain material from 
which s t o r i e s  may be created. Vocabulary con t ro l  would be relaxed i n  these 
s t o r i e s ,  which were, i n  part, intended as a feedback measure f o r  the  teacher 
to  check the  chi ldren ' s  progress. The s t o r y  book might be prepared i n  the  
fu ture  at  the  same time the primers are wri t ten ,  I t  was hoped that s t o r y  
books night  still be wri t ten  f o r  the  Cycle 2 materials. Examples of s t o r y  
books l i k e  those envisioned i n  this recommendation, which wers prepsred f o r  
Hausa, a language spoken in No~thern  Nigeria, are shown i n  Appendix 3E. 

5. As mentioned by Cowan and Cziko (1980, p.251, the  overa l l  j u s t i f i c a t i o n  
f o r  functor d r i l l s  is not clear. In an unpublished manuscript, SIL l i n g u B t  
Ernest Lee implies that the  purpose of  the  functor d r i l l s  is t o  facilitate 
chunking, Unfortunately he is unable t o  supply any compelling arguments i n  
support of t h i s  implication. I t  was suggested that the  functor d r i l l s  be 
organized on the basis of semantic c r i t e r i a  r a the r  than on t h e i r  present  
syn tac t i c  (Tagmemic, n s l o t - f i l l e r n )  basis. One could devise an organizat ional  
schema composed of  semantic categories ,  egg.,  aspects ,  d i rec t iona l ,  pos i t iona l  
morphemes, temporal expressions, e t c .  

6. In l i t e r a t e  s o c i e t i e s ,  chi ldren approach t h e i r  i n i t i a l  ins t ruc t ion  i n  
reading with a good deal  Bore pre-reading t r a in ing  than is afforded by the  
SIL/IRL preprimers. In  view of  the  complete lack of  wr i t ten  iiisterials i n  
r u r a l  homes, which night  provide reinforcement and generate some i n t e r e s t  i n  
reading, it was recommended that the  e x i s t i n g  pre-primers be expanded, the  
pre-reading ins t ruc t ion  be extended and an alphabet book &e prepared f o r  each 
language. Examples of rebus materials used f o r  e a r l y  pre-reading t r a in ing  i n  
English were presented and the  advantages of t h i s  approach were discussed, 

A t  t h i s  point the  reac t ions  of  the  pa r t i c ipan t s  to these recornendations 
were solicited. The general response was favorable,  but i t  was f e l t  that 
considerable discussion would be required t o  determine which recommendations 
could be implemented and what forn t h i s  would take. In order to  avoid 
shu t t ing  d o n  the  groups working on the  Cycle 2 primers, it was decided that a 
smaller group would discuss what the resomiendations en ta i l ed  i n  terms of 
format changes and then t r y  thea out  with Cycle 1 and 2 languages. The 
discussion group consisted of J u l i e  Van Dyken, Joycelyn Clavenger, Wanda Pace 
and Claudia Scott .  Edward M d e s o n  was invi ted  t o  p a r t i c i p a t e  b ~ t  h i s  du t i e s  
were too pressing t o  permit th i s .  Cowan was present only t o  provide 
addi t ional  information and c l a r i f i c a t i o n  of any points  made earlier. 

It would be impossible t o  describe the intense discussions which took place 
during the  next two days. These were admirably led by J u l i e  Van Dyken and 
sometimes went on well i n t o  the night. This approach was t o  examine i n  d e t a i l  



each elennent of the present lessen  format. The members of the  group were 
asked t o  evaluate the advantages and disadvantages of each element i n  l ight  of 
the l e c t u r e s  and t h e i r  experience as teachers. After two days there  was a 
consensus as t o  what changes and addi t ions  should be made and which o f  these 
might be incorporated i n  the Cycle 2 materials and which would have t o  be 
deferred u n t i l  work on Cycle 3 materials is begun, The following two days 
were spent  t ry ing  out  the innovations i n  three languages: Zande ( J u l i e  Van 
Dyken) , Nuer (Joycelyn Clavenger) and Ndogo (Wanda Pace). The th ree  SIL 
aembers and Cowan then met t o  analyze problems utrcovered i n  these trials. The 
next day a meeting of the  o r i g i n a l  group was held,  at  which J u l i e  Van DyLen 
reported on the groups conclusions and the  innovations which had been tried 
out  i n  the  three  languages were demonstrated. This was a long meeting where 
almost everyone ra ised  a question about some aspect  of  the  innovations o r  made 
comments and suggestions f o r  improvements. With the exception of the  new 
version of the functor d r i l l ,  a l l  of  the  innovations and changes developed 
over the past four days were approved, Some of  the  innovations, because of 
the work they e n t a i l ,  were relegated t o  Cycle 3, o the r s  were t o  be 
incorporated i n  t h e  Cycle 2 materials. 

3.6.2 INNOVATIONS IN THE LITERACY MATERIALS 

The following account of  the  a l t e r a t i o n s  proposed f o r  the design of the  
l i t e r a c y  materials presumes a knowledge of the types of  d r i l l s  which were i n  
use. FOP a concise descr ip t ion  of  these the  reader is referred t o  the  
subsection Design of the Materials i n  Cowan and Cziko (1980, pp. 8-10 and 
appendixes). 

Cycle 2 Innovations 

In keeping wPth  recommendation 3, Box number 4 of the letter d r i l l s ,  which 
con t ras t s  s y l l a b l e s  that are of ten  meaningless, w i l l  contain only meaningful 
words. This means tha t  sometimes there w i l l  not  be an even display of four  
contrasts ;  however, t h i s  was not viewed as a problem. The important point  is 
t h a t  the  words should contain meaningful examples of  the  s y l l a b l e s  being 
contrasted, It was alvo f e l t  that box 3 does not cont r ibute  lnuch t o  the  
overa l l  teaching procedure ( i t  was e s s e n t i a l l y  the same as box 2) ,  s o  i t  was 
oai t ted .  

A new box 5 would replace the  o ld  one. I t  is intended to  provide l i s t e n i n g  
pract ice.  The four  words which appear i n  t h i s  box a11 have the  same sound. 
After the chi ldren l i s t e n  to  the  teacher pronounce the sound, they read the 
words together with the  teacher. The teacher would then present a few new 
words with t h e  same sound. A l l  of the d r i l l  5 words may be ns ightH words ; 

(words that the chi ldren have been exposed t o )  o r  "bu i l tn  words (words which 
contain letters that have been taught).  Below each of the words i n  t h i s  box 
would be pic tures ,  To facilitate reading the words i n  the earlier u n i t s  and 



re inforce  t h e  idea that the symbols on t h e  page have meaning, A sample of a 
letter d r i l l  lesson,  devised f o r  lesson 13 of the  Nuer primer by Joycelyn 
Claverager 9s shown i n  Appendix 9. 

3.6,2,1.2 CONTEXT CLUES 

I n  accordance with the  first recommendation made above, a new set of 
exerc ises  was added t o  p r ~ v i d s  much needed p rac t i ce  i n  using the  d i f f e r e n t  
l e v e l s  of information i n  a t e x t  that can f a c i l i t a t e  comprehension* This 
innovation, was t o  appear as a separate page of  exerc ises  after the  l e t t e r  
d r i l l s  and before the S ~ O P ~ ~  was unanimously endorsed by the  workshop 
par t ic ipants .  In  accordance with the  r e s u l t s  o f  Ueberls (1970) research, it 
was decided t o  provide a gradation of d i f f i c u l t y ,  s t a r t i n g  with syntax, which 
is the  c lue  t h a t  chi ldren are mast a t t e n t i v e  to. For lessons  1-25, the  
context c lues  would focus on syntax. Examples of Wuer cloze exerc ises  
designed f o r  these u n i t s  by Jocelyn Clavenger are shown below. Notice t h a t  
t k e  choice of the  correc t  word f o r  the  blank is s y n t a c t i c a l l y  determined. 

ManDe~rl cc r c c  . - 
Choices : kal t ha l  y ieer 

Choices : compowd cooked r i v e r  

Units 25-50 would contain items l i k e  the  one shown, Here the  ch i ld  must 
choose the  most semantically p laus ib le  item t o  complete the  sentence. B l a n k s  
would now appear i n  the  middle of the  sentence as well as a t  the  end. 

GuanD~~,l  CE guec k& iuac. 

Choices : yi& t h  mY b2r 

G U ~ ~ D E E ~  g i r a f f e  with gun. 

Choices : speared fished shot  

Lesson 51 and those following would contain cloze items where the 
a l t e r n a t i v e s  are graphemically similar, but the a ~ p r o p r i a t e  choice is 
-syntac t ica l ly  determined. The ch i ld  would now be forced t o  pay c lose  
a t t e n t i o n  t o  both the  s p e l l i n g  of the  word as weX as context features. 
primer. The following example was devised by Joycelyn Clavinger f o r  Lesson 54 
of the  Nuer primer. 

JrYS ce lW. 
Choices: i r6r-- rt) - 

Jdc he t o  barn. 
Choices : neat  enough run 

I 

Guidelines f o r  preparing c loze  items and the  teaching procedure f o r  t h i s  
sec t ion  which were developed a t  the  seminar are fomd i n  Appendix 3G. 



I t  nas felt that  a l l  of the words t a u g h t  i n  t h i s  sec t ion  should, i n i t i a l l y ,  
be words the chi ldren  have been exposed to. From lesson 50 on, the 
a l t e ~ m t i v e s  might be b u i l t  words. This new sec t ion  would not  replace the 
ex i s t ing  Word Attack sect ion.  

SUPPLEMENTARY STORY BOOKS 

Recommendation 4 was unanimously endorsed. It was decided that the  
preparation of separa~e s t o r y  books f o r  t h e  Cycle 2 languages was possible ,  
but t h a t  t h i s  could not be undertaken u n t i l  after the  Christmas break. The 
s t o r y  books would hawe a grea te r  emphasis on ch i ld ren ' s  a c t i v i t i e s  and the  
language i n  then would contain examples of nonreported, i.e., quoted speech 
and questions. It was decided that the  chi ldren should be introduced t o  the  
s t o r y  book upon completion of the  revis ion  sec t ion  of lesson 25 and that they 
should read a new s t o r y  with each new rev i s ion  lesson. 

There was considerable discussion regarding the vocabulary cont ro l  i n  the  
s t o r y  books. A s l i d i n g  s c a l e  was proposed: i n  lessons  25-50, 5% of  a l l  of  
the  words may be unfamiliar;  i n  lessons 50-75, the percentage may be ra ised  t o  
a$; i n  lessons 75- 100, 8% and from lesson 100 on, 101 might be permitted. I t  
was f i n a l l y  decided t o  use the  first set of s t o r y  books as a test t o  determine 
what a reasonable f i g u r e  f o r  each block of lessons would be, 

The current  teaching procedure f o r  the  primers was devised appropriately 
for t h e  s t o r y  books, The teacher would t e l l  the  s tudents  t o  read the s t m y  
s i l e n t l y  and then questions would be asked about the content of each page. If 
the s tudents  could not  answer the  questions, the  teacher would ask a student  
t o  read aloud as much of t h e  f f  rst sentence as he can. (The teacher would 
first refer t o  the p ic tu re  t o  set the  scene.) The teacher would encourage the 
student  t o  use the  syn tac t i c  and semantic clues ava i l ab le  t o  decipher any 
words he is having problems with. After the  e n t i r e  s t o r y  has been worked 
through i n  t h i s  manner, the teacher would read the s t o r y  aloud. Then the  
teacher would read each sentence, Individual reading aloud would fol lon.  It 
was suggested that  the class might be s p l i t  i n t o  two groups, one reading the  
primes and the  o ther  the  s t o r y  book- 

One of the  most valuable suggestions made a t  the  rkshops concerned the 
use of the  s t o r y  books t o  achieve a double impact 01. t he  l i t e r a r y  problem. 
Several par t i c ipan t s  noted t h a t  s tudents  w i l l  o f t en  keep the  primers a t  the  
end of  the school year ,  even a t  the r i s k  of a f ine ,  In areas where t h i s  
occurs, adulSs hawe Wen seen attempting t o  l ea rn  t o  read from the  primers, 
I t  was suggested that i f  the  Ministry could be encouraged t o  produce these new 
s t o r y  b o o b  cheaply enough s o  t h a t  the parents  might purchase them a t  the  end 
of  the year fo r  a nominal fee, two benefi ts  might accrue. F i r s t ,  the  reading 
s k i l l s  acquired during the school year would not d e t e r i o r a t e  qu i t e  as rapid ly  
over the long semester breaks (4 months) because the  chi ldren would have a t  
least something t o  read. Secondly, t he  parents  n ight  be s t imula ted  t o  l ea rn  
something from these bo~ks. 

3.6.2.1.4 ALPHABET 

In keeping with recouvaendatim 6, the  preparation of an alphabet book was 



approved. The group f e l t  t h a t  t h i s  ms a re la t ive ly  easy task and would 
produce a greater  familiarity with letters which, i n  turn, m i g h t  improve the 
effectiveness of the letter d rb i l l s .  

3.6.2.2 Cycle 3 Innovations 

The functor d r i l l s  turned out to  be the aost  controversial subject  a t  the 
workshop. There was considerable debate as t o  the i r  value. About the only 
thing everyone agreed on was that select ion of functors t o  be contrasted 
should be babsed on semantic criteria. Cowan argued for  a new format which 
provided for  four sentences only one or two of which matched a pic ture  and 
provided examples of how t h i s  was done i n  csmnrercial readers. When Wanda Pace 
agreed t o  t r y  out t h i s  approach using Ndogo, she discovered two problems. 
Picturable contrasts  l i k e  t h e  one shown i n  Figure 5.1, worked f ine  anid 
permitted the teaching of more than on functor per lesson. The question was 
raised: what does one do when the contras ts  are not picturable? And the 
answer flteach them without picturesn d id  not s a t i s f y  the group. 

Another problem was the obvious impossibility of having one procedure fo r  
both contrasts  with pictures and those without. After considerable 
discussion, it was decided t o  proceed with a nodification of the present 
format proposed by Rick &om. his is described by him in detail with a 
rat ionale fo r  a l l  elements and proposed procedures i n  Appendix 3H. 

3.6.2.2.2 REVIEW 

The review lesson was changed so  that a l l  l e t t e r s ,  words and functors 
selected for  review would appear i n  sentences. The ra t ionale  fo r  th i s  change 
is rooted i n  recommendation 3: that a l l  exercises should emphasize that 
reading is for  meaning. A planned match of pictures t o  sentences was devised 
by Ju l ie  Van Dyken. This should be ef fec t ive  f o r  reviewing letters and words, 
but it w i l l  not permit the review of grammar points which are not picturable. 
This was, however, not considered t o  be a serious drawback. The f o r m t  
developed by J u l i e  was t o  be considered tenta t ive  and might undergo changes 
when tested i n  Cycle 3. An example of the new revision lesson and ins t ruct ions  
for writing and teaching a lesson are found i n  Appendix 31. 

3.6 .2.2.3 U N D E R D I F F E ~ I A T I O ~  DRILL 

A new type of d r i l l  being tried out is the underdifferentiation d r i l l ,  
which is supposed to  provide the child with practice i n  d i f fe ren t ia t ing  
sounds. Cowan ma given a sketch of what it looks l i k e .  The one thing that 
struck Cowan about the  d r i l l  was that it contained no provision for  t es t ing  
whether the children could actually perceive the differences tha t  had been 
practiced. He therefore suggested that some sentences which contained wards 
that have the sounds be added as a test and that a procedure be devised where I 

the teacher determines if the children have indeed mastered the dis t inct ions .  



3.6-2.2.4 READING PASSAGES 

Rick Brom suggested t h a t  a t  some point  the  reading passages should have 
the  quest ions which are normally asked o r a l l y  printed on the same page as t h e  
passage, s o  that &he chi ldren may gain p rac t i ce  reading questforas, This 1s i n  
fact the approach taken i n  moat commercial English readers. However, due t o  
time l imi ta t ions  t h i s  proposal was never discussed. 

CYCLE 2 ORTHOGRAPHIES 

Cowan was only a b l e  t o  exwine  the  Kresh orthography i n  detail and g e t  some 
fee l ing  f o r  the  wr i t ing  system devised f o r  Nuer. Rick Brown, who was 
supervising the  preparation of the  Kresh material, argued that tone must be 
marked, s ince  many words are dist inguished by t h i s  f ea tu re  alone. Conarr could 
not determine whether the  f i v e  tone l e v e l s  posited by R.',, + B r ~ w n  were 
phonemic, but noted that the  p rac t i ce  of marking a l l  tones presented ye t  
another learning t a sk  for  a child. Not a g rea t  deal of data e x i s t s  on how 
much longer i t  takes to learn  a language where tone m u s t  be marked. The only 
case that comes t o  mind is Thai and t h i s  is a s l i g h t l y  specious cornparisan, 
s ince  that language has an overly complex system which uses consonants and 
d i a c r i t i c s  t o  indica te  tone pat terns ,  Cowan fel t  tha t  Kresh would undoubtedly 
b harder t o  l ea rn  because the  ch i ld  m u s t  a t tend t o  many diacritics i n  
addi t ion  t o  the  alphabet symbols. 

The general SIL approach to  devising orthographies involves ruing d i a c p i t i c  
marks ra the r  than ind i rec t  symbolization and t h i s  na tu ra l ly  c r e a t e s  t h e  
addi t ional  learning problem refer red  to.  For example, instead of s igni fy ing 
breathy vowels i n  N u e ~  with an h, underlining, a mark tRat is e a s i l y  missed i n  
reading, was chosen. C~uan fzlt that a l e c t u r e  series on the  h i s t o r y  and 
pr inc ip les  of orthography construction would be useful  s ince  vary little 
useful  guidance is provided i n  the  Gudchinsky (1973) Manual. 

3.8 THE ARABIC XATERIALS 

Rick Brown described i n  d e t a i l  the  ora l /aura l  Arabic program and the Arabic 
reading material he was developing f o r  the primary schools. 

During the first gear and a half t h a t  the  chi ldren were l e a r n h g  t o  read i n  
the  vernacular, they were t o  receive ins t ruc t ion  i n  spoken Arabic, The 
ra t iona le  f o r  t h i s  was t h a t  the  s tudents  must l ea rn  t o  speak t h e  language 
before they can l ea rn  t o  read it. But Rick Brown a l s o  claimed t h a t  tests 
conducted i n  Juba (there was some vagueness about who had done the t e s t i n g  and 
what tests were used) had shown that many Sudanese have t rouble  d is t inguishing 
sounds whit) have d i s t i n c t l y  d i f f e r e n t  representat ions i n  Arabic, e . g . , p  
/h/ and & /s%n/. I t  was assumed that t h i s  would se r ious ly  affect t h e i r  I 

a b i l i t y  t o  read and hence the o r a l f a u r a l  t r a in ing  should address t h i s  problem. 



The o ra l / au ra l  program Brown was devising spanned 50 weeks and employed 
severa l  kinds of d r i l l s :  (a) t o t a l  physical response, ( b )  same-different 
discrimination d r i l l s ,  ( c )  "oddballt9 d r i l l s  (which of the  three  or  four  
sounds is d i f fe ren t? )  and ( d )  production d r i l l s  -&ere the  s tudents  were t o  be 
asked t o  make a sound which a c e r t a i n  animal rrakes, o r  some other  sound i n  
t h e i r  environment similar t o  an Arabic letter. For example, they might be 
to ld  t o  make a sound l i k e  ngarglingtt  i n  preparation f o r  learning the  
pharyngeal /yein/. 

Learning t o  speak Arabic nay t o  begin with t o t a l  physical respome d r i l l s  
where the  chi ldren do what is s a i d  i n  Arabic. Later,  production d r i l i s  would 
be introduced as an extension of t h i s .  Children would then respond t o  
questions such as: Where did you put the pencil?n Conversational 
role-playing and experience char t s  would be used t o  generate conversation. 
The teacher might t e l l  s t o r i e s  with the  he lp  of the  char t  and then ask 
questions about the  s t o r y  o r  have the  chi ldren retell the  e n t i r e  s tory .  S t  
was intended t h a t  the chi ldren become famil iar  w i t h  the  range of pol i teness  
formulas which are mandatory i n  Arabic but absent from o r  lacking equivalents  
i n  Sudanese languages. 

The reading program began with prereading work: sam d i f f e r e n t  d r i l l s  l i k e  
those i n  the  vernacular primers and e n t i r e  words arrayed i n  t r i p l e t s .  The 
first lesson of the primer has two s i g h t  words displayed next t o  two p ic tu res ,  
e.g. a name, - 1  John and the  word chicken- Below the  p a i r s  of words and 
p ic tu res  was a p ic tu re  of John carrying a chicken, On the  opposite page was 
the  sentence: mJohn is carrying a chickenon The next lesson distinguished 
the  phrase "to the marketw from t h e  word nmarket.m Tnis con t ras t  was set o f f  
i n  a box l i k e  a typ ica l  functor drill. The teacher would point  out  the 
difference between the phrase and t h e  word i n  terms of  the letters wed.  On 
the  next page the  sentence nJohn is carrying the chicken t o  the  marketn would 
appear. The lessons proceeded t h i s  nay u n t i l  a f e w  sight words have been 
taught. In Lesson 7 ,  the  d i s t i n c t i o n  earket vs. the  market, was taught;  t h i s  
introduces a s i n g l e  l e t t e r  change which a f f e c t s  the shape of the  word. 

For the  f i r s t  ten lessons,  there  was a high rate of r e p e t i t i o n  s o  t h a t  the 
s i g h t  words are f irmly establ ished.  In Lesson 10, the  f i r s t  vowel- letter 
sequence was introduced: /de/ v s  r e .  Lessons 12 and 13 were 
r ~ v i s t o n  lessozs  and lesson $4 began the first real letter cont ras t :  
3 /d5/ vs. 3 r .  Th i s  was done w i n g  a format very similar t o  the  

letter d r i l l s  n the  current  vernacular materials. 

Cowan fe l t  that the Arabic program showed considerable promise. Rick Brown 
obviously knew t h e  language w e l l  and he had produced a syl labus  composed of 
of ten  o r ig ina l  and c rea t ive  exerc ises  which were blended with conventional 
teaching techniques. With ca re fu l  monitoring, the  program would probably be 
adequate t o  t h e  task, Cowan had only two suggestions. F i r s t ,  he fe l t  that i t  
might be wise t o  teach the s tudents  a l l  of the letters before they begin the  
s i g h t  word lessons. Recognizing Arabic letters and how they are joined t o  one 
another is something t h a t  does not come easy f o r  second-language learners ,  
even i f  they are chi ldren,  Secondly, Cowan suggested t h a t  the  spoken Arabic 
t r a in ing  should be extended t o  a f u l l  two years. There is some research 
(Cowan & Sarraad, 1976) which shows t h a t  i n  a s i t u a t i o n  somewhat comparable t o  
Sudan, successful  performance i n  learning t o  read a second language is re la ted  
t o  the extent  that t h e  second language is spoken a t  home. Since Arabic w i l l  



rare ly ,  if ever,  be spoken at home, i t  fo l lows  that a s o l i d  foundation must 
first be es tabl i shed  at school. 



4.0 IMPACT OF THE PROJECT 

The pro jec t ' s  impact on the  development of  l i t e r a c y  s k i l l s  w a s  inves t iga ted  
by a series of three evaluat ions conducted from November 1980 t o  November 
1982, Although the  o r i g i n a l  pro jec t  proposal ca l l ed  f o r  an evaluat ion of  the  
effects of  the  projec t  on the  self image and behavior pa t t e rns  toward 
development of  the pa r t i c ipan t s ,  it was decided t o  omit these aspects from the  
evaluation given the  d i f f i c u l t y  of developing r e l i a b l e  and va l id  instruments 
t o  measure these var iables ,  especia l ly  f o r  young children. Since it had been 
hypothesized that any benef ic ia l  affective consequences of  the  p ro jec t  would 
be due t o  s tudents '  success i n  reading their mother tongue, it was fel t  that 
the  best  r e tu rn  on any evaluation e f f o r t  nould be obtained by determining j u s t  
how well t h e  chi ldren involved i n  the projec t  nere acquir ing l i t e r a c y  s k i l l s  
i n  t h e i r  language. 

In addi t ion  t o  determining the  effects of  the  p ~ o j e c t  on the development of  
l i t e r a c y  s k i l l s  by comparing the  s k i l l s  of chi ldren pa r t i c ipa t ing  i n  t h e  
projec t  with comparable children-who were not ,  the  evaluation was planned t o  
obtain descr ip t ive  information on the  schools,  teachers ,  cu r r i cu la  and pupi ls  
involved i n  t h e  projec t  as well as information on the  a c t u a l  use o f  the  
projec t  aaterials. I t  was hoped that t h i s  background and process information 
would provide a b e t t e r  understanding of t h e  context and impact of  the  p ro jec t  
and provide a basis f o r  suggesting changes t o  improve the  ef fec t iveness  of  the  
prodect. The first impact evaluation was conducted by Cziko over a four-week 
period i n  November and December 1980. This evaluat ion included both projec t  
and nca-project (comparison) Bari and Lotuho pupi ls  at  Primary 2. The second 
impact evaluation took place a year later i n  Novenber and December of  1981 
during which time Cowan and Cziko col lec ted  da ta  from Bari, Lotuho, Nuer and 
Zande schools. The t h i r d  impact evaluation was undertaken during October and 
Movembr of  1982 by Cowan and involved Primary 1 Zande projec t  and comparison 
pupils  and Primary 1 and Primary 2 Nuer projec t  pupils.  Altho~gh a four th  
final impact evaluation v i s i t  was planned f o r  the  fall  of  1983, c i v i l  unrest  
i n  the region forced its cancel lat ion.  

This chapter describes the three impact evaluat ions and discusses t h e i r  
r e su l t s .  The design of  each evaluation is first presented, f ~ l l o w e d  by the  
r e s u l t s  which comprise background information on the  schools,  teachers ,  school 
a c t i v i t i e s  and the  outcome of  l i t e r a c y  tests administered t o  both p ro jec t  and 
comparison primary school pupils. The chapter concludes with a general  
s w y  and discussion of the  impact evaluation findings. 



4.1 FIRST IMPACT EVALUATION - 
4.1.1 DESCRIPTION OF EVALUATION 

1 1 1 . 1  Evaluation Dgsim 

The design of the first impact evaluation evolved over a period of ten 
months 8s information on the  proJect and part icipating and comparison schools 
was collected during three v i s i t s  by Cziko t o  Southern Sudan i n  January, June 
and November/December 1980. The psincflpal feature of the  design involved 
colparing two Bar1 and Lotuho schools, one school of each pair  using the new 
project  ~ t e r i a l s  ( t o  be referred t o  as project schools), the o thes not ( t o  be 
referred t o  as comparison schools). Cf  the four Cycle 1 languages for  wfiich 
project  materials were being used, Bari and Lotuho were chosen due t o  the 
r e l a t i ve  access ibi l i ty  of ru ra l  mhools w i n g  these languages from Juba, the 
regional capital .  The four ru ra l  p r i  nary schools actual ly  chosen (Rejaf East, 
Bari project; Bungu, Bart comparison; Hiyala, Lotuho project; and Loronyb, 
Lotuho comparison) were among the  ten Bar1 and Lotube schools v i s i t ed  i n  June 
1980 which provided a t  least basic necessary educational f a c i l i t i e s ,  lee., 
shelter, blackboards, chalk, paper, and writing instruments. I t  should be 
noted that  these four schools should not be considered i n  any way typical  of 
primary schools in swal areas of the  Southern Sudan but rather were chosen 
s ince they appeared to p~ov ide  what could be considered a reasonable chance 
for  the  l i t e r acy  proJect t o  make its iapact  felt. 

Originally, it had been planned t o  f o c w  on the Primary d pupils i n  these 
four schools in November./December 1980 and then t o  follow up these same 
children a t  the end of Primary 2 i n  Novembe~/December 1981. However, it w ~ w  
discovered that t he  1980 Primary 1 children a t  the  Bar1 project school had not 
been able  t;o use Book 2 of the Barf materials since the Prinary 2 pupils  a t  
the  sane school were still w i n g  these materials and there were not enough 
copies for both classes. Therefore, it was decided t o  modify the  evaluation 
design by focusing on the Prlnary 2 children fn  both Bari and Lotuho schools 
i n  Hovenber/December 1980 and t o  follow up these same children i n  
November/Decenber 1981 a t  the end of Primary 3. 

4.1.1,2 Instruments 

To col lect  background information, questionrlaires were prepared and l e f t  
with the Bari and Lotuho language officers i n  June 1980. Completion of the 
questionnaires required supplying information on the s i z e  of each school 
(enrollment at each grade), t h e  number of days i n  session during the 1980 
school year, the number of Primary 6 pupils uho passed the  primary school 
leaving ex- a t  the end of the 1979 school year, the curriculum (subjects 
taught at  each grade, by whom, using what materials 1, the teachers (education, 
beaching experience, subjects  taught1 and the  Primary 1 and 2 pupils ( m e ,  
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mother tongue, age, and attendance).  It  was hoped that t h i s  background data 
would provide information on t h e  context of the projec t  and ind ica te  the ways 
i n  which the  four schools d i f fered .  

The instruments developed f o r  the  co l l ec t ion  of  outcome da ta  involved the  
crea t ion  of measures of the  actual reading pe~formance of  the  Primary 2 
pupils.  A group-administered reading test and individual  tests of' o r a l  
reading and comprehension were constructed. The group-administered tests were 
adaptat ions and t r ans la t ions  of the  readinn sub tes t s  of the  Primarv Level : 
stanford Achievement Test. Tes ts  of vocabuiary, reading and word &idy s k i l l s  
were constructed i n  both Bari and Lotuho. The vocabulary test required t h e  
pupi ls  t o  indica te  the  one word (out  of three  choices) which best  f i t  the  
sentence read by the  examiner. The three  words were read by the examiner and 
the  pupil  had t o  Indica te  the  cor rec t  word printed on h i s  answer sheet. The 
reading test consisted of two parts .  P a r t  A involved indica t ing  which one of  
three printed words best described a pic ture  presented above the words, Pa r t  
B involved choosing the  one word (embedded i n  groups of  three)  which best f i t  
a s h o r t  pr inted %toryn consist ing of a sentence o r  severa l  sentences. 
P ic tures  were used t o  paovide some context fcr each of the  s t o r i e s .  F inal ly ,  
the  word study s k i l l s  test was a type of  word recognit ion task. The exaniner 
read a word aloud twice and the pupil  was required t o  ind ica te  the  t a rge t  word 
from a group of three  words printed on h i s  answer sheet.  The cor rec t  word and 
the  two d i s t r a c t o r s  xere usual ly similar visual ly  and a u d i t o r i l y  (an English 
example would be - s t i f f ,  s t i t c h ,  s t i c k ) .  

The o r a l  reading tests consisted of four parts :  ( a )  a list of ten  words 
Pncluded i n  the  projec t  materials f o r  Primary 1 and 2, (b)  a list of ten words 
not contained i n  these materials, Cc) a shor t  s t o r y  of  approximately 50 words 
containing a l l  of the  words i n  the  two lists and (d)  f i v e  ccmprehenslon 
questions based on the  s tory .  These o r a l  reading materials were constructed 
i n  both Bari and Lotuho. 

Data Collection 

Three procedures were employed t o  c o l l e c t  the  background, process, and 
outcome data. Host of  the background data  were col lec ted  by the  Bari and 
Lotuho language o f f i c e r s  between July and November 1980 v ia  interviews with 
school staff and r e f e r r i n g  t o  school records with the school d i rec to r .  
Additional information was obtained during the time of the au thor ' s  v i s i t s  t o  
the  schools i n  November/December 1980. W i f e  much of the  information desired 
was col lec ted ,  some was not avai lable.  For example, some of the  age da ta  t h a t  
were obtained i n  most cases represent  the bes t  guess of  the  teacher, pupil  o r  
language o f f i ce r .  F inal ly ,  s ince  some of  t h e  teachers  were not present a t  the 
time of t h e  evaluation v i s i t s ,  some of the information on t eacher ' s  education 
and teaching experience may not be completely accurate  s ince  it was obtained 
from secondary sourees. 

Process da ta  were col lec ted  on the ac tua l  teaching and learning a c t i v i t i e s  
of  the  Primary 2 vernacular classrooms a t  each of the  four schools. These 
da ta  were obtained by tape recording and taking notes on a complete vernacular 
reading lesson which the  author attended, a s s i s t ed  by the  language o f f i c e r  of 



that language mtlo itas fluent in English and was able to provide the author 
with explanations and interpretations of the class activities. 

The outcome data were obtained using the group administered and individual 
reading tests described above. The group reading tests were administered to 
all Primary 2 children present at the four schools at the time of the author's 
visits in November/December 1980. The first group to be administered the 
group reading tests was the Primary 2 class of the Bari project school. Since 
these pupils had great difficulty in understanding and completing the 
vocabulary test (and in fact as a group performed only at a chance level on 
this test), they were not administered the second and third tests (Reading: 
Parts A and B) but proceeded directly to the last test of word skills. 
Consequently, the word study skills test, which appeared to be the easiest of 
the group tests, was the only test administered to the other three Primary 2 
classes. A total of $3 Primary 2 pupils in the primary schools were 
administered this group reading test. The oral reading test was administered 
individually to 43 Primary 2 pupils in the four schools. Although time 
limitations prevented the individual testing of all Primary 2 pupils present, 
an effort itas made to include a representative sample from each of the four 
P r i m y  2 classes including weak, strong and average pupils from each class. 
These same 43 pupils were interviewed to determine their reasons for attending 
school and learning to read and write. The individual oral reading tests and 
the interviews were conducted by the Bari or the Lotuho language officer under 
the supervision of the author. Each pupil's oral reading performance, answers 
to the comprehensive questions and interview responses were tape recorded. 

4.1.2 RESULTS 

Background Data 

General background data from the four participating schools is shown in 
Table 4.1. Examination of this table reveals a number of important 
characteristics of the four schools. Both proJect schools are larger in terms 
of pupil enrollment and staff although the teacher-pupil ratio was identical 
for the schools of each language group (1:36 for the Bari schools;'l:21 for 
the totuho schools). Both project schools seem more successful in preparing 
their pupils for the primary school leaving examination, the passing of which 
is prerequisite to entering junior secondary school. Among the Bari project 
school and Lotlaha project school Primary 6 pupils who took this examination in 
January 1980, 32% and 52% passed, respectively, while these figures were 16% 
and 12% for the Bari comparison and Lotuho comparison schools, respectively. 

With respect to teacher education, the two project schools had a higher 
pr~portion of teachers who had done at least some studies at a teacher 
training college either in Sudan or Uganda (75% and 60% for the h r i  project 
and Lotuho project schools, respectively, vs. 40% and 43% for the Bari 
comparison and Lotuho comparison schools, respectively!. The Bari project 
school also differed markedly from the other three schools in terms of 
teacherst work experience with the median number of years ~f primary school 



f a b l e  4.1 

Background Data 

School 

Rejaf East Bungu Hiyala . Loron yo 
Variable (Bari  Project) (Bar1 Comparison) (Lotuho Project) (Lotuho Comparison) 

School Data - 
Pupils enrol led in 1980: 

P 1 

P2 

P3 

P4 

P5 

P6 

Total 

TeacherIPupil ratio 

P6 pupils in 1979 

Above pupiis passing 
leaving exam 

First day o f  class in 1980 

(con t'd) 



Table 4 .1  (contld) 

Background Data 

School 

Variable 
Rejaf East Bungu Hiyala Lo ron yo 

( Ba ri Project) (Bari  Comparison) (Lotuho Project) (Lotuho Comparison) 

General Teacher Data 

Number of teachers 8 

Above teachers with 
regional mother tonguea 5 (62%) 

Education (years) 

Median 

Range 

Trained teachersb 

~ x ~ e r i e n c e '  (years) : 

Median 30 

Range 3 - 48 



Table 4.1 (cont'd) 

Background Qata 

Rejaf East Bungu Hiyala Loron yo 
Variable (Bari Project) (Bari  Comparison) (Lotuho Project) (Lotuho Comparison) 

Primary 2 vernacular teacher informat ion 

Mother tongue 
Education (years) 7 8 8 6 

Training 

~ x ~ e r i e n c e '  (years) 3 5 

Experience: P I  E P2 (years) 15 6 2 7 5 

- - -  

Primary 2 pupil information 

Enrollment: 

Total 

Male 

Females 

Regional 
mother tonguea 

(con tt  d) 



Table 4.1 (cont'd) 

Background Data 

Rejaf East Bungu Hiyala Loron yo 
Variable (Bar i  Project) (Bar i  Comparison) (Lotuho Project) (Lotuho Comparison) 

Primary 2 pupil information 
8 

Age: 

Mean 

Standard deviation 1.08 1 .25 1.90 2.25 

n f - 70 2 4 7 13 

a Regional mother tongue refers to Bar i  in Bari schools and Lotuho in Lotuho schools. 

%rained teachers are defined as teachers w i t h  a t  least some teacher t ra in ing college attendance. 

'€xperience refers to years o f  working as a primary school teacher. 

d 
A i n  this row indicates some attendance at a teacher training college. 

e~ in this row indicates participating in the SIL teacher training for  use o f  the project materials. 

in this row refer to the number o f  pupils for  whom age estimates were obtained. 



teaching experience equal t o  30 for  the Bari pro jec t  school compared t o  5, 8 
and 6 f o r  the  Bari control ,  Lotuho cont ro l  and Lotuho comparison schools,  
respect ively.  This is l i k e l y  due t o  the f a c t  t h a t  the Bari p ra jec t  school 
(Rejaf E a s t )  is the oldes t  school of  the  four ,  having been es tabl i shed by 
Italiar, missionaries after World War I. 

The Projec t  2 vernacular teachers a t  the  four schools differed markedly 
with respect  t o  d u c a t i o n ,  t r a in ing  and teaching experience. I n  general ,  the  
ppoject teachers  t,zd received t r a in ing  from both a teacher t r a i n i n g  col lege 
and from SIL on &he use of  the  p ro jec t  materials while the  Primary 2 
vernacular teachers  a t  the two comparison schools had had no teacher t r a in ing  
of  any kind. Also, the two projec t  teachers  had from 2.5 t o  5 times more 
teaching experience a t  Primary 1 and 2 than did the  comparison school 
teachers- This f inding reflects the  fact that the  projec t  sought experienced 
teachers  who had taught vermeular  l i t e r a c y  s k i l l s  i n  missionary schools t o  
p a r t i c i p a t e  i n  the  first t r ial  of the  new projec t  materials. 

There were la rge  differences i n  the  size of Primary 2 enrollment, the 
percentage of female pupils  and the  estimated aga of t h e  Primary 2 pupi ls  i n  
t h e  four schools. Both projec t  schools had markedly more pup i l s  than t h e i r  
corresponding comparison schools. Also, while feaa les  made up a s i zeab le  part 
of the  Primary 2 c lasses  a t  the  two Barf schools,  there  were only three  
females i n  the  Primary 2 c l a s s  of the  Lot- projec t  school and no female 
pupi ls  i n  t h e  Primary 2 c l a s s  of the  Lotuho cowparison school. Almost a l l  of 
the Primary 2 pupi ls  i n  the  Bari csmparison, Lotuho p ro jec t  and Lotuho 
comparison schools had the  regional  language arc their mother tongue (Bari o r  
Lotuho) while 10 ou t  of the  82 Primary 2 pup i l s  d id  not have B a r i  as t h e i r  
mother tongue i n  the  Bari projec t  school. These 10 pupi ls  were refugees Pram 
Zaire uhose families had recent ly  s e t t l e d  near Rejaf East. The mean 
approximate age of the  Primary 2 pupils  in each of the  four schools was 
generally comparable except f o r  the Lotuho cont ro l  school whose Primary 2 
pupils  were general ly older  with an approximate mean age o f  12 years. Since 
children are supposed t o  start Primary 1 a t  age seven and therefore  Primary 2 
a t  age e igh t ,  the  ages of the four groups of Primary 2 pupi ls  ind ica tes  t h a t  
i t  is not unusual f o r  chi ldren start t h e i r  primary education a t  8, 9 o r  10 
years  of age. 

Information on the Primary 2 curriculum and materials used i n  the four 
schools is presented i n  Table 4.2. The most s t r i k i n g  aspect  of  the curriculum 
and materials used i n  the  four Primary 2 c lasses  is the se r ious  lack  of  
materials f o r  the  pupils. O f  the 20 subjec t  by school combinatioras 
represented by the four Primary 2 classes, only f i v e  of these included 
materials f o r  the pupils.  None of the  four Primary 2 c l a s s e s  had pupil  
materials f o r  mathematics and far three  of' the schools,  only one Primary 2 
subjec t  was taught with the a i d  of  pupil  materials. O f  p a r t i c u l a r  relevance 
t o  t h i s  evaluation is the fact t h a t  while the Barf p rc jec t  class had the new 
projec t  materials f o r  about ha l f  of the  Primary 2 pupils  i n  the  vernacular 
class, a l l  pupils  i n  the BarP comparison Primary 2 class had f o r  class use a 
copy of a Bari primer first published i n  1958 by L. J. Fal lon,  Ltd. (Dublin) 
and republished by the  Regional Ministry of Education (Juba) i n  1976. Unlike 
thc %rf projec t  teacher,  however, the b r i  comparison vernacular teacher did 
not have a teacher ' s  manual f o r  t h i s  primer nor t r a in ing  i n  the  use of the 
primer. For the  two Lotuho schools,  t he  Lotuho primary school was able t o  
supply a l l  of its Primary 2 pupils  with copies of the new pro jec t  materials t o  



Table 4.2 

Primary 2 Curricula and Materials . 
- 

Teac he rt s Pupil's 
Minuses1 Materials1 Materials 1 % Pupils 

Subject Week Medium Language Language wi th Materials - 
Rejaf East [Bar! Project School) - 

Vernacular 2 40 Bari  project1 project/ 46% 
Bar i  Bar i  

Mathematics 240 Ba rS RMEI none 0% 
English 

Re6 igion 80 Rari Catechism1 Catechism1 100% 
Bar i  Bar i  

Bungu C Bar i  Comparison School) 

' Vernacular 2 70 Bar1 old/ old1 100% 
Bari  Bar i  

Mathematics 2 76) Barl RMEI none 0% 
English 

Religion 2 70 Bari Catechism/ none 0% 
Lotu ho 

Hygiene 270 Bari Yuggul  none 0% 
Bar i  

(conttd) 
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Table 4.2 (cont'd) 

Primary 2 Curricula and Materials 

- - - - - - - - -- 

Teacher's Pupi 1% 
Minu$esl Materials/ Materials! % Pupils 

Subject Week Medium Language Language wi th  Materials 

Loron yo ( Lotu ho Comparison School) 

Religion 

English 

N ygiene 

A r t s  E Crafts . 

A ra  blc 

Physkal Education 

Lotu bra 

English 

Catechism1 none 
Lotu ho 

Ox for  d l  
English 

80 Lotuho none 

80 Lo tu ho none 

240 Arabic CMEI 
Arabic 

8 0 English none 

Oxford! 
English 

none 

none 

none 

none 

Note. Abbreviations used to specify materials refer to the i r  source, I.e., RME = Regional Ministry o f  Education - 
CME = Central Ministry o f  Education (Khartoum) ; OUP = Oxford  Universi ty Press. 



we during t h e  vernacular c l a s s  while the teacher used the  teacher manual 
developed f o r  these materials .  In  cont ras t ,  the Primary 2 pupi ls  a t  t h e  
Letuho comparison school had no educational materials i n  Lotuho. The only 
materials ava i l ab le  t o  the Primary 2 vernacular teacher a t  the  comparison 
school was an old copy of the Lotutno primer previously used t o  teach reading 
i n  Lotuho, I t  was a l s o  brought t o  the author ' s  a t t e n t i o n  t h a t  t h i s  battered 
copy of the  primer was only located a few days  previous t o  the  au thor ' s  v i s i t  
t o  the  school on 1 December 1980 and consequently its use with the  Primary 2 
pupils a t  t h i s  school m very recent ,  

Although as mentioned above none of the schools kept complete attendance 
records, i t  is important t o  make a f en  comments on the  number of days the four 
schools were i n  session i n  1980. While primary schools i n  the  Southern Sudan 
are supposed t o  open o f f i c i a l l y  i n  April  and c lose  j u s t  before Christmas, a l l  
four  schools began sessions considerably l a t e r  than April  i n  1980. The Lotuho 
projec t  school began classes on May 14 with the Lotuho comparison school about 
a month-later on June 15, The late opening of the two Lotuho schools seemed 
t o  be due primarily t o  the  holding of regional  e l ec t ions  i n  April  and May 1980 
f o r  which primary schools were used a s  pol l ing  places. The opening of the two 
Bari schools was fur ther  delayed by o teacher s t r i k e  and i t  was not u n t i l  
Augusty 25 and August 27 t h a t  the  Bari comparison and projec t  ~ c h o a l s  began, 
respect ively.  In addit ion,  a t  the  time of the au thor ' s  eva1uat;on v i s i t  i n  
Wovenber 1980, the four schools were closed f o r  one week of " local  leavet1 with 
r e l a t i v e l y  few Bari pupils  i n  attendance one week later, the re  having been 
some confusion over whether l o c a l  leave was t o  last one o r  two weeks. This 
unexpected break ser ious ly  af fec ted  the amount of time the  author had t o  v i s i t  
these schools and resul ted  i n  t e s t i n g  fewer individual  pupi ls  than o r ig ina l ly  
planned and the  elimination of the  e l i c i t e d  imitat ion task from the  evaluation 
design. 

Final ly,  i t  should be mentioned that the  Primary 2 projec t  pupi ls  included 
i n  t h i s  evaluation began using the new projec t  materials i n  Bari and Lstuho i n  
October 1879. Since t h i s  w a s  a l ready toward the  end of t h e i r  Primary 1 school 
year and s ince  the beginning of t h e i r  Primary 2 year was delayed, t h e i r  
perb"orlaa?ce on l i t e r a c y  tasks could be expected t o  be poorer than i f  they had 
begun use of the  materials a t  t h e  *ginning of Primary 1 and had the  advantage 
of  school years  of normal length. 

To s-wnarize the  backg~ound information cs l l ec ted  from the  four  schools,  It 
should be q u i t e  c l ea r  that the  two comparison schools should not be considered 
cont ro l  schools i n  any real sense of the  word. The background information 
reveals  systematic d i f ferences  between the two projec t  schools 2nd t h e i r  
respect ive comparison schools on aany impartant fac tors .  These f a c t o r s ,  uhich 
appear t o  favor the two projec t  schools,  include e n r o l h e n t ,  proportion of  
primary school leavers  qual ifying f o r  entrance i n t o  junior secondary schools,  
number of teachers,  teacher t r a in ing  and experience and t h e  a v a i l a b i l i t y  of  
pupil  materials. In s p i t e  of these d i f ferences ,  however, t h e  inclusion s;f the  
two comparison schools nevertheless provide some basel ine f n f a r m a t i ~ n  on the 
development of l i t e r a c y  s k i l l s  i n  r u r a l  primary schools which had not  had the  
intervention of the l i t e r a c y  project .  



4.1.2.2 Process Data 

The process data obtained from the observations and tape recordings of 
vernacular classes in the Eari project, Bari comparison, Lotuho project and 
Lotuho comparison are summarized and presented in Tables 4.3, 4.4, 4.5 and 
4 -6, respectively. These tables represent an attempt to analyze the classroom 
activities of the vernacular reading classes in terms of stimuli, respondent 
and response and present the activities in the order in uhich they took place 
in the class~oom. While it is recognized that this simgbified scheme ia 
inadequate to portray all the fine details of classroom activities, it is felt 
that this analysis does present useful information on the major teaching and 
learning activities which took place in the four classes. This is due to the 
fact that virtually all classroom activities involved the teacher and the 
entire class and that there were very few interactions between teachers and 
individual pupils, between teachers and small groups of pupils, or among 
pupils themselves. 

In reading through the sequential descriptions of class activities 
described in Tables 4.3 through 4.6 one is struck by the complete lack of 
activities in the two comparison classes which present reading as a meaningful 
activity requiring pupils to attempt to comprehend what they read. Although 
the two project classes did involve some meaningful reading activities (Table 
4.3, nos, 18, 19, 24; Table 4.5, nos. 9, l o ) ,  these meaningful activities took 
up a relatively small part of the vernacular classroom activities. Also, in 
the case of the Bari project class, the teacher read the entlre story aloud 
(Table 4.3, no. 20) followed by three readings of the story by the class (nos. 
21, 22, 23) before addressing the comprehension questions to individual pupils 
(no. 24). Therefore, for this class it was possible that reading 
comprehension per se was not involved in answering the questions based on the 
story. 

The overall impression, tfien, of the vernacular reading activities in the 
four schools is that these activities consist almost enti~ely of group reading 
and repetition of syllables, words and unrelated sentences with some practice 
in spelling and writing individual words. 

Some observations made of these f o w  classes which do not appear in Tables 
4.3 through 4.6 are worth mention. In both project classes, a great deal of 
time was spent by the teacher in writing syllables, words and sentences on the 
blackboard, although only one set of materials written on the board did -not 
appear in the pupils1 materials. During these times, the tempo of the class 
was colnpletely lost while the teacher very slowly (although very clearly) 
printed on the blackboard. It seems likely that the project teachers were 
still not accustomed to the pupils having their own materials and felt more 
comfortable in controlling their reading activities by pointing to parts of 
the blackboard. Also, in all of the classes the repetition of sounds and 
words was done quite vigorously and often took on a rhythmic, chanting quality 
uhich seemed to help sustain the temp of the classroom activities. In one 
class (Bari comparison), the teacher would get the pupils to repeat the word 
by simply saying WI?~, which would often be done several times in quick 
succession. %his is mentioned to underscore the finding t.%t the sounds of 
the words a d  the rhythm in which they were repeated seem to Be given much 



Table 4.3 

Sequential Description o f  Vernacular Class Activities: Rejaf East (Bar i  Project Class) 

sentence on board 

nonsense syllables on board 

class 

class 

sentence, phrase, word on board class 

sentences on  board class 

syllables on board class 

syllables, sentences on board individuals 

furlction on  b a r d  class 

teacher reading aloud unrelated 
sentences from manual class 

teackerss instructions indiv 

sentences on  board class 

wcrds, sentences on board, 
teacher's reading aloud class 

syllables, words, sentences on board individuals 

teachert% pointing to  functions in 
sentences on board class 

Book 2, p. 60 (letters, syllables 
words) individuals 

reads sentence aloud 

reads syllables aloud 

reads board display aloud 

reads sentences aloud 

reads syllables aloud 

points to syllables, sentences reads them aloud 

reads function aloud 

listens to teacher. 

produces sentences following grammatical 
pattern(not connected discourse, sent, nnces, 
not  wr i t ten o n  b a r d )  

reads board aloud 

repeats words, sentences after teacher 

reads board a!oud 

reads functions aloud 

read page aloud 



Table 4.3 [conttd) 

Sequential Description of  Vernacular Class Activities: Rejaf fast  (Bari Project Class) 

No. Stimuli Respondent Response - 
ioac her's pronuncia tbn of ju& class repeat teacher's pronunciation o f  

16 story on board teacher reads board aloud 

17 story on board class reads board aloud 

18 story on Book 2, p. 61 instructions 
t o  read silently class reads page independently, bu t  not very silently 

1 9  repeated instructions to read 
silently class reads "more silentlyM 

26 story in Book 2, p. 61 teacher reads story aloud 

2 1 story in Book 2, p. 61 class reads story aloud 

2 2  story in Book 2, p. 61 all g i r ls  reads story aloud 

23 story On Book 2, p, 61 al l  boys reads story aloud 

24  teacher's questions on story individuals answer one question 

25  fi, &, juju on board, eight times 
each Individuals reads board aloud 

26 fi, &, on board, eight times 
each 

27 teacher's dictation o f  lahju, 

class prints words in exercise book corrects work 

koti - class prints words in exercise book 

28 student's written work from 
26, 27 

nos. 
teacher corrects work 

T x 
ti 
v 
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Table 4.4 

Sequential Description o f  Vernacular Class Activities: Bungu [Bar i  Comparison Class) 

No. Stimuli Respondent Response - 
1 story in book; teacher's reading class 

o f  each sentence 

2 story in book; teachesDs corrections class 
Q guidance 

3 words on  board class 

4 words o n  board divided into syllables class 

5 story in book; teacher's guidance 6 class 
corrections 

6 story in book; each sentence read class 
aloud b y  teaches 

7 story in book individuals 

8 word pronounced slowly b y  teacher individuals 

9 test heading on board class 

10  25 words pronounced several times class 
slowly b y  teacher 

11 25 spel ling words pronounced quickly class 
b y  teacher 

reads (repeats) each sentence aloud after 
teacher 

reads 

reads 

reads 

reads 

reads 

s tory  aloud 

board aloud 

syllables aloud & blends into words 

sentences aloud 

sentences aloud 

read story aloud 

print word o n  board [different word for 
each pupil) 

c ~ p i e s  of test heading o n  test paper (name, 
date, "Bar i  Spelling") 

pr in ts  wards on test paper 

checks spelling on test paper 



Tabla 4.5 

Sequential Description o f  Vernacular Class Activities: Hiyala (Lotuho Project Class) 

No. Stimuli Respondent Response 

picture o f  antelope with abobito 
on poster 

2 l i s t  of words on board 

3 l i s t  sf  words on board 

class 

class 

says abobito 

reads words aloud 

individuals points to and reads aloud all abobito in l ist  

4 words, syllables on board class read aloud 

5 teacher's instructions individuals say words beginning wi th a g iven letter 

6 sentences on board individuals say new sentences beginning wi th  word ofeaeh 
given sentence 

7 Book 2, p.56 (words, syllables, individuals read page aloud 
letters) 

8 words on board; teacher's instruc- individuals say new sentences containing given word 
tions; teacher's saying o f  word 

story in book, teacher's instructions individuals read story independently, si lent ly 

10 teacher's questions on story (new individuals answer one question 
question for  each pupil) 

11 teacher's reading story aloud class listens to teachers 

12 story in Book 2, p. 57 individuals read s tory  aloud 

13 words on board class pr in ts  words in exercise book (copy words 
letter by letter) 



Table 4.5 (con t'd) 

Sequential Description of  Vernacular Class Activities: Hiyala (Lotuho Project Class) 

No. Stimuli Respondent Response 

sentence dictated b y  teacher word 
by word (each word repeated 
four times) 

student's written work from no. 14 

class prints words in  exercise book 

teacher corrects written work 



Table 4.6 

Sequential Description o f  Vernacular Class Activities: Loronyo (Lotuho Comparison Class) 

No. Stimuli Respondent Response 

nonsense syllables on  board read class 
aloud b y  teacher 

words on board read aloud b y  class 
teacher 

words on  board class 

sound o f  - n given by teacher class 

syllables, words & sentences on 
board 

read syllables aloud after teacher 

read words aloud af ter  teacher 

reads words aloud 

repeats sound 

individuals read board aloud 

syllables, words & sentences on class 
board 

board copied in exercise books (done at 
author's request) 



more importance than the  meaning of the  words and the communicative funct ion 
of  l i t e r a c y .  

F inal ly ,  the ana lys i s  of the  e r r o r s  made by some of the  Bari pro jec t  pupi ls  
i n  answering the class comprehension questions is revealing. Since many sf 
the  comprehension questions can be answered by simply repeat ing an appropriate  
sentence or p a r t  of a sentence from We s to ry ,  it uas of ten  no t  c l ea r  whether 
the  pupi ls  were a c t u a l l y  understanding the  s t o r i e s  o r  simply memorizing them 
fro. repeatedly hearing them read aloud by the  teacher and by the  class. 
However, three  pupils  during the  Bari projec t  l i t e r a c y  lesson began t h e i r  
answers t o  comprehension question with the  word a, which means and and then 
and is of ten  used a t  the  beginning of a non- in i t iz l  sentence of  a Bari s t o r y  
f o r  the  purpose of text cohesion. However, answering an o r a l  question with a 
sentence beginning with a is not appropriate  ( i n  f a c t  the  teacher vigorously 
corrected these pupi 1s) &d seems t o  indica te  t h a t  these pupi ls  had i n  f a c t  
memorized the  s t o r y  and went s o  f a r  as t o  v i o l a t e  some basic  discourse r u l e s  
of  spoken Bari t o  use what they had memorized t o  answer the  question, 

4.1.2.3 Outcome Data 

The outcome data of the  f i r s t  impact evaluatfon of the  l i t e r a c y  p ro jec t  are 
summarized i n  Tables 4.7 and 4.8, Before examining these r e s u l t s ,  however, 
severa l  f ac to r s  should be kept i n  mind. F i r s t ,  a r e l a t i v e l y  small number of  
pupils  were administered the  individual reading tests. Usually, t h i s  was due 
t o  low attendance at t h e  four schools and/or lack of time. Therefore although 
the  pupils  tes ted  are believed t o  c o n s t i t u t e  a f a i r l y  representa t ive  sample of  
a l l  ~f the  pupi ls  i n  each of the  four elasses, they were not randomly se lec ted  
from t h e i r  P r i m r y  2 class. Also, there  wer@ i r p o r t a n t  d i f ferences  between 
the  two comparison classes. While the  &xi comparison class was a b l e  t o  
provide a l l  of its Primary 2 pupils  with reading raterial i n  t h e  vernacular,  
no materials whatsoever were provided fo r  the  Primary 2 pupi ls  i n  the  Lotuho 
comparison c lass .  F inal ly ,  i t  should be kept i n  mind t h a t  although tests of 
statistical s igni f icance  (i .e. ,  t-tests) were computed t o  compare the  reading 
performance of each projec t  c l a s s  with its comparison class, these tests were 
performed f o r  descr ip t ive  purposes only. Since the pupi ls  were not  randomly 
selected from their respect ive populations, the r e s u l t s  of these analyses 
should be considered t o  provide information only on the  d i f ferences  i n  
performance between the  ac tua l  pupils  being compared. Generalizations of 
these r e s u l t s  are only va l id  insofar  as these pupils ,  teachers ,  materials and 
contexts are similar to  those elsewhere i n  the  Southern Sudan. 

4-1.2.3.1 READING PERFORMANCE 

The reading test performance of these Bari and Lotuho pupi ls  is summarized 
i n  Table 4.7. On L i s t  1 (reading aloud 10 words taken from Books 1 and 2 of 
the  projec t  materials) a l l  groups were a b l e  t o  read approximately 
three-quarters of  these words except the Lotuho comparfsen gmup which could 
read v i r t u a l l y  none. On L i s t  2 ( t en  words not appearing i n  Books 1 and 2 of  
the projec t  mater ia ls ) ,  performance was, as expected, poorer, However, while 
the  Lotuho proJect group performed markedly better than the Lotuho comparison 
group, the  Bari comparison group performed a t  a higher l e v e l  than did the Bari 



Table 4.7 

Reading Test Results 

Rejaf East Bungu Hiyala Loron yo 
Variable (Bar i  Project) (Bari Comparison) (Lstuho Project) (Lotuho Comparison) 

L is t  1 

List  2 

Story 
M 

Comprehension Questions 
M 

Word Study Skills 
M 

Note: Maximum score is  10 for  both Lists 1 and 2, 5 fo r  Comprehension Questions and 60 fo r  Word Study Skills. - 
Maximum socre for  the Bari Story is 41 while that f o r  the Lotuho Story is 52. A solid l ine between two means 
indicates a significant difference (p < .05) 

T 
Z1 
m 
Ir 

CP 
CP 
P 



project group. The better performance of the Bari comparison pupils on List 2 
seemed to be due primarily to their ability to use letter names to sound out 
unfamiliar words. Almost all the Bari comparison pupiLs attacked words by 
first reading the letter names of the component letters and repeating these 
names with increasing speed until the word was recognized. No pupils from the 
other three classes employed this strategy since apparently they had not been 
taught the names of the letters or the individual sounds that each letter 
rep~esented. 

It ms only while reading aloud the story and answering the comprehension 
questions that both project groups performed better than their respective 
comparison groups. However, since it was possible for the pupils to answer 
these comprehension questions correctly without fully understanding the story 
or even parts of the story, it is likely that with the exception of the Lotuho 
comparison pupils these scores o~srestimate the pupils' ability to read with 
comprehension. (The easy nature of the comprehension questions is due to the 
fact that they were constructed to be similar to the comprehension questions 
used in the project materials. See the second point in the discussion 
section. ) 

Finally, performance on the group-administered nerd study skills test 
indicated that the Lotuho project group performed better than the Lotuho 
comparison group while the Bari comparison group performed at a higher level 
than the Bari project group, 

INTERVIEW DATA 

The reasons obtained from the interviewed pupils for attending school are 
categorized and presented in Table 4.8. The most popular reasons for 
attending school were related to obtaining employment (61% of all pupils 
interviewed). The jobs specifically mentioned were teacher (26%), government 
off icial ( 13%), doct~r (5% ) and nurse (3%) . The second most popular reason 
given for attending school was related to some aspect of literacy (i-e., 
learning to read and/or write) with 42% of all pupils having given such a 
reason. The nost popular remaining reasons were general academic reasons 
(e.g., to obtain knowledge, to be educated) and reasons related to obtaining 
prestige in some way (26% of pupils interviewed gave one or both of these 
types of reasons). The prestige reasons included kcoming a *big manw ( I d s ) ,  
being clever (11%) and obtaining a car (3%).  

With respect to group differences in reasons for school attendance, the 
Lotuho project is characterized by a relatively high proportion of pupils 
having given general acadenic reasons 8rd no pupils having given 
literacy-related reasons for school attendance. The Eari project class was 
characterized by a relatively low proportion of pupils having given prestige- 
and employment-related school attendance reasons. However, the Bar1 project 
pupils were interviewed immediately after the administration of the individual 
reading tests while for the other three classes the interviews preceded the 
administration of the individual reading tests. This may then explain why the 
Bari project pupils gave a high proportion of literacy-related reasons and a 
relatively low proportion of employment- and prestige-related reasons for 
attending school. 
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Table 4.8 [cont'd) 

Reasons fo r  Attending School 

Sc h o d  

Rejaf East Bungu Hiyala Loron yo 
Reason ( Bar i  Project) ( Bari Comparison) (Lotuho Project) ( Lokuho Comparison) Total 

3 (20%) 5 (83%) 7 (88%) 8 (89%) 23 (61%) F ind  etnployment 

2 (13%) 2 (33%) 2 (25%) 4 (44%) 10 (26%) Be teacher 

Be nurse 

Be doctor 

B e  government off icial 0 2 [33%) 0 3 (33%) 5 (13%) 

Other 1 (7%) 8. 0 0 1 (3%) 

Learn Arabic 1 (7%) 0 0 0 1 (3%) 

Number interviewed 15 6 8 9 38 

- 
Note: Indentation of reasons indicates subordination. For example, 8 Bar i  Project pupi ls gave a Itbe literate" - 

reason for attending school o f  which 6 pupils specifically gave a Illearn to readM reason, Of these latter 6 
pupils, 3 fu r the r  specified a "learn to read c ~ r r e s p s n d e n c e ~ ~  reason, Since superordioate reasons include 
all pupils g iv ing  a more specific subordinate reason plus less specific pupils and  since pupi ls  of ten gave 
more than one reason, sums o f  columns percentages exceed 100%. 



4.2 SECONIC, IMPACT EVALUATION 

4-2.1 DESCRIPTION OF EVALUATXON 

4,2,1,1 Evaluation Design 

The second impact evaluation was original ly  intended t o  follow up the same 
Bari and h t u h o  pupils strtdied in  the  first evaluation, However, s ince some 
modifications i n  the  design of the l i t e racy  materials had taken place fo r  the 
Cycle 2 languages (due t o  the workshop held by Cowan i n  Maridi i n  October 1980 
described i n  Chapter 31, it was felt  that i t  was imperative t o  co l lec t  
information on the impact that  these modified materials were having on the  
acquisi t ion of l i t e racy  s k i l l s .  Therefore, Primary 1 project  c lasses  us1 ng 
trial edi t ions  of the materials prepared for  two Cycle 2 languages (Zande and 
Nuer) were a l so  vis i ted,  observed, and tested, Although it was not possible 
to  co l lec t  similar data from h e r  and Zande comparison classes a t  th is  tiqe, 
i t  was fe l t  that the data collected from the Muer and Zande proJect classes i n  
itself would provide valuable information on the effecLiveness of the  Cycle 2 
modifications and considerably broaden the base of our evaluation, In 
addition t o  the s i x  classes mentioned above, information was a l so  collected 
Prom two additional Bari md Lstuho classes not included i n  the  first impact 
evaluation, Therefore, data were collected from a t o t a l  of e ight  classes. 
The four Primary 3 classes followed up from the first evaluation were Rejaf 
East (Bar i project ) , Bungu (Bar i comparison ) , Hiyala (Lo tuho project  ) , and 
Loronyo (Lotuho corngar ison) Primary Schools. The two Cycle 2 classes were the 
Primary 1 classes of primary schools i n  Nasir West INuer) and Yambio (Zande). 
The two addit ional  Cycle 1 classes consisted of a Pr iawy 3 project  class i n  
ReJaf West (3ar i )  and the Primary 2 project class of Tori t  East Primary School 
(Lotuho), Inforsation was collected toward the end of the  school year i n  
Wovemkr and December 1981 by Cziko (Bari and Lstuho classes ) and Conan (Nuer 
ar.d Zande classes). 

&cause of t i ne  l i a i t a t i ons ,  we were unable to v i s i t  Raga, where the 
tes t ing of khe t h i r d  Cycle 2 language (Kresh) was takhg place. Jocelyn 
Clavenger reported that the IRL language of f ice r  and the two literacy 
inspectors who wrote t h e  first three primers with SIL  consultant Rick Brown 
were tes t ing  Books 1 and 2. Because of a teachersf s t r i k e ,  they were unable 
t o  begin before August 1981 and hence had only begun Kresh Book 2 when o w  
v i s i t  was made i n  November. SIL consultant J u l i e  Van Dyken had made one 
supervisory v i s i t  of about 15 days. The students Rad been divided in to  two 
groups on the basis of language a b i l i t y ,  one being comprised of native 
spea&ers and the  other of non-native speakers. The two l i t e r acy  o f f i ce r s  were 
teaching the respective groups under the supervision of the language off icer .  
Regrettably, t h e  only person who might have supplied us wi th  detai led 
information about plans for  expanding Kresh instruction i n  other schdols 
around Raga i n  1982, J u l i e  Van Dyken, was i n  Nigeria a t  the tine of our v i s i t .  



4.2.1.2 Instruments 

To c o l l e c t  hackground info~matioia,  t he  same questionnaire t ha t  w a s  used for  
t h e  first impact evaluat ion was again used t o  interview the  d i r e c t o r  and 
teacners  a t  each school. For the  four &pi  and Lotuho classes that were 
included i n  the f i r s t  evaluation, only that information uhich had changed 
since last year ma recorded (e.g., new teachers,  class enro lUen t s ,  Primary 3 
curriculum and aater f a l a ) .  

The instruments developed f o r  the  co l l ec t ion  of outcome data  involved t h e  
crea t ion  of measures of  the reading a b i l i t y  of  both projec t  and comparison 
pupils  i n  t h e i r  respect ive  mother tongue. For pupi ls  i n  Primary 2 o r  3, a 
wri t ing test was a l s o  developed and adminis te~ed.  The l i t e r a c y  tests 
developed f o r  each of the c lasses  are described below f o r  each sf the  f o u ~  
languages included i n  the  evaluation. 

BAR1 TESTS 

The W r i  l i t e r a c y  test bat tery  was made up of three pr inc ipal  parts. The 
first p a r t  uas a test of word s k i l l s  composed of four subtes ts .  The s u b t e s t s  
were (a3 Vowel Words, (b3 Consonant Words, ( c )  Known Words and Cd) Unknown 
Words. The subtess  involved reading aloud 10 two-syllable camon Barf wsrds 
containing the  10 vowels of the Bari language. Since only s i x  letters 
(graphemes) are used t o  represent  these 10 vowels ( t h e  tense-lax d i s t i n c t i o n  
not  being indicated f o r  four of the  vowels), t h i s  suatest required the  pupi ls  
to apply t h e i r  knowledge of  Bari vocabulary t o  decode each word. For each of 
the t en  items of Vowel Words sub tes t ,  the vowel had t o  be read i n  one way only 
( e i t h e r  tense OF lax) t o  make a W r i  word and the  word had t o  be cor rec t ly  
read f o r  the  pupil  t o  pass the  item. One-syllable nonsense words, each 
containing one of the  19 consonants of  Bari,  made up the  subtes t .  For t h i s  
sub tes t ,  the  pupil  w a s  scored on whether o r  not he read the  consonant 
correc t ly ,  ignoring what was read f o r  the vowel sound. The s u b t e s t  consisted 
of 10 words used i n  Books 2 and 3 of the new Basi l i t e r a c y  matefials while t h e  
sub tes t  consisted of  10 wsrds n e t  contained i n  Books 2 o r  3 of the  materials. 
'he hatter two s u b t e s t s  were the same ones that had been used f o r  the first 
e v a l u a t i ~ n  i n  1980 and pupils  were required t o  read aloud the e n t i r e  word 
correct ly.  These four sub tes t s  therefore comprised 49 itemu, 

The second pr inc ipal  part of the  battery involved reading aloud a s t o r y  of 
52 wards and answering s i x  eoiuprshensioa questions based on the  s tory .  These 
questions included some which refer red  t o  information s t a t e d  e x p l i c i t l y  i n  the  
t e x t  of the s t o r y  as well as others  which required the  i n i e r r i n g  of  
information impl ic i t ly  included i n  t h e  text .  Tkie last  part of the  ba t t e ry  
involved a d ic ta t ion  of a shor t  passage consist ing of a t o t a l  of  fhree  
sentences and 16 words. These words were a l l  included i n  Books 2 and 3 of  the  
new Bari' l i t e r a c y  materials. 

4.2.1.2.2 LOTUKO TESTS 

The Lctuho l i t e r a c y  test bat tery  was a l s o  made up of  three  p r inc ipa l  parts* 
The test of word s k i l l s  comprised four sub tes t s ,  viz . ,  ( a )  Vowel Wsrds, (b) 
Consonant Words, (c )  Known Wards and (d)  Unknown Words. The Vowel Words 
sub tes t  consisted of f i v e  nonsense words each containing one of the  f i v e  
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vowels used i n  the Lstuho language. The Consonant Words sub tes t  contained 27 
nonsense words, each containing one of the  27 consonants of Lotuho. The Known 
Words sub tes t  included I0 Lotutao words from Books 2 and 3 sf the new Lotuho 
l i t e r a c y  materials &ile tire Unknown Words sub tes t  included 10 words nct  
contained i n  these sans materials. , 

The second principa1 part s f  the  Lotuho l i t e r a c y  test b a t t e ~ y  involved 
reading aloud a s t ~ r y  of 52 words and answering e igh t  comprehension questions 
based on the  s tory.  A s  f o r  the  Bari test, these questions refer red  t o  
information both e x p l i c i t l y  and i n p l i c i t l y  s t a t e d  i n  the  reading passage- 

The last part of  the  Eotuho ba t t e ry  involved the  d i c t a t i o n  of a s h o r t  
passage c a r i i s t f a ~ g  of a t o t a l  of three  sentences and 20 words. These words 
were a l l  included i n  Books 2 and 3 of t h e  Lotuho l i t e r a c y  materials .  

NUER TESTS 

Both the Nuer and Zande l i t e r a c y  tests were developed i n  the f ie ld during 
Cowan's v i s i t .  They were modeled after the Barf and Lotuho test ba t t e r i e s .  
The first sub tes t  consisksd of 12 nonsense s y l l a b l e s  which contained l e t t e r s  
the  s tudents  had been exposed to  i n  the  priiuer. The purpose of  t h i s  sub tes t  
was t o  gain a general aeasure of the  s tudents '  decoding a b i l i t y .  The second 
sub tes t  comprised a list of 20 words, 10 of  which were "known wordsw, i-e.,  
they were drawn from the  lessons the  s tudents  had studied up t o  the  t e s t i n g  
da tes  (Lesson 45 f o r  the  Nuer primer, Lesson 49 f o r  the  Zande primer). The 
other  10 words were w b ~ i l t w  words, f.s., containing letters t h e  s tudents  had 
been taught,  but which had not ac tua l ly  been used i n  previous lessons. (The 
word m, "book", was wed i n  both tests and although it is never used i n  the  
primer, i t  does appear on the  t i t l e  page. ) The f i n a l  sub tes t  consisted of a 
s h o r t  passage i n  which s l P  of  the  previous 20 test words appeared, The 
o r i g i n a l  Nuer passage, which was 56 words long, had t o  be d r a s t i c a l l y  revised 
after kesting revealed i t  w%s much too d i f f i c u l t  f o r  the  pupils.  The revis ion  
was then pretested,  using three  a d u l t s  and a l i t e r a t e  s i x t h  grader before 
continuing the  tes t ing .  The passage was followed by s i x  comprehension 
questions; the  answers t o  two of these were ne t  d i r e c t l y  stated i n  the 
passage, but could ix inferred f ~ o a  the content,  The children read a l l  of t h e  
various sub tes t s  aloud i n  the  order described above (nonsense words, 20 test 
words, comprekiension passage) and were then ~ k e d  the  s i x  comprehension 
quest ions. 

4.2.1.2.4 ZANDE TESTS 

The Zande test had exact ly the same format as the  Nuer test, the  major 
differences between the  two being that the Zande test had 15 nonsense 
s y l l a b l e s  and the  coaprehension passage was 84 morphemes long. The d i s p a r i t y  
i n  length is v i r t u a l l y  ranavoidable if  one is concerned, as t h e  tester was, 
w i t h  c rea t ing  passages i n  a l l  languages t h a t  have roughly the  same number of 
prepositions. Since Zandt uses a l a rge  number sf monosyllabic morphemes, 
which are represented as free-standing "wordsw i n  the  Zande s c r i p t ,  an o v e r a l l  
word count of a passage containing approximately an equal number of  
preposi t ions as found i n  the  Bak i ,  Lotuho and Nuer passages would be higher 
fo r  m d e -  



4.2.1.3 Data Collection 

Four p r o ~ e d u r e s  were used t o  c o l l e c t  the  background, process and outcome 
data. Most of the background data  obtained from Rejaf East, Bungu, Hiyala and 
Loronyo P r i w y  Schools were col lec ted  by the  Bari (Sejarbo Latansio) and 
Lakuho ( Ibss ia ino  Albam) language o f f i c e r s  (employees of  the  Regional Ministry 
of  Education i n  charge of inspect ing p ro jec t  schools and supervising projec t  
t e a c h e ~ s  ) durf ng the  1980 evaluation v i s i t s  by Cziko . Background information 
on the  addi t ional  Bari and Lotuho projec t  classes evaluated i n  1981 w a s  also 
col lec ted  a t  t h i s  time. Background da ta  were col lec ted  f o r  the  Nuer c l a s s  a t  
the  school i n  Nasdr and f o r  the ZaPtds classss at  Yambio school by means of the  
same q u e s t i a m a i r e  used f o r  the  k r i  and Lotuho schools. The SIL consultants  
and the  IRL language o f f i c e r s  completed the questionnaires s o l i c i t i n g  the 
ass i s t ance  sf school o f f i c i a l s  whenever t h i s  was possible.  Only the  
background data from the  school i n  Nasir were avai lable.  However, the qua l i ty  
of s tudent  attendance from the  time the  h e r  school opened i n  June 1981 is 
extremely accurate  and conprehensbve. 

For the  two Eari and Lotuho classes which were included f o r  the  f i r s t  time 
i n  this second evaluation, w e  attempted t o  c o l l e c t  information on the  
teachers ,  pupils ,  @urricuPum and laater ials  of each school with pa r t i cu la r  
emphasis on the projec t  l i t e r a c y  c lasses  under study. This information w a s  
obtained v ia  interviews with teachers,  school d i r e c t o r s  and from ava i l ab le  
school records. However, as described below, soae of t R i s  background 
information was of ten  iapossible  t o  obtain (e.g., pupil  attendance d a t a )  o r  of 
doubtful r e l i a b i l i t y  (e.g., i n  some cases discrepancies ex i s t ed  between what 
the  teacher or  d i rec to r  described as the language of ins t ruc t ion  f o r  a certain 
class and what was ac tua l ly  observed i n  the  classroom). In other  cases, the  
d i rec to r  and/or teachers were absent a t  the time of our v i s i t .  Nevertheless, 
the  background data which were ~ b t a i n e d  do provide useful  information on the 
context of primary education i n  the  r u r a l  Southesn Sudan and ind ica te  ways i n  
uhich the e igh t  c l a s ses  v i s i t e d  d i f fe red  from each other.  

Process data were collected by observing vernacular c l a s s  lessons a t  seven 
of  the  e igh t  schools v i s i t ed  ( the  projec t  teacher a t  Rejaf West was on s i c k  
leave a t  the time of our v i s i t ) .  A s  was done for  the  1980 impact evaluat ion,  
these data were obtained by tape recording and taking notes while observing a 
vernacular l i t e r a c y  lesson ass i s t ed  by the language o f f i c e r  o r  SIL personnel 
f a n i l i a r  with the language who w a s  a b l e  t o  provide the  evaluators  with 
explanations and in te rp re ta t ions  of t h e  class a c t i v i t i e s .  

Final.ly, the  outcome data f o r  the  Barf and Lotuho schools were obtained 
using the  l i t e r a c y  tests described above. A l l  reading tests were administered 
individual ly t o  a sample of  pupi ls  from each of the  e i g h t  c l a s s e s  evaluated. 
These were P3 pupils  a t  a l l  of the  Bari and Lotuho schools ( e ~ c e p t  Tor i t  East 
where P2 pupils  were tes ted)  and PI pupils  at the  Nuer and Zande schools a t  
N a s i r  and Yambio, A l l  reading tests involved o r a l  reading and the  o r a l  
answering of  reading comprehension questions. These tests were administered 
by the  respect ive language o f f i c e r  o r  SIL associa te  who was f l u e n t  i n  the 
l o c a l  language and a l l  responses were recorded on audio tape, The scoring of 
these tests either took place a t  the  time of administrat ion (using t h e  
recordings t o  ver i fy  the scoring when necessary) or  a t  s l a t e r  time from the  
recordings and was done by persona f luen t  i n  the language being tes ted .  The 



d i c t a t i a n  test was group administered t o  a l l  Bari and Eotuho c lasses  except 
ReJaf West. The d ic ta t ion  text was read t o  the pupi ls  three times: first, 
compleeely through with no pauses for  writing; second, with pauses after 
progressively larger groups sf words during which t i n e  t h e  pupi ls  were 
ins t ruc ted  t o  write what they had heard; and th i rd ,  one final time f o r  the 
pupi ls  t o  check and correc t  what they had wri t ten.  A 1 1  pupi ls  present i n  the 
vernacular class a t  the time of the t e s t i n g  were given the d i c t a t i o n  test. In 
addi t ion  t o  the  l i t e r a c y  tests, a l l  pupi ls  who were individual ly  tes ted  were 
asked three questions: ( a )  Why do you come t o  s c h ~ o l ? ~ ;  (b) "Why do you 
want t o  learn  to read and write?'q; and (c) do you read o r  write outs ide  
of ~ c h o o l ? ~  Pupils '  answers t o  these questions were a l s o  recorded on audio 
tape f o r  subsequent t r ans la t ion ,  c l a s s i f i c a t i o n  and analysis .  

A t  Nasir West Primary School, t h e  s tudents  had been grouped, on the  bas i s  
of past performance, i n t o  four a b i l i t y  levels .  I t  was the  Judgement of the  
SIC consultant t h a t  only the  top two groups would s tand a chance of 
successfulby completing the  test. For t h i s  reason, a l l  of  the  chi ldren  tested 
were selected from those two groups. The children were tested individual ly  i n  
a teacher 's  room a t  the school. h c h  pupil  was seated beside either the  SIL 
consultant  o r  the language o f f i ce r .  The evaluator ,  Couan, s a t  on t h e  o ther  
s i d e  of the table ,  i n  the  center  of  which was positioned the  tape-recorder. 
The child itas first asked the  three  questions: Why do you come t o  s ~ k o o l ? ' ~ ;  
"Why do you want t o  read and write?"; and What w i l l  you read and wr i t e  
outs ide  of school when you know how?n Next, he was asked t o  read the nonsense 
s y l l a b l e s  and the 20 test words. Following t h i s ,  he was t o l d  t o  read the 
s t o r y  aloud and after he had f inished,  the examiner put the s i x  cerprehension 
questions to him. The e n t i r e  protocol was tape-recorded by the consultant  and 
the  SIL consultant,  who d id  most of the interviewing, t ranscribed the  pupi ls '  
o r a l  reading er rors .  Due t o  the  f a c t  t h a t  the  SIL consultant possesses 
v i r t u a l l y  na t ive  speaker competence i n  Nuer and because a l l  of the  chi ldren  
tes ted  read a t  such s slow rate, it was possible t o  make very accurate  
t r a n s c r i p t s  of the  o r a l  reading e r r o r s  during each interview. 

The Zande children tested at Yambis Primary School were exanined using the  
same procedure. There were three  c lasses  formed, once again, on the  bas3s of 
a b i l i t y .  Only the top two l e v e l s  were examined, most of the  chi ldren  (9  of 
12) coming from the  better class, The interviews were recorded by SIL 
l i t e r a c y  consultant,  Jocelyn Clavenger and the IRL Language Officer, Bullen, 
attempted t o  W e  a running record of the childi*en's o r a l  reading e r r o r s  
during the test, Due t o  an oversight on Cowan's part, one i r r e g u l a r i t y  
occurred f n t  the protocol: the first seven chi ldren were allowed t o  read the  
comprehension passage twice, once s i l e n t l y  and once aloud. This  does not 
appear t o  have g rea t ly  increased the comprehension scores  of  those chi ldren;  
indeed an inspectior, of  the  data indica tes  t h a t  the  major d i f ferences  were due 
t o  level .  Ipooievor, these chi ldren did have the benef i t  of two readings which 
may have improved t h e i r  performance. 



General data on the  Bari and Lotuho schools included i n  the evaluat ion,  
except f o r i t  East, are shown i n  Table 4.9 while information on the  cur r i cu la  
and materials used i n  these f i v e  schools is included i n  Table 4.10. Since 
only a very brief v i s i t  was made t o  Tor i t  Bast Primary School and s ince  t h e  
regular  vernacular teacher was not present a t  the  time o f  our v i s i t ,  no 
systeapatic background d a t a  were col lec ted  from t h i s  school (although a c l a s s  
observation was 8ade and 10 Primary 2 pupi ls  were individual ly t e s t e d ) ,  
Unf o r  tunats ly ,  some important background data (such as schcol a t  tendance) were 
often unavailable from the  schools i n  Rejaf East, Bungu, Hiyala and Loronyo; 
missing information is represented by a dash i n  these tables .  

A s  can be seen from Table 4.9, f a i r l y  wide va r i a t ion  existed among these 
f i v e  schools on severa l  dimensions, including number of  e n r ~ l l e d  pupi ls  and 
proportion of  t rained teachers,  while the  f i v e  schools were aore similar with 
respect to teacher-pupil r a t i o ,  teachers  ' teaching experience and t h e  
proportion of Frinary 6 pupi ls  who were reported t o  have passed the  Primary 
School Leaving Examinati~n i n  January 1981, Among t h e  f i v e  individual  classes 
evaluated, not iceable d i f ferences  exis ted  f o r  enrollment (Rejaf East had four  
times as m y  P3 pupils  as Rejaf Hest), the  proportion of  f ena le  pup i l s  ( from 
none t o  a maxhun o f  42%). and, of course, t h e  presence of  verrkcular  reading 
ins t ruc t ion  i n  the c m r i c u l w  and the  a v a i l a b i l i t y  of vernacular reading 
materials for  teachers  and pupils. Neither of the  two comparison schools  were 
teaching vernacular reading t o  these classes i n  1981. With t h e  e x c e p t i ~ n  o f  
the new vernacular reading materials f o r  the  four  projec t  classes, Bar1 
catechisms for  Rejaf East and English materials f o r  the  Lorsnys pupi ls ,  no 
o ther  educational aaterials were ava i l ab le  t o  the  pupi ls  i n  these  f i v e  
classes. f i n a l l y ,  among the  f i v e  Prinary 3 reading teachers ,  two p ro jec t  
teachers had had some teaeher t ra in ing  a t  a col lege  o r  i n s t i t u t e  while the 
remaining project  teacher and two comparison teachers  had not,  A l l  three 
pro jec t  teachers,  however, had received IRL/SIL t r a in ing  on the use of the new 
vernacular l i t e r a c y  materials. 

A s  cautioned i n  the  descr ip t ion  of  the  first evaluat ion,  in f i r sak ion  
col lec ted  f ron  these f i v e  schools indicated t h a t  the tm comparison schools 
cannot be considered cont ro l  schwls iii any strict sense of the word s ince  
severa l  mti~sabie dif ferences  were found Among the  f i v e  Bar2 and Lotuho 
schools and Prinary 3 classes from which background information was obtained. 
However, the  f a c t o r s  which apmLsd t o  favor the  two projec t  classes over the  
two caaparison classes which were described i n  the  previous yea r ' s  evaluat ion 
repor t  (see Cziko, 1981, p.12) seem t o  have evened out  somewhat with the  most 
apparent differences between the  projec t  and cornpasison classes appearing t o  
be due t o  the l i t e r a c y  progect i tself.  

4.2.2.1.2 THE NUEX AND ZANDE SCHOOLS 

The background data f o r  the  school used as a test si te f o r  t h e  Nuer 
materials are presented i n  Table 1 N a s i r  West school is roughly 
equivalent t o  schools l i k e  Rejaf East and the  Lotutro comparison school, 



Table 4.9 

Background Data 

School 

Variable 
Rejaf East Rejaf West Bungu Hlyala Loron yo 

(Bari  Pmject) (Bari  Project) (Bari  Comparison) (Lotuho Project) (Lotuho Cornparisan) 
4 

School Data 

Pupils enrolled in 1980: 

Total 

VeacherlPupil ratio 

P6 pupils in 1979 

Above pupils passing 
Leaving Examination 

First day o f  class in 1981 



Table 4.9 (cont'd) 

Background Data 

School 

Variable 
Rejaf East Rejaf West Bungu Hiyala Loron yo 

( Bari Project) $ Bari Project) ( Bari  Comparison) ( Lotuho Project) ( Lotuho Comparison) 

Generzl Teacher Data 

Number of teachers 10 4 6 9 6 

Above teachers with 
regional mother tonguea 

Education (years) : 

Median -- 
Range -- 

Trained teachers b 

Experience C 

Median 8.5 -- 6 6 8 

Range 1-39 -- 1-36 2-2 8 2-29 

(con t'd) 



Table 4.9 (cont'd) 

Background Data 

School 

K e r n  East Reja f West Bungu * IY ala Loron yo 
Va s ia ble (Bar i  Project) (Bar i  Project) ( B a d  Comparison) (Lotuho Project) (Lotuho Comparison) - 

Primary 3 Reading Teacher ln formationf 

Mother tongue Bar i  Bar i  Bar i  Lotu ho Ac hol i 

Education (years) 11 7 12 8 - 
Train ing:  

S I L ~  yes yes yes no yes no 

~ x ~ e r i e n c e '  (years) 3 2 9 

Experience: P3 (years) 7 4 i 

Primary 3 Pupil Information 

Enrollment: 

Total 48 12 3 5 29 25 

Males 28 (58%) 11 (92%) 20 (57%) 26 (90%) 25 (100%) 

Females 20 (42%) 1 (8%) 15 (43%) 3 (10%) 0 (0%) 

a ~ e g i o n a l  mother tongue refers to Bar i  in Bari  schools and Lothuo in Lotuho schools. 

b ~ r a i n e d  teachers are  defined as teachers with a t  least some teacher t ra in ing college attendance. - - 
C~xpe r i ence  refers to  years o f  working as a primary school teacher. 

d~ in this row indicates some attendance at  a teacher t ra in ing college. 
e A yes in this row indicates participating in SIL teacher t ra in ing for use o f  the project materials. 

7: 
1 f ~ h i s  teahcer was the vernacular literacy teacher for  project classes and the kngl ish teacher for  the comparison t 
yz 

classes. o 
r\ 
r l  



Table 4.10 

Primary 3 Curricula and Materials 

Subject 
M i n u t y l  
Week 

Language o f  
Instruct ion 

Teacher's 
Materials1 
Language 

Pupils' 
Materials1 
Language 

Rejaf East School (Ba r i  Project) 

Arabic 

English 

Arabic 

English 

CMEI 
Arabic 

None 

None 

None 

Ma thematics 240 Bar i  None None 

Religion 40 

Science 

Vernacular 

English 

Bar i  

Catechism1 
Bari  

Catechism1 
Bar i  

None 

Project1 
Bar i  

Total 960 

(con t'd) 

s 
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m 
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Table 4 . I  0 (cont'd) 

Primary 3 Curricula and Materials 

Subject 
M Lnu t y l  
Week . 

Language o f  
Instruction 

Teacher's 
Materials1 
Language 

Pupils' 
Materials/ 
Language 

Rejaf West School (Bar i  Project) 

A ra bic 

Ar ts  6 Crafts 

English 

Geography 

Mathematics 

Ral Dgion 

Vernacular 

Total 1170 

-- 
Bari Project1 

Bari 

B u n g ~  School (Bari Comparison) 

A r t s  6 Crafts 

English 

Geography 

History 

Mathematics 

Rel ig ion 

English 

English 

English 

English 

English 

English 

Nsne 

None 

None 

None 

CMEI 
Arabic 

Bi b le l  
English 

Nsne 

None 

None 

None 

None 

None 

Science 8 0 English None None 
Total 1090 

-D 
P 
es 
m 

. (cont'd) 01 N 
m 
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Table 4.10 (cont'd) 

Primary 3 Curr icula and Materials 

Teacher's Pupils' 
Minute$ Language o f  Materials! Ma ter ialsl  

Subject Week Instruct ion Language Language 
- 

Loronyo School (Lotuho Comparison) 

Arabic 90 Arabic None None 

A r t s  & Crafts 9 a English None None 

English 450 English Ox far  d l  Ox ford1 
English English 

Geography 90 English None None 

Mathematics 2 70 English RMEI None 
English 

Physical Education 90 English None None 

Rel ig ion 

Science 

English 

English 

None 

None 

None 

None 

Total 1170 

Note. Abbreviations used to specify materials refer  to  the i r  source, i.e., RME = Regional Minist ry o f  Education - 
(Juba); CME = Central Ministry o f  Education (Khartoum): OUP = Oxford  Universi ty Press. Dashes indicate 
missing information. 

-A 

C 



Table 4.11 

Background Data: Nasir West School (Nuer Project) 

Primary 1 Curricula and Materials 

No. Pupils No. o f  
Minutes Language o f  Teacher's w i th  Pupils in 

Subject p e r w e e k  Instruct ion Materials Materials Class 

Arabic 240 Arabic F i rs t  0 89-1 10 
Arabic 
Book 

Math 2 40 Arabic Arithmetic 0 89-110 - 
Book 

Nuer 480 Nuer Nuer Primer 45 89-1 10 

Rel igion 240 Arabic Koran 0 89-1 1 0 

General Teacher l nformation 

Number o f  Teachers 

Above Teachers wi th Original Mother Tongue 9 (60%) 

Trained Teachers 4 (27%) 



Loronyo, on some var iables ,  e.g., teachers  with mother tongue, Although there  
are mere teachers  at  Nasir West than a t  many of t h e  comparison schools ,  t he  
percentage of t rained teachers  is considerabZy lower-27%. The number of 
sub jec t s  offered a t  N a s i r  West is a l s o  smaller, with &he r e s u l t  t ha t  more time 
is spent  on them than a t  the  projec t  schools. The SIL consul tant ,  Marian 
Farquhar, Explained t h a t  she had j u s t  begun t o  o f f e r  some l imi ted  English 
ins t ruc t ion  three  days a week as a response to student  requests.  I n  terms of  
enrollment, Nasir West appears t o  be s l i g h t l y  l a rge r  than many of  t h e  p ro jec t  
schools. In teres t ingly ,  the  a v a i l a b i l i t y  of teacher ' s  materials apparently 
exceeds t h a t  found i n  mst projec t  schools. The number of  minutes devoted t o  
vernacular ins t ruc t ion  as shown i n  Table 4.1 1 represents  two 60-minute periods 
per day: one before the mid-morning breakfast  and one a f t e r .  Attendance 
f luc tuated  considerably from one period t o  another. Many chi ldren  who 
attended the  pre-breakfast c l a s s  did not r e tu rn  f o r  the l a t e r  period. 

4.2.2.2 Process Data 

4.2.2.2.1 THE BAR1 AND LOTIMO SCHOOLS 

Literacy c lasses  were observed and recorded f o r  a l l  of the  Bari and Lotuho 
classes except f o r  toronyo ( t h e  teacher being absent a t  t h e  time of our 
v i s i t ) .  Since the  Primary 3 class a t  Rejaf East was divided i n t o  two separa te  
groups f o r  l i t e r a c y  ins t ruc t ion ,  l i t e r a c y  classes were ~ b s e r v e d  f o r  both of  
these groups. These c lasses  were conducted i n  the  vernacular f o r  the  four  
projec t  c l a s ses  and i n  English f o r  the  one cornparisen class observed (Bungu). 

A s  was observed i~ the  first evaluat ion,  t h e  projec t  teachers  i n  general 
c lose ly  followed the ins t ruc t ions  of the teacher guide f o r  the  lesson they 
were presenting and t h e  same general f indings discussed i n  the  first impact 
evaluation were found again i n  t h i s  second one. Once again,  p r a c t i c a l l y  a l l  
classroom a c t i v i t i e s  involved the  teacher and t h e  e n t i r e  c l a s s  w i t h  few 
in te rac t ions  between teachers  and individual  pupi ls  and v i r t u a l l y  no 
in te rac t ions  between teachers and small groups of pupi ls  o r  among pupi ls  
themselves. 

Classroom a c t i v i t i e s  i n  a l l  c l a s ses  observed consisted primari ly of group 
reading and repe t i t ion  of sy l l ab les ,  words and sentences (o f t en  unrelated 
s e n t c x e s ) .  A t  the four projec t  schools there was a l s o  some prac t i ce  i n  
spe l l ing  and wri t ing individual  words and i n  the  Baking up of  new sentences 
containing words included i n  the lesson. The only observed a c t i v i t y  uhich 
c l e a r l y  involved reading comprehension was the answerdng o f  reading 
comprehension questions based on the  lesson 's  s t o r y  which each pupi l  read 
individual ly  and s i l e n t l y .  The e n t i r e  c l a s s  a t  the comparison school 
consisted of  repeating four English sentences wr i t ten  on the  board. These 
sentences were: "A man and a woman a boy and a g i r l  a r e  walking, They a r e  
walking t o  a house. A tree is near the house. The man and the  woman are 
nalking around the house." These sentences were either read aloud by t h e  
e n t i r e  c l a s s  with the  teacher pointing t o  each word as they were read o r  read 
aloud by individual  pupils  who came up t o  the chalkboard and pointed t o  each 
word as they read, These a c t i v i t i e s  l a s t ed  for  about 20 minutes u n t i l  i t  w a s  
decided t o  use the  remaining c l a s s  time t o  administer the  d i c t a t i o n  t e s t .  



There was no evidence that the pupi ls  understood the  meaning of  these 
S w I t ~ n ~ e S ,  although the teacher d i d  review the  meaning of the  word ~ Q U S ~  a t  
the  beginning of the lesson. 

A s  noted the previous year ,  a g rea t  deal of time was spent  i n  both the  
p ro jec t  classes and comparison class by the teacher i n  wr i t ing  s y l l a b l e s ,  
words and sentecces on the chalkboard. In t h e  case of the  four project; 
classes, what was wri t ten  on the chalkboard was always a l ready printed i n  the 
pupi ls '  books, 

In  one of  the  project  classes observed, the  teacher never called the pupils  
by w e  and i t  appeared t h a t  he d id  not i n  f a c t  know t h e i r  names. In the 
o the r  classes observed, teachers  a l s o  often.simply pointed t o  pupi ls  t o  select 
them f o r  individual  reading a c t i v i t i e s ,  although they d i d  on occasion use the 
pupi ls '  names. 

I t  was a l s o  observed that i n  general the p ro jec t  pupi ls  appeared t o  read 
more f l u e n t l y  i n  the  ld teracy  c l a s s  than they did during the  individual ly 
administered o r a l  reading tests. I t  is not  known whether t h i s  was due t o  
being famil iar  with the materials of the  c l a s s  lesson, anxie ty  caused by the  
t e s t i n g  s i t u a t i o n ,  o r  a combination of these o r  other  fac tors .  

4.2.2.2.2 THE NUER SCHOOL 

Three d i f f e r e n t  lessons were observed at the Wasir West School. A s  stated 
earlier, there  were about 96 pupils  who regular ly  attended the l i t e r a c y  
c lasses .  The SIL consultant ,  Marian Fmquhar, devised a unique so lu t ion  t o  
dea l  with these l a rge  classes.  She recrui ted  two untrained teacher he lpers  
from the  school. One was a woman who had been t ra ined by t h e  SPL consultant  
before the  c i v i l  war and who uas literate ic Nuer. The o the r ,  a man, was a 
messenger, who had learned t o  read Nuer i n  the  church l i t e r a c y  class. The SIL 
consultant  dkvided the  e n t i r e  class into four a b i l i t y  groups.. The IRL 
l i t e r a c y  o f f i c e r ,  Simon Kuoon Puoc, taught the highest l e v e l ,  t he  S IL  
consultant (who, as pointed out  earlier, is bi l ingual  i n  Nuer and English) 
taught the  next highest l e v e l  and the teacher he lpers  taught the  two lower 
levels .  The teacher helpers  learned some procedures simply by watching the 
IRL o f f i c e r  teach some lessons,  such as the letter lessons,  t o  a combined 
class made up o r  a l l  four groups and they a l s o  were per iodica l ly  s u p r v i s e d  by 
the SIL consultant. Pupils  could move up t o  a higher group o r  be asked t o  
jo in  a lower group whenever the IRL, language o f f i c e r  o r  t h e  SIL consultant 
felt t h i s  was appropriate,  and, indeed, the Cowan observed t h i s  happening 
severa l  times during h i s  stay. 

The procedure used f o r  presenting each new a lphabet ica l  symbol (nlettern 
lessons)  followed a given sequence, which the  teacher worked through i n  f i v e  
s t e p s  which were intended t o  present the  new letter and con t ras t  i t  with known 
sequences. This was a laboriouq process which requi res  wr i t ing  the  l e t t e r  and 
con t ras t s  (represented i n  f i v e  boxes i n  the  primers) on the board and having 
the s tudents  read them aloud i n  chorus and, t o  a l imi ted  ex ten t ,  individual ly.  
Only s t e p s  one and f i v e  a c t u a l l y  contained meaningful material. In  general ,  
one cannot avoid the  impressions t h a t  t h i s  a c t i v i t y ,  which is t h e  cornerstone 
of t h e  method, was time-consuming and b r i n g .  Only a small percentage of  the 
s tudents  ( t h e  better ones, who may already be able t o  read the  letter3 were 
capable of maintaining their concentration f o r  the 30 t o  50 minutes t h a t  may 



be expended on t h i s  lesson, Attention wandered during t h e  time t h a t  elapsed 
while the taacher wrote each new box on the board ( t h e  chalkboard a t  t h i s  
school was s o  s l i c k  that many of the letters were not d i sce rn ib le  from the  
back of the room) and during the endless  choral  r e p e t i t i o n  a f t e r  the teacher 
o r  a student  has read whatever sequence is on the board, The teacher did not  
o f t en  devia te  from one order of presentat ion,  s o  after two o r  th ree  
repe t i t ions ,  i t  was possible t o  memorize each box and repeat  an e n t i r e  
sequence with one's eyes closed. 

A t  &sir West, the  letter lesson was taught t o  a l l  four a b i l i t y  groups, 
uhich then broke up i n t o  t h e i r  individual  groups and worked on whatever lesson 
they had reached. While Couan was there ,  he watched t h e  e n t i r e  s tudent  
population being taught letter lesson 42. A s  seofi as t h i s  was f in ished,  t h e  
s tudents  reassembled i n  t h e i r  individual groups. Only the  most advanced group 
conkinued working on lesson 42. Group 2 dropped back t o  the  lesson they had 
been working on lesson 19 and the  other  two groups worked a t  even lower 
levels .  (This  pa t tern  is not followed a t  Yanrbio School. There the three  
groups work a t  d i f f e r e n t  speeds and no Jo in t  meeting takes place. This may 
have something t o  do with the superior  r e s u l t s  obtained a t  Yambio t o  be 
discussed later. ) 

The reading lesson observed using t h e  comprehensive passage a t  Nasir West 
School was with the  most advanced pupils--Croup 4. There were 12 children i n  
t h i s  group. The procedure was as follows: Books were passed out t o  t te  
children. The teacher had the chi ldren divided i n t o  small subgroups of four 
s tudents  each. Each subgroup first read aloud i n  chorus the f i v e  boxes i n  the  
letter d r i l l  page. When each subgroup had f in ished,  the  teacher t o l d  the  
class t o  read the s t o r y  s i l e n t l y .  They did t h i s ,  c losing t h e i r  books t o  
indica te  uhen they were finished.  When a l l  but one s tudent  had f in ished,  the  
teacher informed the  class that he was going t o  ask them some quest ions about 
the  passage. In  the first question, he ca l led  an one boy, who answered i t  
correc t ly .  The e n t i r e  c l a s s  blurted out the answer t o  the  next question 
before the  chi ld  ca l l ed  on had an opportunity t o  answer it. When a l l  of  the  
questions had been answered, the teacher s p l i t  the  class i n t o  two groups and 
the  e n t i r e  s to ry  uas read aloud i n  chorus, sentence by sentence, a l te r f la t ing  
from one group t o  the  other.  The choral  reeding was then repeated, but t h i s  
time, one group read ha l f  of t h e  passage and the  o ther  group the remaining 
half. There followed another choral reading, where the  first group had the 
half that had been assigned t o  the  other  group previously and v ice  versa. The 
rhythmic chanting qua l i ty  of  t h i s  choral reaaing was devastat ingly monotonous 
and unnatural, i n  the  sense t h a t  it did not appear t o  approximate the t r u e  
pa t terns  of stress and pauses c h a r a c t e r i s t i c  of t h e  few Nuer readers t h a t  
Couan heard. Again it appeared that t h e  sounds of  t h e  words and the  rhythm i n  
which they were repeated seem t o  be given much more importance than the  
meaning of the words and the  communicative funct ion of l i t e r a c y .  When the  
choral reading was f in ished,  t h e  teacher ca l l ed  on individual  chi ldren t o  
read. The e n t i r e  lesson consumed one hour and ten  minutes. 

The only innovation developed as a r e s u l t  of the  reading workshop held i n  
Maridi i n  November of I981 and incorporated i n  the  Cycle 2 mater ia ls  a t  t h a t  
time was the  "context cluew d r i l l .  This was e s s e n t i a l l y  a c loze  exerc ise ,  t h e  
purpose of uhich was t o  show children that  d i f fe ren t  l e v e l s  of  contextual 
information are ava i l ab le  i n  the  text t o  decipher words they may not ye t  have 
encountered. The or ig ina l  plan, as described above, uas t h a t  the context 



clues  f o r  lessons 1-25 would focus on syntax; fo r  lessons 25-50, the  choice of 
items t o  f i l l  t h e  exercise would be semantically determined and t h a t  from 
lesson 51 on, the  a l t e r n a t i v e s  fo r  the  cloze items would be graphemically 
(v i sua l ly )  s i m i l a r .  I n i t i a l  repor ts  from the  S IL  consultants  and IRL o f f i c e r s  
a t  the  t e s t i n g  sites i n  N a s i r  and Yambio indicated t h a t  these context c lue  
d r i l l s  were extremely popular w i t h  the  children. A t  t h e  N a s i r  West School, 
the IFU language o f f i c e r  provided a demonstration of  how these u n i t s  are 
taught. For the purposes sf t h i s  demonstration, one adjustment was made: 
instead of teaching the  lesson from the  books, as is normally done, the  lesson 
was taught from t h e  chalkboard t o  a l l  four levels .  

The teacher began by wri t ing t h e  frame ( a  sentence with one word dele ted  
and replaced by a blank) and the three  possible  choices (words) on t h e  board. 
He then turned t o  the chi ldren and said:  "1 want someone t o  read t h i s  and put 
one of these three words--the one t h a t  is the  r i g h t  ( c o r r e c t )  one--in t h e  
blank space." Almost a l l  of the  e n t i r e  group (48 chi ldren)  ra ised  t h e i r  
hands. There was v i s i b l e  excitement i n  the  room, many chi ldren  c a l l i n g  out  
"qu r ,  qu r ,  qu r tn  ("teacher,  teacher ,  teacher!") and snapping t h e i r  
f ingers  i n  an attempt t o  ge t  the  teacher t o  choose then. 

The teacher,  Simon Kuoon Puoc, was extremely s k i l l f u l  and was obviously 
w e l l  l iked  by the students.  H e  developed an e f f e c t i v e  technique f o r  handling 
the  various outcomes of t h e  s tuden t s t  attempts.  Frequently a ch i ld  would read 
the  sentence and simply s u b s t i t u t e  a word i n  the  blank that was not one of  the  
three  a l t e r n a t i v e s  arrayed b e l ~ w  In the sentence. In t h i s  case, the  teacher 
would respond: "Qkay. I s  that word (says the  word that the  ch i ld  has 
subs t i tu ted ,  e.g., ncow") one of these three  words here? Is it t h i s  one?** 
(point ing t o  the first word). The c l a s s ,  o r  a t  least p a r t  of  i t ,  would 
respond: wNo.n "1s it  t h i s  one?" (same response). "Is t h i s  one 'cow'?" (same 
response). nNo, i t  i s n ' t  any one of these here.H Then he would proceed t o  
c a l l  on another student.  A s  soon as a sentence was read with the  cor rec t  
a l t e r n a t i v e ,  the  teacher would take pains t o  f i r s t  a s k  the  c l a s s  i f  the  answer 
was cor rec t ,  usually saying something l i k e ,  "Did Col ( t h e  c h i l d ' s  name) g e t  i t  
right?" Upon receiving an af f i rmat ive  answer, he would go back and take up 
each a l t e r n a t i v e  and demonstrate that the  context of the sentence excluded it 
as a possible subs t i tu t ion .  I n i t i a l l y ,  the teacher read the  a l t e r n a t i v e s  t o  
the chi ldren,  inse r t ing  them i n t o  the  blank, reading the  e n t i r e  sentence and 
then asking: "Is t h i s  Nuer? Can we say t h i s  i n  Nuer?" The predic table  
response form the c l a s s  would be laughter and a chorus of "No." k t e r ,  a t  
Cowan's suggestion, t h e  teacher changed the procedure and had the chi ldren  
volunteer t o  read t h e  incorrec t  a l t e rna t ives ;  then he would s u b s t i t u t e  them 
i n t o  the blank and a sk  t h e  chi ldren i f  the r e s u l t  were acceptable i n  Nuer. 
This l a t t e r  procedure seems t o  be more des i rable ,  s ince  Tven though i t  extends 
t h e  lesson somewhat, i t  nonetheless s o l i c i t s  wider par t ic ipa t ion .  

4.2.2.2.3 THE ZANDE SCHOOL 

The Zande school a t  Yambio had an edge over the t e s t i n g  s i te  f o r  the  Nuer 
materials i n  terms of ava i l ab le  resources. There was only one t ra ined teacher 
a t  Nuer West School, uhereas there  were three a t  Yambio. The decision had 
been ~ d e  t o  group the s tudents  by a b i l i t y  and t o  ass ign  the  two best teachers  
t o  the two highest  groups and t h e  other  t o  the  most elementary class. The SIL 
consultant,  Alice Van Bergen, then monitored a l l  classes and worked 
cons is tent ly  w i t h  their teachers a t  the pace determined by the teachers  a t  the  



time of t h e  consul tant ' s  v i s i t .  The lowest graup was still on the first book, 
the a iddle  group on Psok 2, lesson 29 and the top group was reading lesson 49 
i n  Book 3. The consultant observed three d i f f e r e n t  kinds of  lessons  a t  Yambio 
which were taught i n  the two advanced classes.  

Perhaps the biggest d i f ference  between the  pmcedure f o r  teaching the  
letter d r i l l  witnessed i n  Masir and the one used i n  Yambio was the  e x t r a  
emphasis placed on sy l l ab i f i ca t ion .  The teachers i n  Yambis tended t o  complete 
the  Better lesson i n  about 35 minutes, which is probably the  maximum amount of 
time t h a t  can be devoted t o  t h i s  lesson without making it deadly d u l l .  There 
was still too auch choral r e p e t i t i o n  and v i r t u a l l y  no meaningful a c t i v i t i e s  
associated with the  presentat ion of  the  letter lessons,  but the  consultant  
witnessed some e f f e c t i v e  word a t t a c k  teaching i n  the  functor d r i l l s .  When the  
s tudents  had trouble reading a b i sy l l ab ic  word, the  teacher would write t h e  
word on the board, cover the  second s y l l a b l e  with h i s  hand and have them read 
the first syl lable .  Then he would reverse the  procedure and have t h e  chi ldren  
read the  second s y l l a b l e ,  whereupon he uould then present the  e n t i r e  word and 
the chi ldren would be ab le  t o  read it. This procedure was extended 
e f fec t ive ly  t o  t r i s y l l a b i c  words beginning a t  t h e  left and uncovering the  neu 
s y l l a b l e s  and amalgamating them i n  succession from left t o  r i g h t ,  e.g., f o r  
bakere, "greatn, the teacher begins, %aN; the  chi ldren repeat  t h i s ,  then the  
teacher reads nkern; the chi ldren repeat ;  t he  teacher reads kerw,  and the  
chi ldren  repeat. The pupils  are then asked t o  read the e n t i r e  word. 

The o ther  mjor difference seen a t  Yambio was more individual  
par t ic ipa t ion .  Although the  individual  c l a s s e s  are about the  same s i z e  aL 
both t e s t i n g  sites, there  seems t o  be more provision f o r  individual  reading i n  
the Zande classes.  This is no doubt due to  the  fact t h a t  there  are more 
t ra ined teachers a t  Yambio and the  Zande chi ldren have b e t t e r  o v e r a l l  reading 
proficiency; hence, individual  pa r t i c ipa t ion  does not take up as much time as 
i t  does a t  Nasir. 

4.2.2.3 Outcome Data 

4.2.2.3.1 BAR1 AND LOTUHO LITERACY TESTS 

The r e s u l t s  of" the  Bari and Lotuho l i t e r a c y  tests are presented i n  Tables 
4.12 and 4.13. The e f f e c t  s i z e s  (ES) were calcula ted  by sub t rac t ing  the mean 
of the  comparison group from the  z a n  of t h e  projec t  group and dividing t h i s  
d i f ference  by the  standard deviat ion of the comparison group. A pos i t ive  
effect s i z e  Indicates  t h a t  the  projec t  c l a s s  was superior  t o  t h e  comparison 
class while a negative e f f e c t  s i z e  indica tes  that the  comparison class was 
superior .  An effect s i z e  with an absolute value of .5 o r  g rea te r  can be 
considered indica t ive  of an important d i f ference  (Minim, 1878, p. 96). 

For the  Barf schools,  examination of Table 4.12 reveals  that Rejaf East 
scored above t h e  comparison school (Bungu) on only three of the e i g h t  l i t e r a c y  
measures while Rejaf West performed worse than compar is~n class on a l l  of  the  
e igh t  measures. 



Bar i  Literacy Test Results 

schoola 

Rejaf East Rejaf West Bungu 
~ e s t ~  *C ( Project) (Project) (Comparison) 

1. Vowel Words (10) 
M 
sb 
€s - 
n 

2. Consonant Words (19) 
M - 
SD 
ET - 
n 

3. Rnown Words (10) 
M 

n 
4. unknown  Words (10) 

M 

Word Skil ls (49) 

6. T t o r y  Words (52) 
M 

- - 
7. Reading Comprehension 

M 

Dictat ion 
M - 
SD 
E5 - 
n - 

'primary 3 pupi ls  were tested at  Hiyala and Loronyo; Primary 2 pupi ls were 
tested a t  To r i t  East. 

b ~ u m b e r s  in parentheses indicate the maximum possible socre fo r  each test 
varieble. 

= arithmetic mean. SQ = standard deviation. n = group size; effect size - 
E S )  was computed b y  subtract ing the mean of-fhe comparison group from 
thT project g roup  mean and div id ing th is  difference b y  the standard 
deviation of the comparison group. 
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Tabfe 4.13 

hetuho Literacy Test Results 

schoola 

Hiyala Tor i t  East Loron yo 
~ e s t ~  '' I Project) (Project) (Comparison) 

1 .  Vowel Words (5)  
M 

- 
n 

2. eonsonant Words (5) 
M 

- - - 
3. Known Words (10) 

M 

n 
4. Onknown Words (10) 

M 
3 3  
E-5 - 
R 

5. Total  Word Skil ls (52) 
M 
Sb 
ES - 
n 

6. 'Story Words (53) 
M - 
SD 
ES - 
n 

7. Reading Comprehension 
M 
5~ 
€3 - 
n 
Dictat ion (20) 

- 
a ~ r i m a r y  3 pupi ls were tested at  Hiyala and Loronyo; Primary 2 pupi ls were 
tested a t  T o r i t  East. 

b ~ u m b e r s  in parentheses indicate the maximum possible socre for each test 
variable. 

'h4 = arithmetic mean, SD = standard deviation, n = group size; effect size - 
~ E S )  was computed by subtract ing the mean o f  The  comparison group from 
thT.prpject group meannand dividing th is  difference b y  the standard 
dewatrsn of the cornpanson group. 



Among t h e  Lotuho pupi ls  (see Table 4.13) the  two Lotuho projec t  c l a s ses  
outperformed the comparison class (Loronyo) on a l l  e i g h t  measures of l i t e r a c y  
s k i l l s  with a l l  e f f e c t  s i z e s  of .5 o r  above. O f  the two Lotuho projec t  
c lasses ,  Hiyala performed better than Tor i t  East on s i x  of  these measures 
while T o r i t  East scored s l i g h t l y  higher than Hiyala on the remaining two 
measures. 

I t  should be kept i n  mind t h a t  the  pupils  t e s t ed  a t  T o r i t  East were i n  P2 
while the  o ther  two classes t es ted  were i n  P3. Tbis suggests t h a t  the  pupils  
of Tor i t  East have acquired l i t e r a c y  s k i l l s  a t  a much faster rate than the  
s tudents  i n  the  other  two schools,  Although we can only specula te  on why t h i s  
is the  w e ,  the  f a c t  t h a t  the  town of Tor i t  is much more developed than the 
r u r a l  v i l l a g e s  of Hiyala and Loronyo i b  very l i k e l y  re la ted  t o  the  r e l a t i v e  
success of these pupils.  In cont ras t  t o  the  v i l l a g e s  of Hiyala and Loronyo 
where chi ldren  are very unlikely t o  see anything wri t ten  outs ide  of schaol ,  
Tor i t  (which became the  provincial  c a p i t a l  of Eastern Equatoria i n  1981 ) has 
a t  least some signs n i t h  wr i t ten  English and/or Arabic and one can a l s o  f ind  
canned foods and other  packaged goods i n  t h e  market and shops n i t h  printed 
labels .  It is a l s o  f a i r l y  c e r t a i n  that some of the  Tor i t  East pupi ls  come 
from higher socioeconomic backgrounds than pupils  of the  o ther  two schools.  
F inal ly ,  i t  should be mentioned t h a t  the P3  vernacular teacher a t  Tor i t  East 
complained that on the day h i s  pupi ls  were tested, many of h i s  bes t  s tudents  
were not present i n  c l a s s  s ince  they were making preparat ions f o r  the v i s i t  of 
the  head of the  regional government which took place the  following day. 

Both the  Bari and Lotuho test r e s u l t s  are f a i r l y  cons is tent  with the  
r e s u l t s  obtained the previous year. In both the  first and second impact 
evaluat ions the Lotuho projec t  schools c l e a r l y  did b e t t e r  on the  Lotuho 
l i t e r a c y  tests than did the  comparison school while among t h e  Bari schools the  
p r o j ~ s f  schools did not  general ly do b e t t e r  than the  comparison school. These 
findings were obtained i n  s p i t e  of t h e  f a c t  t h a t  although we sought t o  retest 
f o r  the  second evaluation a l l  chi ldren  who had been individual ly t e s t ed  the  
year before, inconsistent  attendance made t h i s  impossible. (Of the  ;4 pupi ls  
who were tes ted  individual ly i n  Rejaf East i n  1980, only 5 o r  36% were again 
individual ly tes ted  i n  1981 with the  addit ion of 15 pupi ls  who were not 
individual ly tested i n  i981. For Bungu, Hiyala and Loronyo schools the 
percentage of P2 pupils  individual ly tested i n  1980 who were again tested 
individual ly i n  1981 at P3 uas 835, 22% and 445, respect ively.  ) 

Therefore, i f  we assume ( a s  appears t o  be the case) that most primary 
schools i n  Southern Sudan have no o r  very l imited amounts of  pupil  mater ia ls  
f o r  use i n  teaching vernacular l i t e r a c y  s k i l l s ,  then the  d i f ference  between 
the  Lotuho project  and Lotuho comparison groups i n  performance on t h e  Lotuho 
l i t e r a c y  tests could be taken as some indicat ion of the  impact of  the  l i t e r a c y  
project .  However, as noted last year and seen again i n  t h i s  r e p o r t ' s  
f indings,  the  r e l a t i v e l y  good performance of the  Bari comparison group 
suggests that what makes a d i f ference  is the  a v a i l a b i l i t y  and use of 
vernacular l i t e r a c y  materials by the  pupils  and there  is a3 ye t  no c lea r  
evidence that the Cycle 1 materials are superior  t o  the  o lder  mater ia ls  t h a t  
had been used by the Bari comparison group (Bungu) a t  PI and P2. 

In f a c t ,  the generally superior  performance of the  Bari comparison group i n  
the t o t a l  absence of vernacular l i t e r a c y  ins t ruc t ion  during P3 ind ica tes  that 
the  materials and method used fo r  t h i s  group i n  PI and P2 may have some 



important advantages over t h e  new projec t  Cycle 1 materials and methods. As 
described i n  the  first evaluation, one of t h e  major d i f ferences  between the  
two materials  and methods is the teaching of  letter names and sound blending 
t o  decode wri t ten  words t o  t h e i r  spoken forms. This would suggest that  the 
d r i l l s  end format of the  new Barf and Lotuho mater ia ls  designed t o  teach a 
decoding o r  ''word a t t ackN are not a s  e f f e c t i v e  as the  more t r a d i t i o n a l  
techniquzs of teaching let,ter names and the  sounds represented by each letter. 

The overa l l  l i t e r a c y  s k i l l s  of the  Bari and Lotuho proJect  groups appeared 
t o  remain qu i t e  low. Very few of the  Bari o r  Lotuho pupils  tes ted  
demonstrated l i t e r a c y  s k i l l s  that went beyond bas ic  word recognition and word 
attack s k i l l s .  Although i t  is Czikofs  impression t h a t  there  was i n  general  a 
s l i g h t  improvement i n  these s k i l l s  over last year ,  pupils  continued t o  have 
considerable d i f f i c u l t y  reading most words which they had not already s tudied ,  
including common shor t  words made up of letters with which the  chi ldren should 
have been well familiar. Since only a few Lotuho pupi ls  demonstrated f a i r l y  
f luen t  o r a l  reading s k i l l s  with good comprehension, i t  appears t h a t  the  
majority of the  projec t  pupi ls  tes ted  have acquired a t  best  some kb. ic  
decoding and word recognition s k f l l s  but are weak i n  reading comprehension 
s k i l l s .  I t  may well  be t h a t  the  high r e p e t i t i o n  r a t e s  of a r e l a t i v e l y  small 
number of words and the  slow rate of introducing new words i n t o  the  h r i  
materials noted earlier are at least pa r t ly  responsible f o r  t h i s  s i n c e  t h e  
chi ldren are not given uuch opportunity t o  develop s k i l l s  f o r  decoding new 
words. Considering t h e  amount and type of vernacular materials these pupi ls  
have ava i l ab le  t o  them, the  type of ins t ruc t ion  they receive i n  school and 
the i r  very limited or  non-existent exposure outs ide  of school t o  
demonstrations of the funct ions of l i t e r a c y ,  w e  would predic t  that under 
present conditions the overwhelming majority of the  pupi ls  i n  these Bari and 
L o t u h  c l a s s e s  w i l l  not achieve t r u e  funct ional  l i t e r a c y  and that the  few who 
do w i l l  not keep these s k i l l s  f o r  long given the almost t o t a l  lack of 
vernacular reading materials i n  the r u r a l  a reas  of t h e  Southern Sudan. 
Recommendations t o  improve t h i s  s i t u a t i o n  a r e  included i n  Chapter 5. 

I 4.2.2.3.2 NUER LITERACY TESTS 

Table 4.14 shows that t h e  performance of the  Nuer chi ldren on the  l i t e r a c y  
tests was not very impressive. A general ly decreasing trend is evident i n  the  
percentages of the nonsense s y l l a b l e s  (72%), known words (6721, unknown words 
(25%) and nunrber of comprehension questions (27%) cor rec t ly  answered. One 
possible in te rp re ta t ion  of t h i s  is that, a t  the time the  test was 
administered, the chi ldren had gained some minimal f a c i l i t y  i n  recoding 
symbols i n t o  sound (evidenced by the  ch i ld ren ' s  performance on the  nonsense 
s y l l a b l e s ) ,  but t h a t  they were still unable t o  apply t h i s  t o  new words and 
hence were laygely dependent upon recognizing known words i n  order t o  read 
with comprehonsion. Two f indings tend t o  support t h i s  in te rp re ta t ion .  F i r s t ,  
t he  %zrsm product-moment corre la t ion  between the  number of known words 
cor rec t ly  read i n  t h e  tests and the number of comprehension questions 
correc t ly  answered is qu i t e  high, = .72. Secondly, t h e  performance of the 
chi ldren i n  the o r a l  reading test (see Table 4.15) mirrored t h e  c l a s s i c  
symptoms of poor readers  found i n  s tud ies  l i k e  Weberts (1970) and Neville an 
Pugh (19?7). 

Whenever the chi ldren encountered a word t h a t  they d i d  not immediately 
recognize, they would adopt one of two s t r a t e g i e s :  most of t h e  time they 



Table 4.14 

Nuer Literacy Test Data: Nasir West Primary School 

A. Number of Pupils Tested 

B .  Average Age 

C .  Average Number of Days Attended Class 
( tota l  = 115 days) 

9 y rs .  8 mos. 

Range 78 - 112 

D. Mean Number of Nonsense Syllables Correct ly 
Read(l2) 8.7 

E. Mean Number of Know Words Correct ly Read (10) 6.7 

SO - 2.6 

Range 2 - 10 

F. Mean Number of  'Built' Words Correctly Rea.:! (10) 2.5 

SD - 2.8 

Range 0 - 8.5 

6. Mean Number of Words in Passag Read Correctly (56) 33.4 

SD - 12.3 

Range 11 - 50 

H. Mean Number of Comprehension Questions Correct (6) 1.6 

SD - 1.3 

Range 0 - 4  

Note. Numbers in parentheses indicate the maximum possible score for  - 
each test. 



Table 4.15 

Nuer Oral Reading Errors  

% o f  Total Number o f  
E r ro r  Type  Examples Total Oral Reading Errors 

1. Internal Vowel Change 

2. Subst i tut ion 

tee + gat  
kuas r =+ bi thdek 

3. Final Eiement(s) Retained 

E l g q  + k d  3~ 
pi + k i  
ku8E r + raar 

4. In i t ia l  Consonant Retained 

b a k l  =+ bii 
guath -, gua 
bok -+ born 

5. No Attempt 

6. Single Vowel Retained 

7. Difference o f  one V o r  C 
(Includes deletions and 
epenthesis) 

ken + ken& 
kugg  r + k B E r  
wecdi en + wecE n 

8. Other 

ken -, kiin 
r e k  =+ r 3 k  



would substitute a word which physically resembled the one they could nat 
read. Table 4.15 shows the bases sf these substitutions. The overwhelming 
majority fali into categories 1, 3, 4 and 6. Of these four error types, &he 
most common was the retention of the hitial consonant (and/or vowel 
elements). The child attempts to read a word (the "targetw), but is unable to 
process more than the first few segments and simply creates a meaningful word 
that has sound which matches those that he has recoded. The match can also be 
on the basis of final elements of the target word (type 31, or a simple vowel 
(type 6) ,  With monosyllabic wards, the shild may simply misread the medial 
vowel (type 1 ). Certain high freqdency functors which differ only by the 
absence or presence of a single element and make perfeetly good sense may be 
interchanged, e ,go, /ken€ (negative/past/3rd singular) is read /ken 
(negative/past/3rd sing., sentence initial) or a single element will be united 
(type 7). Slightly over 14% of the substitutions occur with words which have 
no visible similarity to the target word. 

What is critical for the interpretation of these data is that only about 2% 
of the substitutions would make partial sense for part of a clause, but not 
for the entire sentence. For example, a high frequency substitution ( 10 
tokens) was the word - man (mother), for mee (when) in the sentence, - 

nee CE b p  /ken ku% g d  kc JE 
When 3rd come neg. teacher scold with her 

sing. 3rd 
W t  sing. 

P-t 
*men she came, the teacher did not scold her.w 

Tho substitution results in a meaningful first clause, since man cF: bsn means 
n( the )  notner came," But the remainder of the sentence carnot be continued, 
since a conjunction like kene - (and) would have to be inserted before the 
negative morpheme to preserve grammaticality. The result of this substitution 
would be a grammatical sentence: "Mother w e  and the teacher did not scold 
herew But even this sentence would then be meaningless In light of the 
preceding context, since the story is about t a  girls, one sf whom, Nyaluaak, 
has lost her school books and is afraid thac the teacher will scold her for 
this when she arrives at school. The subject of this sentence is Nyaluaak and 
there is no mention of a mother anywhere ln the story. In general, all 
meaningful and grammatical substitutions were of this type. The substitution 
saintains grauuuaticality for the extent of one or more adjacent constituents, 
e.g., dupkien (their paths) was substituted for wecdien (their village) in the 
phrase: ke yaT(because) kam - (between) wecdien (village/their ) - kam (and) - r E k 
(town) %etween their village and the town"; dodien (another) was substituted 
for wee (village) in the noun phrase wecdien (their village) ; ~ u i l  (loou at) 
uas substituted for gl? (skirtlgo a r o u m t h e  verb phrase pi g21 (skirt the 
water). Although these substitutions produce grammatically and semantically 
acceptaSle alternatives, one cannot help noticing the similarity in terms of 
common letters between the target words and the substitutions and it is 
difficult to avoid the conclusion that the primary basis for substitution is 
LL- cne recognition of a few letters in each word that the child can read. 

The other strategy manifested by the Nuer children was simply to remain 
silent whenever they encountered a word that they could not sound out. This 
is generally considered to be a classic symptom of weak readers. Very rarely 



dfd a ch i ld  ever back up and attack a sentence again i n  an attempt t o  make u s e  
of previous context t o  decipher a problea word, Taken together ,  these two 
s t r a t e g i e s  argue that the Nuer chi ldren a r e  extxemely "word or iented ,"  and 
have y e t  t o  develop proficiency i n  word a t t a c k  s k i l l s .  Moreover, they seem 
unable t o  make e f fec t ive  use of context i n  reading. 

Pearson product-moment co r re la t ions  were computed t o  determine possible  
r e l a t i o n s  between perforaance on d i f f e r e n t  l e v e l s  of the  test and attendance. 
These were a l l  f a i r l y  0 ( a )  attendance and comprehension score ,  r = -51, 
(b) attendance and nonsense s y l l a b l e s ,  - r = -40 and ( c )  attendance aEd known 
words, = .11. 

4.2.2.3.3 ZANDE LITERACY TESTS 

Due t o  the projected shor t  durat ion sf the second impact evaluat ion v i s i t  
a t  Yambia, t e s t i n g  on a scale comparable t o  that undertaken a t  Nasir was not 
contemplated. I t  was hoped that there  would be time t o  develop a reasonably 
adequate Zande reading test similar t o  t h e  one used f o r  the  Bari and Lotuhs 
chi ldren  f o r  the  first evaluation which would be ready f o r  use f o r  the  
fo l loning yea r ' s  t h i r d  impact evaluation, Other than that, Cowan had planned 
t o  observe severa l  classes and c o l l e c t  process data. However, these plans 
were changed when the  performance of the first class observed revealed - a  
dramatic cont ras t  with what the consultant had seen i n  N a s i r .  The unavoidable 
impression was t h a t  the  Zande pupi ls  were reading with far greater f a c i l i t y  
than the  bes t  Nuer pupi ls  i n  K a s i r ,  The con t ras t  was s o  s t r i k i n g  that it 
cried out  f c r  an  explanation, pa r t i cu la r ly  s ince  both test populations were, 
t o  a l a rge  extent ,  matched, i,e., they had both begun school at  t h e  same time, 
R%d been assigned t o  classes according t o  t h e i r  a b i l i t y  and were roughly a t  
the  same l e v e l  i n  their primers. There was, one very s i g n i f i c a n t  d i f ference .  
The Zande chi ldren had been allowed t o  take t h e i r  primers home after school 
about f i v e  weeks pr io r  t o  t h e  second impact evaluation v i s i t ,  Mereas the  Nuer 
chi ldren bad access t o  their printers only f o r  the two periods they were i n  
school. The p o s s i b i l i t y  that the Zande ch i ld ren ' s  superior  performance was 
due t o  extra exposure t o  reading outs ide  of c l a s s  was an obvious hypothesis. 

In  order t o  determine whether t h i s  impression of  the  Zande pup i l s t  
proficiency was j u s t i f i e d  and t o  discover &ether the chi ldren  were indeed 
readirig outside of class, Cowan a l located  d i f f e r e n t  t e s t i n g  tasks t o  the  IRL 
and & R e  s i x  personnel present,  The IRL language o f f i c e r ,  Bullen and the S I L  
consultant ,  Jocelyn Clavinger, administered the  Zande reading test described 
earlier t o  individual s tudents  while  the  c o n s u l k n t ,  I& Officer John Bapt is t  
Asan and SIL c o n ~ u l t a ~ t  Alice Van Bergen performed spot  tests with pupi ls  i n  
each o f  the  top two classes. The procedure f o r  the  latter test was as 
foUows: w e  asked the  e n t i r e  class three  questions: (a) How of you read 
your books at home? (b) How many of you receive he lp  with your reading a t  
home from your parents? and ( c )  How m y  of  you who don' t  have parents  who 
can read are asked by them t o  demonstrate how well you read and wr i t e  
regularly? In  the  top c l a s s  (21 chi ldren) ,  11 chi ldren  claimed t h a t  they 
received help  regularly from t h e i r  parents,  s i x  chi ldren claimed tha t  they 
read by themselves regular ly  and 20 chi ldren  claimed that t h e i r  parents  
required then t o  d e ~ s n s t r a t e s  what they had learned i n  school r egu la r ly ,  One 
ch i ld  s a i d  that s h e  had not read ahead because she doesn ' t  have a primer. In 
the second group, a l l  14 chi ldren  present  that day claimed t o  do some reading 



i n  t h e i r  books a t  hone. Eight out  of 14 chi ldren claimed t o  have read t o  the 
end of the  primer. 

N e x t ,  w e  asked individual  chi ldren  how far beyond the primer lesson taught 
that day that they had read. A s  each ch i ld  resmnded with the  number of a 
lesson,  he o r  she was asked t o  tu rn  t o  the  comprehension passage f o r  that 
lesson,  t o  read it aloud and then t o  answer the comprehension questions that 
followed it ( these  were asked o r a l l y  by the  teacher).  The o r a l  reading e r r o r s  
were recorded as well as the  number of comprehension quest ions cor rec t ly  
answered. O f  the 19 chi ldren i n  the  top group, 17 were a b l e  t o  read a t  l e a s t  
one lesson beyond the  current ly  completed lesson ( lesson 49). Two chi ldren  
attempted lessons which were too d i f f i c u l t  f o r  them and were unable t o  read 
the s t o r y  completelv. The breakdown oF t h e  lessons attempted by the s tudents  
and nrustaer of comprehension questions answered successful ly is shown i n  Table 
4.16. Note that over 25% of the  s tudents  were capable of  reading 12 t o  15 
lessons beyond where the  class a c t u a l l y  was i n  the primer and 77% of  the c l a s s  
was capable of reading a t  least three  lessons beyond the lesson just 
completed. In the  next lowest c l a s s ,  Group 2, 50% of  the s tudents  were able 
t o  read four lessons beyond what was current ly  being taught and 60% were ab le  
t o  read three lessons beyond the  current  lesson. The mean o r a l  e r r o r  r a t e  f o r  
t h i s  c l a s s  was higher than the top group (Croup 1, fi = 3; Croup 2, M = 5.2) 
and the  chi ldren i n  t h i s  c l a s s  tended t o  block ( re fuse  t o  persist &en they 
couldn' t  read a word) more frequently than the  chi ldren i n  Group 

One is inevitably tempted t o  combine the  r e s u l t s  of  these spot  tests with  
t h e  r e s u l t s  of the reading tests adnlnistered by Jocelyn Clavinger and Bullen 
(see Table 4.17) t o  the  12 Zande chi ldren and make some comparison with the  
Nuer chi ldren tested i n  Nasir. S t r i c t l y  speaking, such a comparison is 
specious, sime there is no way of determining whether the  tests devised f o r  
the Nuer and Zande chi ldren are i n  any nag equivalent. Nevertheless, the 
small sample of chi ldren tested by Jocelyn Clavinger and Bullen achieved much 
higher scores on a l l  p a r t s  of the  test than the  Nuer chi ldren  d i d  on t h e i r  
test. Table 4.18 shows that bas ica l ly  the  same types of  e r r o r s  occur wi th  
some excepkions. A s  one might expect i n  a language which contains a l o t  of 
i n i t i a l  consonant c l u s t e r s  comprised of ve la r s  and b i l a b i a l  s t o p s  o r  nasals 
and a homorganic s top ,  l i k e  Zande, an epenthet ic  vowel /a/ w i l l  be inser ted  i n  
reading, e.g., e r r o r  type 2. Similar ly,  i n i t i a l  segments w i l l  be deleted: 
e r r o r  type 1. 

I t  is d i f f i c u l t  not t o  conclude that the  M d e  children were reading better 
than their #uer counterparts.  If t h i s  conclusion is i n  fact t r u e ,  the 
d i f ference  between the  two groups could be a t t r i b u t a b l e  t o  one o r  more of the 
following factors .  F i r s t  and most obviously, t h e  Zande chi ldren  have a more 
literate environment. Because they are allowed t o  take t h e i r  books home, the 
p o s s i b i l i t y  f o r  addi t ional  reading outs ide  of c l a s s  e x i s t s  (and is taking 
place, if  we a r e  t o  believe the  chi ldren ' s  r e p o r t s ) ,  whereas the Nuer 
ch i ld ren ' s  reading experience is confined t o  two periods a t  school each day. 
Second, the Zande school ha s  more t rained teachers. Consequently, the  
chi ldren can receive more individual  ins t ruc t ion  i n  t h e i r  a b i l i t y  groups. As 
pointed out earlier, i n  Nasir, a l l  of the chi ldreq are f o r  some period of the  
day taught by one teacher. I t  is very possible  that less a 3 t u a l  learning is 
taking place i n  these c lasses  than i n  the  smaller groups, mere a t t e n t i o n  may 
be more focused. A t h i r d  p o s s i b i l i t y  is that t h e  tests are not of  equal 
d i f f i c u l t y .  More time was spent  developing the  Nuer than t h e  Zande test. 



Table 4.16 

Zande %potN Reading Test 

---- 

No. sf Questions 
Student Sex Lesson A t tempteb Correct ly Answered 

Student  1 male 50 Al l  

Student 2 female 50 3 out  o f  4 

Student 3 male 50 At l 

Student ii male 5 1 All  

b ~ t u d e n t  5 female 5 2 3 ou t  o f  5 

Student 6 inale 5 2 All 

Student 7 female 53 Al l  

b ~ t u d e n t  8 female 54 3 out  o f  4 

Student 9 female 5 5 AI I 

b ~ t u d e n t  10 male 56 Al l  
(considerable d i f f i cu l ty )  

Student 11 male 56 Al l  

Student 12 male 57 All  

Student 13  female 59 Failed to  complete passage 

Student 14 female 59 Failed t o  complete passage 

b ~ t u d e n t  15 male 6 1 All 

Student 16 male 62 , 4 out  o f  5 

%tudent 17 male 62 3 out o f  5 

Student 18 male 63 Al l  

Student 19 male 64 All  

a ~ h e r e  are 64 lessons in the primer. 

b ~ h e s e  chi ldren had some trouble w i th  the story. The i r  reading was slower 
and more hai t ing than that of the other chi ldren and they made more than 
the  average number o f  e r ro rs  (3) .  



Table 4.17 

Zande Literacy Test Data: Y a m b i ~  Primary School 

A .  Number o f  Pupils Tested 

B. Mean Number of Nonsense Syllables Correctly Read (15) 

SQ - 1.8 

Range 10 - 1 5  

C. Mean Number of Known Words Correctly Read (10) 9.8 

SD - 
Range 

~ D. Mean Number of  "Builtt1 Words Correctly Read [ l o )  8.2 

Range 

E. Mean Number o f  Words in Passage Read Correctly (84) 81.2 

St9 - 2.7 

Range 72 - 84 

F. Mean Number of Comprehension Questions Correct (7)  5.3 

SD - 1.8 

Range 3 - 7  
, 

$ '  3 



Table 4.18 

Zande Oral Reading Errors  

8 of Total Number of 
Error Type  Examples Total Oral Reading En r rors  

1. Deletion of Initial Consonant(s) 7 12.3 



Fourth, t h e  inconsis tent  procedure used i n  administering the  Zande test t o  the 
first seven chi ldren may have elevated t h e i r  scores  somewhat. F i f th ,  there is 
always the p o s s i b i l i t y  that the  d i f ference  i n  the  sample s i z e s  of the two 
groups tested may hgve contributed t o  the d i f ference  i n  performance. Had 
there been more time, the  t e s t i n g  of more Zande chi ldren  might have brought 
down the overa l l  performance l e v e l  of that group. And f i n a l l y ,  the  frequency 
with which words are recycled i n  the Zande primer may be g rea te r  than i n  t h e  
Nuer primer, making the  former easier t o  read. 

It would appear that a combination of  the  first two f a c t o r s  has resu l t ed  i n  
the  Zande chi ldren becoming b e t t e r  readers  than the  Nuer children. Obviously 
t h i s  conclusion deserves fu r the r  invest igat ion.  S t i l l ,  i t  appears important 
t o  point  out  t h e  important implications which arise from the  comparison of  the  
Zande and Wuer children. We have argued earlier t h a t  a c r u c i a l  d i f ference  i n  
&he s e t t i n g  of t h i s  projec t  and most o ther  l i t e r a c y  endeavors is t h a t  the  
r u r a l  Sudanese chi ldren have l i t t l e  o r  no exposure t o  the  wr i t ten  word ou t s ide  
of school . The di f ference  i n  reading between the  Zande and Nuer chi ldren  
suggests t h a t  the  s i n g l e  most important f ac to r  i n  promoting l i t e r a c y  may be an  
increased exposure t o  reading materials outs ide  of  school and t h e  
encouragement and ass i s t ance  they repor t  receiving from t h e i r  parents.  This 
implies t h a t  the effect iveness of the  current  program could be increased 
dramatically by t h e  i n s t i t u t i o n  of three pol ic ies :  (a) allowing the chi ldren  
t o  take their b o o b  home, (b)  encourgaging them t o  read outs ide  of  school and 
(c) crea t ing  a more literate climate i n  the community through the  
dissemination of books and pamphlets i n  the l o c a l  languages which contain 
subjec t  matter sf i n t e r e s t  t o  a d u l t s  and children. 

4.2.2.3.4 PUPIL INTERVIEWS 

Answers t o  the  three  questions asked of those s tudents  who were 
individual ly tes ted  were categorized f o r  analys is .  In answering t h e  first 
question, "Why do you cone t o  school?", the  majority of  the  Bari and Lotuho 
pupils  i n  a l l  t h e  schools except Hiyala gave "to l ea rnH as the  p r inc ipa l  
reason, with reading o r  wri t ing most commonly claimed as t h e  pa r t i cu la r  s k i l l s  
they wished t o  learn.  Among the  Hiyala pupi ls ,  however, almost ha l f  of t h e  
pupils  interviewed gave "becoming c i v i l i z e d ,  wise, and/or c leverw as t h e i r  
reasons f o r  at tending school. Only one of the Barf and Lstuho pupi ls  gave an  
employment-related reason f o r  at tending school and a t o t a l  of f i v e  s tuden t s  
reported t h a t  they P e l t  obligated t o  go t o  school. Both the  Nuer and Zande 
chi ldren seemed t o  be somewhat confused by fhe f i r s t  question. The Nuer 
chi ldren gave d i f f e r e n t  answers, ranging from lqmy brother brought me," t o  "1 
want t o  know a l l  things they teach i n  school, because some day I w i l l  be a big 
chief  The majority,  8 of the  18 Nuer chi ldren who responded and 10 of  t h e  
12 Zande chi ldren simply s a i d  "to learn." 

For the  second question, Why do you want t o  l ea rn  t o  read  and 
most pupils  reported that they uanted t o  become l i t e r a t e  s o  t h a t  they could 
become important (of ten  referred t o  as being a "big mann), c i v i l i z e d ,  
knowledgeable, c lever ,  o r  " l ike  youw ( re fe r r ing  t o  the  r e l a t i v e  wealth and 
status of Cziko and the Lotuho language o f f i c e r ,  Massimino Allam, who 
conducted the  interviews).  A fair number of - employment-related reasons were 
a l s o  given a t  the  three Lotuho schools. The Lotuho pupi ls  a l s o  gave 
r e l a t i v e l y  more education- and wealth-related reasons f o r  learning t o  read and 
wri te  than d i d  the Bari pupils.  The Nuer chi ldren gave widely varying 



answers. Five ch i ld ren  s a i d  they wanted t o  be a b l e  t o  read t h e  Bible.  The 
remainder gave answers ranging from "So t h a t  when I see something t h a t  is 
w r i t t e n ,  I can read i t ,n t o  nSo t h a t  I can have r e spec t  f o r  my clan." The 
Zande ch i ld ren ,  on t h e  o the r  hand, were s p l i t  evenly i n  their responses.  S ix  
c h i l d r e n  said simply " to  know," bu t  f i v e  s a i d  n t o  be a person o f  the  fu tu re , "  
This may be i n t e r p r e t e d  as meaning t o  be someone who is knowledgeable and who 
thus  has a b e t t e r  opportuni ty  t o  improve h i s  l i fe .  One c h i l d  s a i d  "1 want t o  
be a b l e  t o  read s o  that  if my father d i e s  i n  a far p lace  and w r i t e s  me a 
letter t o  tell  me about i t  I ' l l  be a b l e  to understand i t .  

F i n a l l y ,  h e n  asked, nDo you read o r  w r i t e  ou t s ide  o f  s ~ h o o l ? ~  answers 
var ied  widely from school t o  school ,  A l l  t h e  p u p i l s  interviewed a t  Hiyala and 
T o r i t  East r e p l i e d  that they d id  read o r  w r i t e  ou t s ide  of  school ,  while only 
one- f i f th  t o  one-third of t h e  p u p i l s  i n  t h e  remaining schools  repor ted  doing 
s o ,  except f o r  Rejaf East, where half of t h e  p u p i l s  interviewed s a i d  they d id  
read o r  wr i t e  ou t s ide  o f  school. Among t h e  materials repor ted  as being 
a v a i l a b l e  a t  home t o  read,  school books ( t h e  new vernacular  read ing  materials 
w e d  a t  t h e  p r o j e c t  schools )  appeared t o  be t h e  most popular,  followed by 
r e l i g i o u s  materials i n  t he  vernacular  language o r  i n  English.  The ques t ion  
put  t o  t he  Nuer and Zande ch i ld ren  d i f f e r e d  s l i g h t l y  due t o  t h e  fact that 
these pup i l s  were a l l  i n  PI. The a c t u a l  phrasing of t h e  ques t ion  was: "What 
w i l l  you read o r  write when you l e a r n  how to?" Again, t h e  Nuer c h i l d r e n  gave 
q u i t e  var ied responses. Four ch i ld ren  s a i d  that they would read "some books." 
Two ,said t h a t  they would read the  Bible. Three ch i ld ren  s a i d  t h a t  they wanted 
t o  be a b l e  t o  w r i t e  a letter o r  what ever  they f e l t  l ike .  One s a i d  t h a t  he 
would g e t  a job with h i s  knowledge and wr i t i ng  would h e l p  him i n  t h i s ;  and 
f i v e  ch i ld ren  gave responses which were more app ropr i a t e  fo r  t h e  second 
quest ion:  two s a i d  they would become pas to r s  and teach t h e i r  people and t h r e e  
s a i d  that they would become teachers .  Eleven of  t he  Zande ch i ld ren  s a i d  t h a t  
they would read t h e  books they had i n  school and one simply maintained that he 
would wr i t e  t h e  Zande language. 

4.2.2.3.5 BAR1 ORAL READING ERROR ANALYSIS 

In  order  t o  ob ta in  a b e t t e r  understanding o f  t h e  reading processes  and 
s t r a t e g i e s  used by the  ch i ldren ,  a d e t a i l e d  a n a l y s i s  was undertaken o f  t h e  
o r a l  reading e r r o r s  made by t h e  Bari p r o j e c t  and comparison pupi l s .  F i r s t ,  
the o r a l  reading performance of  each pup i l  was t ranscr ibed  by l i s t e n i n g  t o  
each tape-recorded perfarmame and not ing  a l l  dev ia t ions  from t h e  p r i n t e d  
s t o r y  on copies  o f  t h e  text. These e r r o r s  included a l l  s u b s t i t u t i o n s ,  word 
order  changes, r e p e t i t i o n s ,  d e l e t i o n s  and i n s e r t i o n s .  The accuracy o f  each 
t r a n s c r i p t  was then v e r i f i e d  by t h e  s c o r e r  by l i s t e n i n g  aga in  t o  a l l  the  
recordings and making changes where necessary,  The s c o r e r  then f i l l e d  o u t  an  
e r r o r  c l a s s i f i c a t i o n  sheet fo r  each pup i l  which descr ibed each o r a l  read ing  
e r r o r  and its frequency according t o  t h e  fol lowing c l a s s i f i c a t i o n  scheme. 

WORDSUB: Subs t i t u t ion  of t h e  p r in t ed  word by another  Bari word. 

NSSUB: Subs t i t u t ion  of t he  p r in t ed  word by an u t t e r ance  which is no t  a 
Bar i ,  English,  o r  Arabic word (NSSUB = nonsense s u b s t i t u t i o n ) .  

ORDER: Change i n  t he  order  of  two o r  more words o f  t h e  t e x t .  

REP: Repet i t ion of  a word o r  phrase of  the t e x t .  



DELETE: Deletion of a word o r  group of  words of the text, 

INSERT: Inser t ion  of extraneous words i n t o  the text .  

SIBSPELL: WCRDSUB o r  NONSUB beginning w i t h  the  same letter as t he  text 
word i t  replaced o r  the rest of spel l ing-  judged very similar (e.g. , t o t o  f o r  - 
dot0 ) . - 

NC: Noncontext e r r o r ,  lee, ,  any e r r o r  other  than NSSUB o r  REP which did 
not conform t o  the  preceding syn- t a c t i c  and semantic cons t ra in t s  of the 
sentence i n  which i t  was located. 

PC: Preceding-context e r r o r ,  i.e., any e r r o r  o ther  than NSSUB or  REP which 
conformed t o  the preceding syn tac t i c  and semantic cons t ra in t s  of  the sentence 
i n  which it was located but did not conform t o  the cons t ra in t s  of  the  e n t i r e  
sentence, 

SC: Sentence-context e r r o r ,  i.e., any e r r o r  o ther  than N S U B  o r  REP which 
conformed t o  the  syn tac t i c  and semantic cons t ra in t s  of the e n t i r e  sentence in 
which i t  was located but d id  not conform t o  the  discourse cons t ra in t s  of a l l  
preceding sentences of the test. 

DC: Discourse-context e r r o r ,  i.e., any e r r o r  other  than NSSUB o r  REP which 
conformed t o  the  syn tac t i c  and senant ic  cons t ra in t s  of  the  sentence i n  which 
it waa located as well as t o  the  discourse cons t ra in t s  of a l l  preceding 
sentences. 

NSSCOR: Corrected nonsense subs t i tu t ion ,  i.e., a N S U B  which was 
spontaneously corrected by the pupil. 

NCCOR: Corrected NC er ror .  

PCCOR: Corrected PC er ror .  

SCCOR: Corrected SC error .  

DCCOR: Corrected DC er ro r .  

NS: No-source e r r o r ,  e any NC e r r o r  which was not SXMSPELL and 
consequently could not be a t t r i b u t e d  t o  a pup i l ' s  use of  either contextual  o r  
v i sua l  information. 

EIS: Multiple-source e r r o r ,  i.e., any PC, SC, or  DC e r r o r  which was a l s o  
SIEISPELL and consequently could be a t t r i b u t e d  t o  the  use of  contextual  and/or 
v i sua l  information by the pupil. 

TOTAL: Total number of e r r o r s ,  i.e., WORDSUB + NONSUB ORDER + REP + DELETE 
+ INSERT. 

TOTNONREP: Total number of  nonrepetit ion e r r o r s ,  lee.,  TOTAL minus REP. 

The data were analyzed t o  summarize the pupi ls '  performance on both the  
reading tests and o r a l  reading task and t o  describe d i f ferences  i n  performance 
among the  three groups tested. Therefore, both overa l l  and group means and 



standard dev ia t i cn t  t o r  a11 pupils  tested were computed f o r  a l l  test scores  
and o r a l  readin? e r r o r  frequencies f o r  each c l a s s i f i c a t i o n  described above. 
In addi t ion  :=A the e r r o r  frequencies, e r r o r  proportions were computed by 
dividing each w r o r  frequency by an  appropriate  denominator. For va r i ab les  
WORDSUB, ORDER, DELETE, INSERT, NONSUB, NC, PC, SC, W, N S  and MS the 
denominator used was T6TNONREP. For var iable  REP, the denominator was TOTAL. 
For var iable  SZHSPEU the  denominator was TOTSUB. And f o r  va r i ab les  NSSCOR, 
NCCOR, PCCOR, SICCBR and DCCBR the  denominators were NSSUB, NC, PC, SC and DC, 
respect ively.  These proportions were computed t o  permit group comparisons of 
e r r o r  types that would be unaffected by the  overa l l  e r r o r  rate f o r  a c e r t a i n  
pupi l  o r  group. For example, although Groups PS2 and CS had similar means f o r  
t h e  frequency o? NSSUB e r r o r s  ( M  = .I8 vs. .14, respect ive ly) ,  t h i s  group 
difference was greater  when the  proportion of  NSSUB e r r o r s  t o  TOTNONFSP was 
considered (M - = -08 vs  . .02 f o r  Groups PS2 and CS , respect ive ly  1. 

Group differences were fu r the r  aralyzed by performing two sets of analyses 
of variance. The first set uas performed using the  reading and wri t ing  test 
scores  and o r a l  reading e r r o r  frequencies as t he  dependent var iables  and group 
(PSI, PS2 and CS) as the  i ndependent variable.  The second set used group 
again as the independent var iable  but included the proportions of  o r a l  reading 
e r r o r s  as t h e  dependent variables .  For t h i s  l a t t e r  set of  analyses,  a l l  
proportions were first transformed using the  a rcs ine  transformation (a rcs ine  
of the  square root  of the  proportion) t o  normalize t h e i r  d i s t r ibu t ions .  In 
addi t ion  t o  these i n f e r e n t i a l  statistical tests of group d i f ferences ,  e f f e c t  
s i z e s  (ES) were conputed t o  compare the d i f ferences ,  between each p ro jec t  
school and the co6parison school by subt rac t ing  the mean of Croup CS from that 
of  each of Groups PSI and PS2 and dividing t h i s  d i f ference  by the  standard 
deviat ion of Group CS. Ekch e f f e c t  s i z e  consequently ind ica tes  how many 
standard deviat ion u n i t s  the  mean of the  proJect school was above ( indica ted  
by a pos i t ive  e f f e c t  s i z e )  o r  below (indicated by a negative e f f e c t  size) the  
mean of the  comparison school. As a general r u l e ,  an e f f e c t  s i z e  of  .5 o r  
less is usually considered t o  be indica t ive  of  a negl ig ib le  d i f ference  while 
effect size of .5 o r  grea ter  is usually considered t o  be ind ica t ive  o; a 
difference having some p r a c t i c a l  s igni f icance  (see Hiniunt, 1978). 

Table 4.19 g ives  the  mean number of each o f  the  20 d i f f e r e n t  ca tegor ies  of 
o r a l  reading e r r o r s  counted f o r  a l l  pupils  and again separa te ly  f o r  Groups 
PSI, BS2 and CS. Overall ,  a mean of between 9 and 10 e r r o r s  (TOTAL) were made 
by pupils  i n  each of  the three groups i n  reading t h e  passage o f  52 words. 
Most e r r o r s  were r e p e t i t i o n  e r r o r s  (REP), followed by t o t a l  s u b s t i t u t i o n s  
(TOTSUB), subs t i tu t ions  s i m i h a ~  i n  spe l l ing  t o  the target word (SIMSPEU), 
e r r o r s  uhich did not f i t  the  sentence context (NC) and e r r o r s  which d id  
conform t o  . the preceding (PC) o r  e n t i r e  sentence context (SC). Since SIMSPEU 
e r r o r s  were more ?requent than e i t h e r  PC, SC, or  DC e r r o r s  i n  s p i t e  of  the  
f a c t  that SIXSPELL e r r o m  were a subset  of only TOTSUB e r r o r s  while any 
non-repetition e r r o r  (TOTNONREP) could be c l a s s i f i e d  as PC, SC, o r  DC) , these 
da ta  suggest that  the  pupi ls  r e l i e d  more on v i sua l  information and top-down 
processes. However, there  were some notable d i f ferences  i n  the  types of 
e r r o r s  made 5y pupils  i n  each of the  three  groups. Most not iceable is t h e  
f inding th& Group PSI made nore REP and NONSUB erk-ors  than the  o ther  two 
groups and corrected more e r r o r s  uhich fit  the  preceding but not  t h e  following 
context of  its sentence (PCCOR). Group PS2 made fewer de le t ion  e r r o r s  than 
the other  two groups (DELETE) but more multiple-source e r r o r s  (IS). 



Table 4.19 

Bari Oral Reading Error Frequencies 

Rejaf East Rejaf West Bungu 
All Pupils (43) (Project) (1 8) (Project) (1 1 ) ( Comparison) (1 4) 

Variable M - SD - 
1. WORDSUB 
2. ORDER 
3.  REP 

4. DELETE 
5. INSERT 
6 .  SIMSPELL 

7. NSSUB 
8. N C  
9. PC 
10. SC 
11. DC 

14.  NSSCOR .16 .48 .39 .70 -- 0 0 -- 0 0 
15. NCCOR -19 .39 ,22 .43 .22 .I8 .40 .ll .I4 .36 
16. PCCOR .30 .64 ,SO .86 2.00 .I8 .40 .ll .I4 .36 
17. SCCOR .07 .26 .I1 .32 .IS 0 0 -. 26 .07 .27 
18. DCCOR 0 0 0 0 - - 0 0 -- 0 0 

19. TOTNONREP 4.11 3.56 3.72 4.18 -.39 3.55 2.42 -.44 5.07 3.45 
20. TOTAL 9.58 4.08 90.06 5.06 .17 9.00 2.65 -.I1 9.43 3.80 

Note. Numbers in parentheses indicate the number o f  pupils in each group. - 



Tabla 4.20 presents  o r a l  reading e r r o r  proportions which are i n  some ways 
more useful  than simple frequencies i n  comparing d i f ferences  across  groups and 
across  d i f f e r e n t  types of e r rors .  By div id ing e r r o r  frequencies by 
appropriate  denominators, the resu l t ing  o r a l  reading e r r o r  proportions 
reported i n  t h i s  table permit comparisons that are af fec ted  by the  o v e r a l l  
e r r o r  rate f o r  a given group. From t h i s  perspective, i t  is seen that o v e r a l l  
r e p e t i t i o n  e r r o r s  (REP) cons t i tu ted  61% of a l l  e r r o r s  made and word 
subs t i tu t ions  ( WORDSUB) made up 83% of  a l l  non-repeti t ion  (TOTNONREP e r ro r s .  
Evidence of  s e n s i t i v i t y  t o  v i sua l  information and bottom-up processing i n  
reading is indicated by the  f a c t  t h a t  over ha l f  (59%)  of a l l  TOTNONREP e r r o r s  
were SIBSPELL e r r o r s  mile only &$ of TOTNONREP e r r o r s  were de le t ions  (DELETE) 
and another 8% were inse r t ions  (INSERT). This pa t t e rn  of e r r o r s  ind ica tes  
f a i r l y  high dependence on v isual  information s i n c e  most s u b s t i t u t t o n s  were 
visual ly  similar t o  the  t a rge t  word they replaced and the  low proportions of  
de le t ions  and inse r t ions  indica te  c a r e f u l  a t t e n t i o n  t o  the v i sua l  s t i m u l i  of  
reading. 

Evidence of  reading s t r a t e g i e s  using contextual  information and top-down 
reading s t r a t e g i e s  is indicated by 30% of TOTNONREP e r r o r s  showing s e n s i t i v i t y  
t o  preceding s e n t e n t i a l  contextual cons t ra in t s  (PC e r r o r s ) ,  22% of TOTNONREP 
e r r o r s  conforming t o  a l l  s e n t e n t i a l  contextual cons t ra in t s  (SC e r r o r s )  and a 
small 3% conforming t o  the  contextual cons t ra in t s  of  the  e n t i r e  preceding 
discourse (DC e r ro r s ) .  In cont ras t ,  evidence of  i n s e n s i t i v i t y  t o  contextual  
cons t ra in t s  is indicated by the fact that 13% of  TOTNONREP e r r o r s  were 
nonsense subs t i tu t ions  (NSSUB, i.e., not  real Bar1 words) and 33% of TOTNONREP 
e r r o r s  were Bar1 words which did not conform t o  any s e n t e n t i a l  o r  discourse 
contextual cons t ra in t s  (NC e r ro r s ) .  This means that almost ha l f  (46%) of  a l l  
e r r o r s  made were either nonsense words o r  Barf words which d id  not  f i t  any of 
the  surrounding context. 

The pat tern  of e r r o r  correct ions a l s o  provides some ins igh t  i n t o  t h e  types 
of information and s t r a t e g i e s  used by these chi ldren  t o  read, Both Goodman 
(1965) and Ueber (1910b) have reported t h a t  chi ldren are more l l k e l y  t o  
correc t  e r r o r s  which do not conform t o  the  meaning of what they are reading 
than e r r o r s  which do f i t  the syn tac t i c  and semantic cons t ra in t s  o f  t h e  
passage. If t h i s  were t r u e  of the chi ldren i n  the  present s tudy,  we would 
expect t h a t  a higher proportion of NONSUB, NC and PC e r r o r s  would be corrected 
than SC o r  DC e r ro r s .  In general,  t h i s  pa t t e rn  does seem t o  hold with 36% of 
NONSUB e r r o r s  corrected (NSSCOR),  18% of NC e r r o r s  corrected (NCWR) and 25% 
of PC e r r o r s  corrected (PCWR) i n  cont ras t  t o  only 12% of SC e r r o r s  corrected 
(SCCOR) and 0% of DC e r r o r s  corrected.  (DCCOR). Thus, i t  appears tha t  these 
children had a t  least some s e n s i t i v i t y  t o  the meaning of what they were 
reading and tended t o  co r rec t  e r r o r s  wtrich d id  not conform t o  the meaning of 
the  passage more of ten  than e r r o r s  which did. 

There were a l s o  a number of s i g n i f i c a n t  d i f ferences  among the three groups 
which are indicated by the  s ign i f i can t  F r a t i o s  given i n  Table 4.20. Both 
projec t  groups (Croups PSI and PS2) -had a higher percentage of word 
subs t i tu t ion  e r r o r s  (WORDSUB) than d i d  the  Croup CS as well as a higher  
percentage of nonsense subs t i tu t ions  (NSSUB) and r e p e t i t i o n  (REP) e r ro r s .  In 
cont ras t ,  Group CS had a higher percentage sf dele t ion  (DELETE) and inse r t ion  
(INSERT) e r r o r s  than d i d  both projec t  groups and Group PSI had a lower 
percentage of SIMSPEU e r r o r s  than d id  both Groups PS2 and CS. Fina l ly ,  Croup 
CS had a higher percentage of noncontext (NC) e r r o r s  than d id  either of  the 



- 

Table 4.20 

Bari Oral Reading Error Proportions 
- - -  

All Pupils Rejaf East (Project) Rejaf West (Project) Bungu (Comparison) 

Variable - M - SD - n - M SO ES - - - n M - - SD ES - n - M - SD - n - d f  F~ - 

1. WORDSUB .83 .24 39 .94 .ll 1.08 14 .90 .23 .92 11 .66 .26 14 2,36 7.23** 
2. ORDER .O1 .04 39 0 0 -- 14 .O2 .08 -- 11 0 0 14 2'36 1.29 
3. REP .61 .24 43 .69 .24 -87 78 .62 .18 .57 11 .49 .23 14 2,40 3.66* 

4. DELETE -08 .16 39 .04 .09 -.67 14 .01 .03 -.81 11 .18 ,21 14 2,36 6.55*" 
5, INSERT .08 .16 39 .O2 .05 -.74 14 .07. .16 -.47 11 .16 -19 14 2,36 3.40* 
6. SIMSPELL "59 .34 39 .41 .31 -.72 14 .74 .35 .31 11 .64 .:32 14 2,36 3.53* 

7. NSSUB .13 .27 39 .29 .39 3.86 14 .08 .17 .86 l'i .02 .07 14 2,36 4.14* 
8. NC .33 .30 39 .16 .19 -.94 14 .38 .33 0.23 11 .45 .:31 14 2,36 3.75* 
9. PC .30 .30 39 .37 .37 .86 14 .34 .29 .71 11 -19 .21 14 2,36 1.17 
10. SC .22 .25 39 .16 -22 -.56 14 .19 .23 0.44 11 .31 .27' 14 2,36 1.62 
11. DC .03 .07 39 .02 -06 0.12 14 .82 .08 -.I2 11 .03 .08 14 2,36 1 

14. NSSCOR .36 .46 11 '57 .46 -- 7 0 0 2 0 0 2 2,8 2.69 - - 
15. NCCOR .18 .34 27 .37 .46 .93 7 .12 .23 .07 8 .10 .29 12 2,24 1.79 
16. PCCOR .25 .36 25 .44 .41 1.39 9 .17 .36 .22 8 .12 .23 8 2,22 2.19 
17. SCCOR .12 .31 21 .25 .42 .47 6 0 0 -.31 5 .10 .32 10 2,18 1 
18. DCCOR 0 0 5 0 0 - - 2 0 0 - - 1 0  0 2 - - - - 

Note. These proportions were formed using the named variable in the numerator. The denominators were - 
TQTNOREP for variables 1, 2, 4, 5, 7, 8, 9, 10, 11, 12, 13; TOTAL for variable 3; WOFZDSUB for variable 
6; and variable 7 through 11 for variables 14 through 18, respectively. 

a ~ - r a t i o s  were computed using arcsin transformations of the proportions reported here. 



two p ro jec t  groups. However, i n  s p i t e  of the  group d i f ferences  noted here, 
the o v e r a l l  p ro f i l e  of o r a l  e r r o r  pa t t e rns  is qu i t e  s imi la r  across  the three  
groups with a g rea te r  tendency t o  use v i sua l  information i n  reading than t o  
use contextual  information. 

A f i n a l  perspective on the  reading s k i l l s  and s t r a t e g i e s  of these  chi ldren  
can be gained by comparing t h e i r  pa t t e rn  of o r a l  reading e r r o r s  with those of 
other  primary-school chi ldren reported i n  the  l i t e r a t u r e .  While Leu ( 1982) 
reported t h a t  most of  the  many s t u d i e s  of ch i ld ren ' s  o r a l  reading e r r o r s  use 
t h e i r  own system of scoring which makes comparisons d i f f i c u l t ,  t he re  does 
appear t o  be enough s i m i l a r i t y  i n  the  way a number of  s t u d i e s  scored graphic 
s i m i l a r i t y  and contextual appropriateness t o  make some comparisons possible.  
Thus, the  relevant  f indings of s i x  of these s tud ies  are summarized i n  Table 
4.21, A l l  were conducted i n  the U.S. except f o r  Clay ( 1968, which was done i n  
New Zealand) and a l l  included chi ldren a t  the  end of t h e i r  first year of  
schooling, except f o r  Hood (1975) which examined second-grade chi ldren 
(comparable s tud ies  of  third-grade chi ldren  could not be found i n  the  
l i t e r a t u r e ) .  With respect  t o  the proportion of s u b s t i t u t i o n  e r r o r s  which 
showed some graphic s i m i l a r i t y  t o  the  t e x t  word, the Barf chi ldren  are 
s i t u a t e d  i n  the middle of the  range of the  other  f i v e  s tudies .  However, the 
proportion of  the Bari e r r o r s  which conformed t o  a t  least the  preceding 
contextual cons t ra in t s  of  the sentence seems low when compared t o  the  
f i r s t -g rade  chi ldren,  (Although the  Bari chi ldren seem more similar t o  the  
lower proportions of contextually appropriate  e r r o r s  nade by the  second-grade 
chi ldren  reported by Mood, t h i s  may be due t o  what appear t o  be the  more 
d i f f i c u l t  peading passages Hood used s ince  she reported t h a t  they were of high 
third-grade readab i l i ty  . ) 

Thus, while i t  m u s t  be admitted t h a t  these comparisons should be 
in terpre ted  cautiously due t o  many uncmtrol led  f a c t o r s  (e.g., t h e  d i f f i c u l t y  
sf the  reading passages w e d  i n  t h e  various s t u d i e s ) ,  they do suggest t h a t  the  
k r i  chi ldren a t  the end of t h e i r  t h i r d  year of  schooling were i n  general  less 
s e n s i t i v e  t o  the  use of contextual information i n  reading than average 
American chi ldren toward the end of their first year of  school. 



Table 4.21 

Oral Reading Error  Proportions for Selected Studies 

claya 8iemillera Weber b We ber cohena ~ o o d "  Present 
b 

Variable (1 968) (1 970) [ 1970a) (1 970b) (1 974-75) (1 975-76) studyb 

Grade 1 1 

n - 1 00 32' 

Graphic similarity -41 .50 

NC -- .I8 

PC - .82 . 

SC .72e - - 

- - 

Note. To make results comparable across studies, SC contains both SC and DC e r ro r s  and PC con- -- 
tains PC, SC, and DC errors.  This system is  di f ferent from that used for  Tables 2 and 3 where, for 

example, PC er rors  are only those PC er rors  which were not also SC o r  DC errors. 

a Only substitution e r ro rs  were judged for  contextual appropriateness. 

b ~ l  l non-repetition er rors  were judged for  contextual appropriateness. 

'Only chi ldren in ltpost-nonresponseM phase were included. 

dlncludes the 19 chi ldren o f  Weber (1970a). 

e ~ n l y  syntactic appropriateness was considered. 



4-3  THIRD IMPACT EVALUATION 

4.3.1 DESCRIPTION OF EVALUATION 

4.3.1.1 Evaluation Design -- 

Fohlowing the design used for  the Bar1 and Lotuho evaluations i n  1980 and 
1981, the intention of the th i rd  impact evaluation was t o  compare the reading 
performance of Primary 1 Zande and Nuer children who had been using the  
fRI,/SIL l i t e racy  materials since the beginning of the 1982 school year i n  
selected "projectn schools with that  of children i n  other wcomparfsonw schools 
who had been receiving instruction with other materials. The IRL has one 
progect school for  each language; fo r  Zande it is the combined primary and 
middle school of tfasiya, located i n  Yarbio. The Nuer project  is based a t  
Nasir West Primary school i n  the town of Masir. 

The decision tc attempt a repl icat ion of the Bar1 and Lotuho evaluations 
with Zande and Wuer was in part based on assurances w e  had received during the  
previous year that comparison schoois would be available a t  both project sites 
i n  the fall  of 1982. A s  it turned out t h i s  was t rue  only f o r  Yambio, where 
three schools providing vernacular instruction were located within a f i f t e e n  
mile radius of the  project school. However, late i n  1982 the  educational 
au thor i t i es  i n  bsir  decided t o  postpone vernacular ins t ruct ion i n  the 
designated coirpanfon schools for another year. Nevertheless i t  was decided t o  
evaluate reading performance a t  the Nuer project school i n  the  hope tha t  data 
collected the i r  might be useful i n  a follow-up evaluati  n planned for  1983 
which would exmine the progress of the selacted 1983 rimary 1 pupils as 
Primary readers. 

g 

4-3.1.2 Instruments 

With one exception, the same type of instruments used fo r  col lect ing 
background and outcoae data i n  the f i r s t  and second impact evaluations were 
maintained i n  t h i s  evaluation. Once again background data  on schools--number 
of pupils, teachers, subjects taught, materials available--were obtained 
through interviews with achosl principals. Parly i n  the tes t ing  i t  became 
obvious that the pupils a t  both sites were giving the same responses t o  the  
questions asked about the i r  reasons for  attending school and learning t o  read 
and mite as they had during the previous year. Since the  pupils frequently 
found these questions confusing and often produced answers that deffed 
eeaningful in terpreta t lsn ,  it was decided t o  omit them i n  order t o  speed up 

ing. The l i t e r acy  tests administered a t  Yambis and gzqir were, as i n  
the prevSous evaluation, developed a t  each site i n  close conjunction with the 
I= Language Officer and the SIL Consultant. Their format and method of 
construction a r e  described i n  greater  detail below. 



THE ZANDE TEST 

The first s t e p  i n  developing the l i t e r a c y  tests was t o  determine what 
lesson i n  the  IRL Primer the s tudents  were beginning. The Literacy Officer 
then selected from the letter lessons  previously s tudied 12 s y l l a b l e s  which 
represented consonant-vowel {CV) s y l l a b l e s  that the  pupi ls  i n  the  p ro jec t  
school should theore t i ca l ly  be a b l e  t o  read aloud correc t ly .  The purpose of 
t h i s  sec t ion  of  the  test was t o  obtain an  indica t ion  of the  pupils '  a b i l i t y  t~ 
recode letters i n t o  sound. Since both t h e  "letter lessonsn i n  the  IRL primers 
and a t  least one a l t e r n a t i v e  method witnessed i n  a Zande comparison school 
emphasize the teaching of CV s y l l a b l e s ,  the  use of  such a test seems 
jus t i f i ed .  

The second subtea t  consisted of  10 nknownll words, lee., words which had 
been taught i n  previous lessons and 10 wunknomw (of ten  referred t o  as 
w b u i l t w )  words--words which contained letters the  pupi ls  had been exposed to.  
The latter had often been used i n  s t o r i e s  but never analyzed and taught i n  
class. A l l  of the  unknown words were high frequency, bas ic  concepts familiar 
t o  t h e  pupils.  The sec t ion  containing the  known words was included t o  provide 
a measure of the  projec t  pupils1 word recognition a b i l L t  and the subsect ion 
with the unknown words was intended t o  furnish  an index of the  pupi ls '  word 
a t t a c k  s k i l l s .  A l l  o f  the words i n  both of these sec t ions  were se lec ted  by 
t h e  IRL Language Officer and/or the  SIL Consultant. 

The f i n a l  sec t ion  of the  test consisted o f  a s h o r t  passage and seven 
comprehension questions. The passages were held t o  a length c lose  t o  t h a t  o f  
the  passages the  pupi ls  had been reading i n  the IRL primers. The Zande 
passage was 76 morphemes long, 7 morphemes longer than the  passage i n  Lesson 
14, i n  Book 2 of the  primer, the  last s t o r y  they had read. (The pup i l s  a t  
W i y a  School were just beginning Lesson 16 when Cowan arr ived.  ) About 7% of 
the  words i n  the  test passage were new, urknown words, but a l l  of these  
contained letters that the  s tudents  had been taught. Three of the  unknown 
words were content words ( t h e  nouns, - Nako and - Bako, the names of  two chi ldren  
who are the  main charac ters  i n  the  s t o r y  and the noun ango ("dogn) and four  
were grammatical morphemes ka n i n  order ton  and "to pour fromn restricted 
t o  the  sense of %any s .a l lTb, jec ts  pouring from a containerw, ti "to fallN i n  
the  sense of a s i n g l e  object  and era "to runw). One of the  comprehension 
questions, number s i x ,  could not be answered by quoting a sentence o r  p a r t  of 
a sentence i n  the  s tory .  However, the  answer was t ransparent ly  obvious from 
the  context. P i l o t  t e s t i n g  with 6 chi ldren revealed t h a t  a l l  subsect ions of  
the test were of  an appropriate l e v e l  of  d i f f i cu l ty .  The complete Zande 
l i t e r a c y  test with English glosses is shown i n  Appendix 4.A. 

4.3.1.2.2 TME NUER TEST 

The SIL &mul tan t ,  Marian Parquhar, had, with the  encouragement of Senior 
SIL Linguis t ic  Consultant Jocelyn Clavinger, attempted t o  group the  pup i l s  
receiving l i t e r a c y  ins t ruc t ion  i n  Nasir according t o  a b i l i t y .  The first and 
most advanced group consisted of  21 P2 pupils  who were a t  the  time beginning 
Book 4 of the  IRL Nuer primer series. The second, intermediate group wats 
comprised of 97 P2 pupi ls  who were working on Lesson 20 o f  Book 2. The t h i r d  
group encompassed roughly 100 beginning PI  chi ldren who had no books and were 
reading beginning IRL primer lessons taught from t h e  blackboard. Within t h i s  
b a s t  group were repeaters  from P2 who had had no previous reading ins t ruc t ion  



and 16 pupi ls  who had been promoted t o  P2 but had made such l i t t l e  progress i n  
seading during the  previous year tha t  i t  was felt  that they should repeat  
beginnin;;; Snstruction. 

Since the re  was no p o s s i b i l i t y  of obtaining comparison groups similar t3 
those found i n  Yambio, I t  was decided t o  c o l l e c t  data on t h e  reading 
performance of  as many PI pupils  as possible,  i n  the hope t h a t  t h i s  might be 
useful f o r  a follow-up study i n  1983. However, an obl iga t ion  was alsc fel t  t o  
honor t h e  SIL Consultant 's  request t h a t  the  t e s t i n g  provide p r a c t i c a l  feedback 
of immediate use t o  the  progran a t  Masir--speci%ically that i t  provide a b a s i s  
f o r  determining whether the groupings t r u l y  re f l ec ted  d i s t i n c t l y  d i f f e r e n t  
l e v e l s  of a b i l i t y .  Accordingly, three d i f f e r e n t  tests were designed-one f o r  
each o f  the  aforementioned groups. 

The test constructed f o r  the  highest  group dispensed w i t h  the  CV s y l l a b l e  
subsection, s ince  v i r t u a l l y  every alphabet letter i n  every posi t ion is covered 
by the time the  pupils  reach Book 4. 14s can be seen f roa  Appendix 4.8, the - 

known and unknown words a r e  mono- and polysyl labic,  sometimes polymorphemic 
and, again a l l  common concepts the  chi ldren  would know. The passage used i n  
t h i s  test was an a l t e r e d  version of a s t o r y  which the  Nuer Language Off icer  
had wri t ten  f o r  Book 3. I t  is a l i t t l e  over 200 words and has  a c l e a r l y  
defined na r ra t ive  s t ruc ture .  The longest  polysyl labic words i n  the  s t o r y  are 
a l l  names of  places i n  the immediate v i c i n i t y  of Nasir, which t h e  s tuden t s  
should be familiar with. Three of the  comprehsllsion questions--numbers th ree ,  
four and six--required the pupil  t o  make inferences from the s to ry .  
Acceptable answers to  questions three and four could be infer red  by having 
understood c e r t a i n  paragraphs i n  the s t o r y ,  but question s i x  required the  
reader t o  have understood the e n t i r e  s t o r y  and recognized how se r ious  the main 
character  is about education and that h i s  headmaster wishes t o  reward him f a r  
th i s .  

The test created f o r  the  second, intermediate group had a shor ter  passage, 
comparable i n  length t o  the s t o r i e s  the  s tudents  were reading i n  Book 2. I t  
is the  same length as the  Zande l i t e r a c y  test. The known and unknown words 
are l a rge ly  monosyllabic. There are seven questions f o r  t h e  comprehension 
wswe 

The test designed f o r  the  lower l e v e l  s tudents  contained a CV s y l l a b l e s  
sec t ion ,  but s ince  the  pupils  had been taught only three  consonant letters and 
two vowel letters a t  that time, they were tested on j u s t  s i x  s y l l a b l e s  using 
combinations of those symbols. A l l  o f  the known and unknown words were 
monomorphemic and monosyllabfc. The comprehension passage was 64 morphemes 
long; it m followed by seven comprehension questions, none of which required 
inferencing. The three tests developed f o r  the  pupi ls  a t  Wasir West axe shoun 
i n  Appendices 4.C through 4.E. 

4.3.1 - 3  Data Collection 

~ackground data on teachers,  pupi ls  and a v a i l a b i l i t y  of  materials were 
gathered t h o u g h  interviews with h e a d w t e r s  and teachers using t h e  same 



quest ionnaire used i n  t h e  p r e v i ~ u s  evaluat ions.  There were discrepancies on 
c e r t a i n  points  as reported by d i f f e r e n t  indiv iduals ,  s o  t h a t  the complete 
accuracy of the  information displayed i n  these tab les  cannot be assured. A t  
b e s t  these data provide a general p ic tu re  of the  condit ions found a t  t h e  
schools  v i s i t e d  during t h i s  evaluation, No attempt was made t o  c o l l e c t  
background data  on teachers a t  Nasir West, s ince  t h i s  uas done i n  the  second 
impact evaluation. I t  is worth noting, however, t h a t  a d i f f e r e n t  number of 
teachers  is shown f o r  Nasir West t h i s  year than f o r  the  previous year.  This 
is d i f f i c u l t  bo explain,  but 
last year ' s  data should be qui te  accurate  s ince  they were supplied by the  SIL 

Consultant, Marian Farquhar, who is extremely meticulous i n  such matters. As 
i n  the  previous year,  accurate da ta  on attendance was ava i l ab le  only f o r  the 
projec t  c l a s s e s  at  Nasir West. 

Process data were collected a t  three  of t h e  four Zande schools and a t  Nasir 
West by tape recording and taking notes while observing a vernacular l i t e r a c y  
lesson. 

Essent ia l ly  t h e  same interview procedures employed i n  t h e  past two 
evaluat ions were used with the  l i t e r a c y  tests t o  c o l l e c t  outcome data, A t  
each school the t e s t ing  took place i n  a room set a p a r t  from the  a r e a s  where 
teaching was going on. The pupi ls  were tes ted  individual ly by the Language 
Off icer  ( i n  Nasir by Marian Farquhar) while an audio recording was made of the 
entire in terac t ion .  As each pupil  read the test aloud, the  s y l l a b l e s  and 
words incorrec t ly  read were recorded on a spec ia l ly  prepared t a l l y  sheet .  An 
attempt was a l s o  made t o  keep a wri t ten  record of the  o r a l  reading e r r o r s  made 
on the passage, but due to the var ia t ion  i n  reading speeds, t h i s  was not  as 
accurate  a t  those taken f o r  the  first three  sec t ions  of the  test. When the 
pupil  had f in ished reading the passage, the Language Officer asked each of the 
comprehension questions and recorded incorrec t  answers. The Languaga Officer  
and evaluator  then conferred t o  determine if  our respect ive tallies of o r a l  
reading e r r o r s  were ident ica l .  A l l  d iscrepancies were checked by replaying 
the tape of thz: sect ion.  In order t o  simulate the  conditions under which the 
PI pupi ls  had done a o s t  of t h e i r  reading a t  the  Zande comparison schools and 
a t  Wzwir West and t o  avoid po ten t i a l  confusions that night  arise because two 
letters i n  the  printed test, g and g, differed i n  type from the  wr i t ten  
versions they were used t o ,  some o r  a l l  of the  subsectiQns of the  PI test were 
put on the blackboard. Couan would then point t o  t h e  items t o  be read and the  
Language Officer  o r  the SIL Consultant would note and record any e r ro r s .  

4.3.2 RESULTS 

4.3.2.1 Background Data 

Charac ter i s t ics  of the f i v e  schools included i n  t h e  th i rd  impact evaluat ion 
are described below with a summnry of  background data  presented i n  Table 4.22. 
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4.3.2.1.1 ZANDE SCHOOLS 

The following four primary schools i n  and around Yambio were v i s i t e d  f o r  
the  purpose of examining PI pupi ls  and observing l i t e r a c y  classes.  A 1 1  of the  
schools had been i n  session s ince  July. 

m i y a  school is a combined primary and middle school. I t  is located on 
the  edge of Yambie, a town with a population a t  somewhere between ten  and 
twelve thousand. The c a p i t a l  of  Western Equatoria, Yambio, houses a l a r g e  
numker of  government departments, among them, the  Police (both d i s t r i c t  and 
provincial  o f f i c e s ) ,  Labour, Health, Wildli fe and Tourism, Co-operatives, 
Socia l  Welfare, Agriculture, Forestry,  Commerce and Veterinary Medicine. The 
school is located near severa l  v i l l ages  which form the  o u t s k i r t s  of Yambio. 
I t  is about 200 yards off the main road leading i n t o  the  center  of town. 

There are f ive  buildings on the school compound, one of which is used as a t  
teacher ' s  room and a storerooa for  equipment. TWO of the  other  four bui ldings 
have mud walls and thatched roofs. The first of  these has one classroom which 
is used f o r  the  middle school pupils  and a small room t h a t  formerly used t o  
house SIL/PRL shortwave radio but is presently the l i v i n g  quar ters  of the  
school caretaker.  The middle school classroom has a l a rge  s l ick-blackboard 
fixed permanently t o  one wall. Benches and w i t i n g  surfaces  have been 
constructed out  of  s p l i t  logs supported by forked tree crotches anchored 
securely i n  the  hard packed earth.  The mud walls around the  c l a s s  are ra i sed  
t o  a height  of about 3 fee t .  The other  building with mud walls is located a t  
the f a r  end of the compound. I t  is about 100 feet long and con ta i r s  two 
classrooms a t  e i t h e r  end, each with a fixed blackboard and one small room i n  
the  center  uhich is w e d  so le ly  f o r  s t o r i n g  equipment. The o ther  two 
classrooms are simply shelters--thatched roofs  supported by poles--with a 
thatched ual l  dividing t h i s  enclosure i n t o  two teaching areas. The pupi ls  sit 
on the  ground, often on bricks and are e i t h e r  taught from a blackboard r e s t i n g  
on a tr ipod o r  from t h e i r  books. A few c lasses  still meet under l a rge  shade 
trees, but construction on yet  another shel ter- type classroom is underway and 
it would appear t h a t  the school is continuing t o  expand its classroom 
f a c i l i t i e s ,  

O f  the  four Zande schools v i s i t e d ,  W f y a  is the  l a r g e s t  and best equipped 
both i n  terms of teaching materials and number of teachers. Only Hasiya had 
vernacular teaching materials. 

kingbangaru Primary School is located about seven miles northwest of 
Yambio on the  road t o  Nzara, a v i l l a g e  of reportedly 8000 inhabitants .  The 
school is located i n  a spacious, open area  on t h e  s i d e  of  t h e  road. I t  
serv ices  the v i l l ages  between Nzara and Yambio, providing ins t ruc t ion  f o r  154 
pupils  i n  PI through P5 (P6 is planning f o r  1983). There are th ree  
shel ter- type classrooms, one of which ( t h e  P5 class) has benches and wri t ing  
surfaces  made of s p l i t  logs. A thatched-roof s h e l t e r  f o r  the  83 class was 
under construction. The other  classes were held under l a rge  trees where log  
benches have occasionally been provided. PI and P2 c l a s s e s  were receiving 
l i t e r a c y  t ra in ing  and although both headmasters claimed that t h e  s tudents  had 



no l i t e r a c y  primers,  Cowan saw a number of  P2 ch i ld ren  w i t h  what appeared t o  
be Nuer primers produced yea r s  ago by missionar ies .  I was t o l d  t h a t  t h e  
school  has seven t r a ined  teachers .  The two headmasters, J u l i a s  Yangarayo and 
F ranc i s  Yorda, were t r a ined  a t  TTCs i n  Malakal and Maridi. One teacher  
claimed t o  have been t ra ined  a t  D i l l i n g  i n  Khartoum and t h e  remaining four  
cited a TTC i n  Yambio as the  source o f  their preparat ion.  Cowan uas  unable t o  
determine whether Yambio has a TTC Another person t o l d  me that t h e s e  last  
four  had been t r a ined  by missionar ies .  

4.3.2.1.1.3 Susa - 
Suss Primary School is loca ted  a b u t  t h r e e  ailes t~ the  nosthwest o f  Nzara. 

I t  l ies a b u t  100 yards  from the  main road. The smallest of  t he  fou r  Zande 
schools ,  Susa has a staff of  only t h r e e  teachers ,  a l l  of  whom p ro fe s s  t o  have 
TTC t r a in ing .  In s t ruc t ion  is of fe red  from P1 through P4 t o  about 104 
chi ldren .  There are two thatched roof s h e l t e r  classrooms on the compound, one 
o f  which was pa r t i t i oned  i n t o  two classrooms by a d iv id ing  wall. Both 
bu i ld ings  contain  t h e  s p l i t  1 ~ g  bench and wr i t i ng  s u r f a c e s  faci l i t ies  seen  a t  
o the r  schools.  The headmaster claimed t h a t  seven s u b j e c t s  were o f f e r e d ,  but  
t he  teachers  c i t e d  only Math and English as the  s u b j e c t s  which they were 
teaching a t  d i f f e r e n t  grade l eve l s .  Although t h e  school  was o f f i c i a l l y  i n  
s e s s ion ,  Cowan s a w  no i n s t r u c t i o n  going on while he was there .  There were 
only about 10 pup i l s  a t  the  school dur ing my first v i s i t  and around 25 on my 
second. 

4 . 2 . 1 1 .  Singbi  

Approximately three miles South of Nzara just o f f  t he  s i d e  o f  a r a p i d l y  
d e t e r i o r a t i n g  road that passes  through a government p l an t a t ion  o f  co f f ee  tilees 
and s t a t e l y  palms planted i n  r egu la r ly  spaced rows is Singbi  Primary School. 
The l a r g e ,  open compound, which a b u t s  on a small v i l l a g e ,  con ta ins  two 
two-room bui ld ings ,  both having thatched r o o f s  supported by poles.  One o f  
these  has wood benches with wr i t i ng  sur faces .  A t h i r d  bu i ld ing  with mud walls 
and a thatched roof  s e rves  as a t e a c h e r ' s  room and a s t o r a g e  area f o r  
equipment. Cowan observed a t  least one class--English f o r  PI pupils--being 
tau@t  under one o f  t he  two l a r g e  trees growing i n  the  compound. There were 
three lackboards and some c h a r t s  with i l l u s t r a t i o n s  ava i l ab l e .  

The school  is about the  same s i z e  as Masiya, with 185 pup i l s  i n  grades  P1 
through P6. There are only 8 teachers, s o  each o f t en  teaches more than one 
s u b j e c t  t o  d i f f e r e n t  grades. L i te racy  i n s t r u c t i o n  was being o f f e red  only t o  
P I  pup i l s ,  but P2 i n s t r u c t i o n  was planned f o r  t he  coming year  provided t h a t  
t h e  IRL materials could be obtained. A s  a t  the  o t h e r  schools ,  Cowan was t o l d  
that t h e r e  were no books f o r  any s u b j e c t s ,  but  a number o f  t h e  P2 and P3 
ch i ld ren  appeared t o  have a s so r t ed  Math and English tests. S t i l l ,  t h e  l e s sons  
Cowan observed were always taught  from a blackboard o r  a cha r t .  The t eache r s  
a l l  appeared t o  be teaching from a p a r t i c u l a r  t e x t ,  

4.3-2.1.2 THE NUER SCHOOL 

Nasir West Primary School is loca ted  about  300 yards  no r theas t  o f  t h e  
a i r s t r i p  a t  Nasir, c lo se  t o  a cons tan t ly  expanding v i l l a g e  o f  thatched h u t s  
which forms one p a r t  of t h e  ou te r  perimeter of t h e  town. Nasir t o m  is 
s i t u a t e d  on a Send of  a t r i b u t a r y  of t h e  Nile about  30 miles from t h e  



Ethiopia::. border. I t  is f a i r l y  la rge ,  possessing a number of shops, ,a pol ice  
s t a t i o n ,  a mi l i t a ry  cantonment, a mosque, a Lutheran mission, churches, a high 
school and two primary schools. Boats occasionally come up the  r i v e r  from 
Halakal and s top  at Nasir. 

The school consisted of three buildings, a l l  of which had mud o r  mud and 
mortar walls supporting tb f l  roofs. The first of these, a "UW shaped complex, 
housed classrooms, the  headmaster's room, a s torage  room and a t eacher ' s  
room. The other  two buildings were one room s t r u c t u r e s  approximately 80 by 20 
feet. S i t t i n g  on the  d i r t  f loor  o r  on stacks of bricks they brought with 
then, as many as 120 children occupied these one-room schoolhouses. 
Blackc&asds wre hung on the wall a t  the  f r o n t  of the c l a s s  but removed a t  the 
end of the  school day. Some c lasses  were taught under trees o r  i n  t h e  shade 
of  a building. 

A s  Table 4.23 shows, s i x  subjec ts  Mere offered i n  grades PI through P6. In 
addi t ion  t o  Simon Kuoon, the  IRL Language Officer  and Harlan Farquhar, both of 
whom teach only l i t e r a c y ,  the school had a staff of e i g h t  teachers.  A l l  of 
these i n s t r u c t  d i f f e r e n t  subjec ts  a t  d i f f e r e n t  grade levels .  Uhen Cowan 
ar r ived i n  ea r ly  November the school had been i n  session only about 53 days, 
due t o  various kinds of in ter rupt ions  ranging from p o l i t i c a l  d is lurbances . to  
plant ing and harvesting holidays. 

Attendance a t  the  l i t e r a c y  classes had increased considerably s i n c e  1981. 
The o f f i c i a l  r o s t e r  showed 150 boys and 83 g i r l s  i n  PI. Average attendance 
before was 100 t o  120; after breakfast t h i s  dropped t o  between 60 and 80. The 
same pa t t e rn  w seen i n  P2; of t h e  138 regis tered  chi ldren about 70 would 
a t tend before breakfast ,  between 50 and 60 after breakfast.  Faced with the  
problem of achieving e f fec t ive  ins t ruc t ion  f o r  such l a rge  numbers, the  two 
l i t e r a c y  teachers had grouped the pup i l s  i n  the  8anner described earlier. 
They had just received some added ass i s t ance  i n  t h e  form of four  men who were 
observing classes t o  l ea rn  the methodology practiced a t  the school. These men 
were employed by Mr. Michael OIBrien, a Community Development Specialist from 
t h e  Lutheran World Federation. W. OtBrien is in teres ted  i n  using l i t e r a c y  as 
t h e  main vehicle  of h i s  community development programs among t h e  Nuer and wa?l 
eager t o  obtain t r a in ing  i n  l i t e r a c y  methodology f o r  h i s  a s s i s t a n t s  a t  Nasir 
West. These a s s i s t a n t s  had almost reached the  point where they were ready t o  
take some classes a t  the school. I t  was Marian Farquharts in ten t ion  t o  break 
up the  ex i s t ing  groups i n t o  smaller, more evenly grouped classes and t o  ass ign  
four of  these t o  the new teachers. 

4.3.2.2 Process Data 

4.3.2.2.1 THE ZAWDE SCHOOLS 

Different  lessons were observed a t  Masiya, Maingbangaru and Singbi.  The 
letter lesson a t  m i y a  was a very c lose  r e p e t i t i o n  of what has  already been 
described i n  the  second impact evaluation. The wri t ing  lesson at Hasiya was 
a l s o  v i r t u a l l y  iden t i ca l  t o  had been observed the  previous year. The 
teacher would write selected letters on the  blackboard and then ask  the  
chi ldren t o  ident i fy  them. Having done t h i s ,  the chi ldren would first watch 



Table 4.23 

Subject, Curricula and Materials 

Grades Receiving 
instruction in Language o f  Minutes Pupil's Teacher's 

Subject this Subject Instruction per  week Materials Materials 

Masiya School ( Zande Project) 

Eng l ish  

Math 

Zande 

Zande 

None 

None 

H is to ry  P3, PS, P6 Zande 240 None -- 
Geography 
Science 

Religion 

A r t s  

Arabic 

P3, PS, P6 Zande 

P3, PS, P6 Za nde 

P I  - P6 lande 

P I  - P6 Eande 

P I  - P6 Zande 

None 

None 

None 

None 

None 

Vernacular PI,  P2 Zande 2 40 I RL Pr imers Teacher's 
Guide 

Maingbangaru School ( Zande Comparison) 

Engl ish P I  - P4 ba nde 240 None 1 COPY 

Math P I  - P6 Zande 240 None 1 COPY 

His tory  P4, PS Zande 240 None 1 COPY 

Geography P4, PS Zande 240 None 1 COPY 

Science P6 Zande 240 None None 

Religion P I  - P6 Zande 240 None 1 COPY 

Arabic P4, P5 Z a nde 2 40 None 1 COPY 

Vernacular P I  Zande 240 None 1 COPY 
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Table 4.2 3 (con t'd) 

Subject, Curricula and Materials 

Grades Receiving 
Instruction in Language o f  Minutes Pupil's Teacher's 

Subject this Subject Instruction per week Materials Materials 

Susa School (Zande Comparison) 

English P1 - P4 Zande None None 

Math P1 - P4 Zande 2 40 None None 

Geography P3, P4 Zande 240 None None 

Science P3, P4 Zande 240 None None 

Rel ig ion P1 - R4 Zande 240 None None 

Vernacular P1 - P4 Zande 2 40 None None 

Singbi School (Zande Comparison) 

English 

Math 

History 

Geography 

Science 

P1 - P6 Zande 2 40 

P1 - P6 Zande 

P3 - P6 Zande 

P3 - P6 Zande 

P3 - P6 Zande 

None 

None 

None 1 COPY 

None 1 COPY 

None 1 COPY 

Rel igion P1 - P6 Zande 240 None 1 COPY 

Vernacular P 1 Zande 240 None 1 COPY 

C 

'23 
%, 



and then trace i n  t he  a i r  t h e  purposely exaggerated movements of t h e  
i n s t r u c t o r ' s  hand as he wrote t h e  letter. Next, the pup i l s  would write the  
letter i n  their beoks, o r ,  more f r equen t ly ,  i n  t h e  d i r t  ( u s u a l l y  on l i n e s  they 
had dram to s imula te  r u l e d  paper.) The procedure w a s  then repeated f o r  the  
e n t i r e  words and f i n a l l y ,  s h o r t  sen tences  using familiar words w i t h  t h e  same 
letters. The teacher  is supposed t o  go around and check the p u p i l s t  work 
pe r iod ica l ly .  These check-ups are q u i t e  important,  s i n c e  many cf t h e  s t u d e n t s  
have s e r i o u s  problems with mirror  image letters, i.e,, b, 4, e, and letters 
d is t ingdished  by only a s i n g l e  s t r o k e ,  e.g., , , . Q u i t e  a few ch i ld ren  
were seen t o  be wr i t i ng  vowels l i k e  e and a backwards and one c h i l d  was 
a c t u a l l y  wr i t i ng  letters r o t a t e d  a t  a 90-degree ang le  from t h e i r  normal 
o r i e t a t i o n .  I t  appeared that the  teacher  had e i t h e r  decided that he was 
unable t o  provide s u f f i c i e n t  monitoring f o r  a l l  pup i l s ,  o r  had adopted t h e  
po l icy  t h a t  he would only he lp  those s t u d e n t s  he f e l t  could be helped. Some 
pup i l s  who knew how t o  W e  the  letters c o r r e c t l y  occas iona l ly  helped those 
who were having d i f f i c u l t y .  This seemed t o  me a t  t h e  time t o  be a pol icy  
worth encouraging. 

A t  b ingbangaru ,  an a c t i v i t y  was observed t h a t  may have been a review 
l e s son  i n  recognizing s y l l a b l e s  o r  perhaps a r a t h e r  lengthy review followed by 
t h e  in t roduc t ion  of some new letters- This  lesson  was taught  t o  a combined 
class of  PI and P2 pupi l s ,  a l l  o f  whom presumably had no books. The teacher  
wrote about a dozen CV s y l l a b l e s  on t h e  blackboard. He then pointed t o  a 
s y l l a b l e  and asked f o r  a voluntem t o  read it. Pup i l s  who volunteered but  
were unable t o  read a s y l l a b l e  were t o l d  t o  sit down and another  pup i l  was 
c a l l e d  upon. When a c o r r e c t  reading was produced, t h e  teacher  would then have 
t h e  e n t i r e  class chant the  s y l l a b l e  a t  least a h a l f  dozen times. The l e s son  
would proceed t h i s  way u n t i l  a l l  o f  t he  s y l l a b l e s  ( t h e r e  were about  12 or 15) 
had been read and repeated.  Then t h e  teacher  went back and began c a l l i n g  
ind iv idua l  pup i l s  and having them read a s y l l a b l e .  Often t h e  s tuden t  would be 
a b l e  t o  read only the  vowels. When t h i s  happened, t h e  teacher  would a t tempt  
t o  g e t  the pupi l  t o  sound ou t  t h e  i n i t i a l  consonant. If t h e  pup i l  was unable 
t o ,  t he  teacher would call on o the r  s t u d e n t s  u n t i l  he f i n a l l y  g o t  a c o r r e c t  
r end i t i on .  The teacher  would then break down the  CV s y l l a b l e  i n t o  its 
component parts and have the  class repea t  them, I n  doing s o ,  he would commit 
one o f  t h e  bas ic  e r r o r s  t h a t  prcponents o f  phonics have attempted t o  c o r r e c t  
f o r  years  -- t h e  i n s e r t i o n  of  a schwa after a consonant. Thus a CV sequence 
l i k e  /ra/ would read r a .  The consequences o f  t h i s  procedure were evident  
i n  the  performance o f  some of  the  s t u d e n t s  i n  t he  s y l l a b l e  subsec t ion  sf t h e  
reading test. The e n t i r e  lesson  lasted about 40 n inutes .  No reading of 
meaningful material +-as observed during the lesson. 

I n  t h e  first and second impact eva lua t ions  it was argued that t h e  high 
p r i o r i t y  placed on o r a l  r e p e t i t i o n  o f  s y l l a b l e s  and words does l i t t l e  t o  
promote real l ea rn ing  and i n  fact may be det r imenta l  when t h e  sen tences  i n  t h e  
primers recyc le  words f requent ly .  Nowhere was t h i s  more ev ident  than i n  an 
English lesson  f o r  PI pup i l s  which took p lace  a Singbi  primary school.  The 
teacher  was using a c h a r t  of i l l u s t r a t i o n s  t o  prompt production of  sen tences  
w i t h  p lace  expressions i n  response t o  'where" quest ions .  H e  would w i n t  t o  a 
p i c t u r e  o f  a man under a tree and ask,  "Where is the  man?" and the e n t i r e  
class would then chams the appropr ia te  answer, which they had long ago 
memorized. The fact t h a t  t h i s  r e p e t i t i o u s  chant ing was incu lca t ing  language 
behavior t h a t  could no t  be extended t o  new contex ts  w a s  quickly demonstrated 
when the  eva lua tor  asked t h e  pup i l s  some of the  same kind o f  ques t ions  using 



vocabulary they a l l  knew. For example, having pointed t o  t h e i r  t eacher  and 
ind ica ted  that he was s tanding under t h e  tree, t h e  ch i ld ren  were asked "Where 
is the teacher?" A l l  of t h e  ch i ld ren  came back with a word-for-word 
r e p e t i t i o n  of  the  sentence they had been memorizing with  the  chart--"The man 
is s tanding  under the tree." I d e n t i c a l  responses were obtained t a  questions 
l i k e  Where a m  I? Where are you?tt 

THE EPUER SCHOOL 

A t  Nasir an i n t e r e s t i n g  twist t o  ending a lesson  w a s  observed which 
deserves  repor t ing ,  s i n c e  i t  e f f e c t i v e l y  engaged t h e  a t t e n t i o n  of a l a r g e  
class i n  some conscious learning.  The Language Of f i ce r ,  Simon Kuoon, was 
teaching one of  t h e  primer s t o r i e s  from t h e  blackboard. He wrote t h e  two 
paragraph length  s t o r y  on the  blackboard, having first divided t h e  class i n t o  
two groups. After allowing the  pup i l s  some time t o  read t h e  s t o r y  s i l e n t l y ,  
he asked the  c~mprehension ques t ions ,  which were answered by ind iv idua l  
volunteers .  Next, one group of  ch i ld ren  ( h a l f  of  t h e  c l a s s  on one s i d e  o f  t h e  
room) read one sentence of t he  s t o r y  i n  chorus as t he  Language Officer pcinted 
t o  each success ive  word i n  t he  sentence.  The next sen tence  was chorused by 
t h e  o the r  group and t h i s  procedure was repeated u n t i l  a l l  of the  sen tences  had 
been read.  Ind iv idua l  reading followed. When a c h i l d  faltered, the Language 
Officer would ignore t he  o the r  p u p i l s f  cries t o  be called on and he lp  the 
reader  analyze and sound ou t  the word s o  t h a t  he  almost always got it. The 
Language Officer seemed t o  seek ou t  both s t r o n g  and r e l a t i v e l y  weak readers 
f o r  t h i s  a c t i v i t y .  This sentence-by-sentence reading consumed a fair amount 
of time, as t he  Language Off icer  apparent ly  wanted t o  g ive  as many ch i ld ren  as 
poss ib le  an opportuni ty  t o  read. F ina l ly  pup i l s  were c a l l e d  en  to read t h e  
e n t i r e  s to ry .  

The l esson  concluded with a word reading a c t i v i t y  which Cowan assumed 
o r ig ina t ed  with Simon Kun. He would ask:  nNow who can snow me t h e  word ?fl F i f t y  hands sho t  i n t o  t he  air as t he  e n t i r e  class volunteered,  
The pupi l  s e l ec t ed  would then go t o  t h e  board and poin t  t o  a word. If i t  was 
t he  c o r r e c t  word, t h e  Language Officer erased i t ,  i f  not ,  t he  c h i l d  went back 
t o  h i s  seat and another  pupi l  was c a l l e d  on. There was l o t s  of  good natured 
chiding by the  teacher  and the  e n t i r e  class o f  those s t u d e n t s  who made 
i n c o r r e c t  choices ,  a l l  of which is p e r f e c t l y  acceptab le  among t h e  Nuer. The 
game went on t h i s  way u n t i l  a l l  o f  the  words were erased from the board. This  
a c t i v i t y  seemed t o  have two th ings  t o  recoamend it: it enl ivened the  class a t  
the end of a long lesson ,  while providing the teacher with a check on the word 
reading a b i l i t y  of  a great many pupi ls .  

4.3.2.3 Outcome Data 

4.3-2.3.1 TWE ZANDE LITERACY TEST 

For s e v e r a l  reasons i t  was not poss ib le  t o  o b t a i n  equal-sized samples 
ac ros s  schools.  Only 96 PI pup i l s  were t e s t e d  a t  t h e  p r o j e c t  school.* The 
Language Officer and the  two teachers  at, Masiya s t a t e d  t h a t  t h e r e  were, i n  
fact, a d d i t i o n a l  PI pup i l s  rece iv ing  l i t e r a c y  t r a i n i n g ,  but t hese  were, i n  
their opinion, "underaged," and had therefore  no t  made as much progress  as t he  



children they selected f o r  t e s t ing ,  The~efoae ,  onby those p u p i l s  t.bt the 
hngrmage Officer and the teachers declared were capable sf reading anything at 
a l l  were tested and s o  there fs no way of  knowing whether t h i s  ,sample was 
biased, e group sf PI children who took the  test were divided i n t o  twg 
categories:  chi ldren dee~ed aa tu re  enough t o  take their primers h m e  w i t h  
them after school (PIA pupi ls )  and o the r s  who were not  granted t h i s  p r i v i l e g e  
(P1B pupi ls ) .  

Only 10 I93 children turned up a t  Susa Primary School during Camb vvEsits 
there,  The erplariation given f o r  the  poor attendance on both days was t P a t  
the children had a tendency t o  s k i p  school after a heavy r a i n  $0 hunt 
termites. These were, however, a number of P2 pupils  a t  the  school and out  of  
c u r i o s i t y  Lo see h ~ w  well they would p r f o ~ m  on the test we had developed; 
eight of thea ware tested.  

k i n g h n g a r u  p~oduced the Bargest pool sf P: pupils .  In the  course sf 
three vPstts we tes ted  24 pupils ,  f i v e  of whom were repeaters  from the 
previous year. Singbl wtbg the last school v i s i t e d  and S t  was these that t h e  
school o f f i c i a l& no doubt concerned abut how the passibl-e Pow performance of 
t h e i r  PI children might r e f l e c t  upon the reputat ion of the school,  attempted a 
deception. 8ro our second v i s i t ,  the Language Officer  and Cowan noticed t h a t  
the first ehfld s e n t  t o  u s  seemed very blg f o r  a PI pupil .  Furthermore, he 
read with a f a c i l i t y  that Far outstr ipped a l l  of the  e igh t  PI pupils we had 
examiced on %he precisis day, Suspecting that we iaight have a P2 or  P3 pupil  
or1 our hands, the Language Office asked the boy t o  fetch h i s  c l a s s  wr i t ing  
book after he had finfshed k i n g  tested. The ch i ld  walked d l r e c t l y  to  the P 3  
class .  When he w half way across  the compcund a number of &he other 
c h f l d ~ e n  wfis wer2 waiting to  be tes ted  shouted out. t o  h i e  i n  Zande: T h e  
pr inc ipal  s a i d  we we%e supposed to go sit i n  PI todayfn We imediately 
stopped the t e s t i n g ,  went t o  t h e  PI c l a s s  and c o ~ p i l e d  a new list o f  chi ldren  
t o  be tested.  Nevertheless, s i x  mere 82 pupils  were sl ipped i n  that day. 
They were a11 discovered by the M e  ruse or by asking t r i c k  queskioms HPEich 
e l i c i t e d  t h e i r  t rue  class. The attempted deception t h ~ i s  reduced the actual 
nxmtkr of PI pupils  a t  Singbi from 22 t o  15. The breakdam by grade of  the 
t o t a l  number of Zande pupils  tested a t  a l l  schools was therefore m follaws: 
16 B1 a t  Hasiya, 24 PI a t  Maingbngaru, 10 PI and 8 P2 a t  S w a  m d  15 PI and 7 
P2 a t  Singbi (Total n - = 8 0 ) .  

An inspection of the raw data revealed that the performance ~f some of the  
P2 children at Susa w a s  indist inguishable from their Fl e o u n t e s p s t s .  
Moreover, the  performance of P l s  a t  a l l  comparison schools was often so poor, 
that owe s i g h t  ac tua l ly  en te r t a in  the hypothesis t b a t  khe p m j e c t  chi ldren  had 
o u t p ~ f o r m e d  a l l  of the chi ldren tes ted  a t  the  comprissn  schools. To test 
t h i s ,  analyses of variance (ANOVAs) were run using the  t o t a l  number of 
chi ldren tes ted  (80) with group as the indepegdent var iable  and s c a m s  en a l i  
sections d' t h e  test as the  dependent var iables  (see Table 4.24). S ign i f i can t  
differences were found only f o r  the  Nonsense Syl lables  and mown Words 
sec t ions  of  the l i t e r a c y  test E < .01. Post hoc Fisher LSD tests revealed 
s i g n i f i c a n t  differences oaly between Msiya  and a l l  ather schools on both 

*Actually one of the 16 chi ldren t e s t ed  belonged t o  the  nunderaged7t group. 
There were 8 PlAs and 7 P1Bs. Hence the t-tests wed t o  compare the  
performance of these two groups show only 13 degrees of freedom. 



Table 4.24 

Analyses OF Variance for P9 Pupils' Performance on Zande Literacy Test 

- 
Section Source of Variation Sums of  Squares - df MS - I= 

Nonsense Between Groups 619.2 3 206.04 17.88** 

Syllables Within Groups (Error) 

Known 

Words 

Between Groups 

Within Groups (Error) 

Unknown Between Groups 1051.68 3 350.56 10. 40** 

Words Within Groups (Error) 635.01 61 10.41 

Fa e ~ d  i ng Between Groups 112.83 3 37.61 8,17** 

Comprehension Within Groups (Error) 280.6 6 1 4.6 



p a r t s  of  the  test, E < .01. Thus, when a11 P2 pupi ls  were left i n  the  
comparison school sample, the  project  PI pupi ls  outperformed the  chi ldren  i n  
the comparison schools on only two sec t ions  o f  the  l i t e r a c y  b e s t .  

Qu i t e  a d i f f e r e n t  p ic ture  emerges uhen the  P2 chi ldren  tested a t  two of the  
comparison schools ape removed from the  sample (g = 65). A s  Table 4.25 shows, 
s i g n i f i c a n t  d i f ferences  were found on a l l  sec t ions  of the  l i t e r a c y  test. 

On the  Nonsense Syl lables  sec t ion  the  proJect pupi ls  did s i g n i f i c a n t l y  
better than t h e  three comparison schools,  E < .001 and Mainbangaru school 
pupi ls  were s ign i f i can t ly  b e t t e r  than Susa and Singbi pupi ls ,  g < .01. 
Vir tua l ly  t h e  saJae pic ture  uas seen on the  Known Wards sec t ion  of  the  test. 
The projec t  pupi ls  s i g n i f i c a n t l y  b e t t e r  than the  comparison pup i l s  (E < .001 
fo r  W i y a  v s  . Susa and Singbi ; P < .02 f o r  Masiya v s  . Maingbangaru ) , and, 
again,  kingbangaru pupils  were s i g n i f i c a n t l y  better than t h e  PI pupi ls  a t  the 
other  two schools,  < -001. However, the re  was no s i g n i f i c a n t  d i f ference  i n  
the  performance of the projec t  pupi ls  from that o f  the  PI pup i l s  a t  
Maingbangaru on the Unknown Words sec t ion ,  The performance of both the  
p ro jec t  school and Naingbangaru pupi ls  was s i g n i f i c a n t l y  better than t h a t  of  
t h e  pupi ls  a t  the  other  two schools,  < .Q01. On the  Reading Comprehension 
sec t ion  the  projec t  pupils  performed s i g n i f i c a n t l y  better than pupi ls  a t  a l l  
o ther  schools (E < .05 f o r  Masiya vs. Efaingbangaru, p < -001 f o r  Masiya vs. 
Susa , Singbi 1. Again, kingbanbaru pupils  performed s i g n i f i c a n t l y  better than 
t h e  chi ldren  t e s t ed  at Susa and Singbi, Q c .01. 

Given the  small s i z e  of the  groups and the  fact t h a t  the  s e l e c t i o n  of  
pupfls  t e s t ed  was not t r u l y  random, the  ANOVAs are bes t  in te rp re ted  fsz- 
desc r ip t ive  purposes only. Table 4.25 is perhaps more useful  f o r  comparison 
purposes. Looking a t  the  means of each group, we can see the  projec t  pupi ls  
c l e a r l y  surpass the  comparison pupi ls  on a l l  sec t ions  except number Unknown 
Words, uhere the  pupils  a t  Haingbangaru do b e t t e r  than the  p ro jec t  pupils.  A 
convenient explanation of t h i s  might invoke the d i f ference  i n  sample sizes and 
cite the  high scores of the  f i v e  s tudents  who were B1 repea te r s  a t  
Haingbangaru. However, thfis so lu t ion  is perhaps t o  f a c i l e ,  s i n c e  t h e r e  were 
e i g h t  non-repeaters who has higher o r  equivalent scores.  An examination of 
the  o r a l  reading e r r o r s  mnde by both groups provides an equal ly compelling 
explanation. 

The Uingbangaru pupils  o r a l  reading e r r o r s  tended t o  have a c lose  
s i m i l a r i t y  t o  the  graphemic, i.e. v i sua l  shape, of  the  words they were 
attempting t o  read. For example, they s a i d  - i r o  f o r  a, f o r  bzgi, f o r  
b i b i r i ,  & f o r  Dari, sam f o r  suma, nzauu f o r  nzengu, f o r  ango, etc. 
This is exact ly what one would expect with pupils  who have grasped the  basic 
concept of word a t t ack ,  e ,  convert letters i n t o  u n i t s  of sound and 
aopalgamate those i n t o  higher u n i t s  which can then be recognized as words and 
morphemes. The project  pupils ,  on the  other  hand, tended t o  s u b s t i t u t e  words 
that had appeared with high frequency count of a l l  of the  morphemes used i n  
Lessons 1 - 15 i n  the Zande primes, see Appendix 4 .F) . For example, on the  
Unknown Words sec t ion ,  f o r  - reme ( g ~ a t )  Masiya pupils  read mama - (leopard 1 which 
had appeared 17 times i n  t h e i r  primers; f o r  t i ta (grandfather) they s a i d  @& 
(hoe),  which had appeared 10 times; f o r  - Dari(frog) they read Dabira, a male 
name which had appeared 33 times; f o r  nzeae ( f a t ) ,  they subs t i tu ted  nzengu 
(market) which had appeared 33 times i n  their primers. 



Table 4.25 

Zande Literacy Test Results 

- - 

School 

Masiya Maing bangaru Susa Singbi 
(Project j (Comparison) (Comparison) (Comparison) 

A. Number of Pupils Tested 

B, Test  

1. Nonsense Syllables (12) 1 

Mean 
Standard Deviation 
Range 

2. Known Words (10) 
Mean 7.13 4.21 . 3  . 732 
Standard Deviation 2.7 3.76 .64 2.24 
Range 3 - 13 0 - 10 0 - 1  0 - 9  

3. Unknown Wards (10) 
Mean 4.5 5.04 1 . 732 
Standard Deviation 3.84 3.67 1 2.24 
Range 0 - 10 0 - 10 0 - 1  0 - 9  

4. Reading Comprehension (7) 
Mean 3.7 
Standard Deviation 2.14 
Range 1 - 7  

Note: Means - not urrdarscored b y  the same solid l ine d i f fered signif icantly (e < .01) 

'Numbers in parentheses indicate the maximum score fo r  each section of the test. 

2 ~ h e  ident i ty  of the f igures shown in sections 2 snd 3 fo r  Singbi school is  purely coincidental and no t  the result 
of typographical er ror .  

'h 



The same kind of  s u b s t i t u t i o n s  were made i n  t h e  reading comprehension 
passage. The two main cha rac t e r s  i n  the  test passage were named Nako - and 
Bako. Maisya pup i l s  c o n s i s t e n t l y  replaced these with the  m e s  o f  t h e  three - 
main characters that had appeared i n  their primer, I n i e  N a  uru,  and Dabira. 
P r o j e c t  pup i l s  who could not  read the  new word asidoi*ich is q u i t e  
c r u c i a l  t o  t h e  s t o r y ,  would s u b s t i t u t e  words that had appeared i n  their primer 
nvug5(monkey) o r  zege (hyena) ( t h i s  had j u s t  been introduced i n  Lesson 16).  
Pup i l s  a t  o the r  schools  would s u b s t i t u t e  words t h a t  were o f t e n  absurd i n  t h e  
contex t  of the  s t o r y  but  were graphemically c l o s e  t o  ango e.g., ( t e r m i t e s )  
and angu (mosquitoes) and go on t o  supply these  as answers t o  t h e  ques t ion ,  
"What was t h e  leopard eat ing?n Verbs that had f requent ly  appeared i n  t h e  
Zande primer would be s u b s t i t u t e d  f o r  a new word i n  t h e  comprehension passage,  
e.g., two Masfya pup i l s  replaced o ra  ( run )  i n  t he  c l ause  Ha (when) i ( they )  a 6  - 
( progressive marker ) era ( run ) ni-en), . . . . , V h e n x h e y  were-running , 
with &g ( r e t u r n ,  go away from), which had been used i n  t he  primer 30 times i n  
t h e  first f i f t e e n  lessons. 

The type of o r a l  reading e r r o r  most commonly made by the  p r o j e c t  pup i l s  
s t r o n g l y  sugges ts  that they were not  developing word a t t a c k  s k i l l s  as r a p i d l y  
as some comparison pupi ls .  Because the IEiL primers r ecyc le  words s o  
f r equen t ly ,  many ch i ld ren  may have developed a guessing s t r a t e g y  based on a 
p a r t i a l  resemblance of a known word t o  a new word and t h e i r  apparent  good 
performance i n  c l a s s  may a c t u a l l y  be a demonstration of their a b i l i t y  t o  
memorize words which they have been exposed t o  many times. S ince  the  p r o j e c t  
reading materials repeated words a t  such a high rate, the  development o f  word 
a t t a c k  s k i l l s  may s u f f e r .  I t  is thus no t  s u r p r i s i n g  t h a t  t h e  Zande p r o j e c t  
p u p i l s  were not  a b l e  t o  exce l  on that s e c t i o n  of  l i t e r a c y  test  which taps 
t h e i r  a b i l i t y  t o  sound o u t  unfamil iar  words without t h e  b e n e f i t  o f  context .  

Of f se t t i ng  t h i s  def ic iency is t h e  p r o j e c t  pup i l s '  demonstrated a b i l i t y  t o  
use contex t  t o  make i n t e l l i g e n t  guesses about unfamil iar  words. Comparison 
p u p i l s  are genera l ly  s o  i n t e n t  on sounding out  each ind iv idua l  grapheme t h a t  
they o f t e n  read too slowly and the  e n t i r e  context  of  a sentence is fo rgo t t en  
once they f i n i s h  it. The b e t t e r  readers  a t  Mzsiya f requent ly  used coc t ex t  i n  
reading,  backing up aga in  when chey came t o  a word they d i d  no t  know and 
re read ing  the  first p a r t  o f  a sentence t o  ga in  a poss ib l e  c l u e  t o  t h e  meaning 
of the problem word, The o r a l  reading e r r o r s  o f  the p r o j e c t  pup i l s  made 
s y n t a c t i c  and semantic good sense  within t he  sentence where they appeared, 
whereas t h e  comparison pup i l s '  e r r o r s  d i d  no t ,  resembling more o f t e n  the 
graphemic represen ta t ion  o f  t h e  problem word, e.g., E g i  ( s o l d )  f o r  - boko 
(pumpkin) i n  ( 1 ) and ndu (went) f o r  (buy) i n  (21, which r e s u l t  i n  t h e  
ungrammatical s e n t e n c e s l b )  and (2b) marked with a s t e r i sks .*  

( 1 )  a. i k i  ndu ku ngbe abapu na boko 
They then go i n  order  t o  buy beans and pumpkin 

T h e y  went to buy beans and pumpkin." 

was read as: 

*These examples are both f roa  the  last half of t he  in t roduc tory  sentence of  
the  test passage, slightly abridged f o r  p re sen ta t i cn  purposes. The pas t  
morpheme a is not  repeated i n  f r o n t  of the verb s i n c e  i t  has a l r eady  appeared 
before  t h e  first verb i n  the  sentence.  



b. i k i  ndu ku ngbe abapu na b g i  
srThey then go i n  order  t o  buy beans and sold  

*"They went t o  buy beans and sold.w 

(2) a. i k i  ndu ku nzengu yo ku ngbe abapu 
They then went t o  market there t o  buy beans 

"They went t o  the  market t o  buy beamon 

b. i k i  ndu ku nzengu yo ku ndu abapu 
%ey then went t o  market there  t o  went beans 
*"They then went t o  the  market t o  went beans. 

Table 4.26 shows the  percentage of the  PI pupi ls1  o r a l  reading which made 
syn tac t i c  o r  seaant ic  good sense. The percentages are based on t h e  t o t a l  
number of  recorded e r r o r s  and would be misleading without some indica t ion  o f  
the  nunber of pupils  who were unable t o  read anything on various sec t ions  of  
the  test and hence produced no er rors .  The bottom ha l f  of Table 4.26 provides 
t h i s  addi t ional  information. 

T tests were computed comparing the  P1A projec t  pupi ls1  performance on t h e  
l i t z r a c y  test with t h a t  of the  P1B pupils.  On each sec t ion  the  P1A pupi ls  d id  
s i g n i f i c a n t l y  better (Nonsense Syllables: t (13) = 3.62, < .01; Known 
Words: t (13) = 4.62, e < .001; Unknown ~Grds :  - t (13) = 5.45? < .001; 
Reading &mprehension: t ( 13) = 3.01, e < 0 . Obviously there r e s u l t s  
should be in terpre ted  wich caution, s ince  the  c l a s s i f i c a t i o n  "more mature, * 
c i t e d  by the  projec t  teachers  as the basis f o r  deciding which pupi ls  should be 
allowed t o  take t h e i r  primers home, might conceal f a c t o r s  which were the t r u e  
source of the  PIAts superior  performance, e.g., only the o lder  chi ldren  o r  
beat readers  were assigned t o  t h i s  group. I t  appeared that %ore maturet1 
designated those chi ldren who the  teachers f e l t  could be t rqa ted  not  t o  l o s e  
or daarage t h e i r  primers. If t h i s  is t rue ,  the  r e s u l t s  of the  t-tests thus  
would tend to  support the  hypothesis made i n  the  second impact evaluat ion t h a t  
chi ldren who are given aaterial t o  read a t  h 0 ~ e  w i l l  read more frequently and 
hence develop proficiency faster than chi ldren  who are not  granted t h i s  
opportunity. 

The overa l l  r e s u l t s  are not pa r t i cu la r ly  surpris ing.  One would expect 
pupi ls  who have been w i n g  s t ruc tured  reading materials t o  perform better on a 
test that taps  s k i l l s  pract iced i n  those materials than chi ldren  who have not  
had the benef i t  of any materials. S t i l l ,  w e  cannot exclude the p o s s i b i l i t y  o f  
environmental differences being a t  least p a r t i a l l y  responsible f o r  the  
superior  performance of  the  projec t  children. Given the  l a r g e  number o f  
government o f f i c e s  i n  Yambie, i t  would not  be s t a r t l i n g  t o  f ind  t h a t  t h e  
parents  of the  projec t  chi ldren are b e t t e r  educated and more support ive of  
reading than most of the  parents  of the  comparison pupils.  One would a l s o  
a n t i c i p a t e  the  p o s s i b i l i t y  of  more l i t e r a t u r e  i n  Zande being i n  the  homes of 
the  projec t  pupils  than i n  the  hones of the  comparison pupils. 

The e lus ive  po ten t i a l  contr ibut ion of  the  family and unidentif ied community 
i n s t i t u t i o n s  t o  the  acqu i s i t ion  of l i t e r a c y  i n  primary school surfaced once 
again i n  the  course of t h i s  evaluation. A t  Singbi,  a number o f  o lder  chi ldren  
were seen s i t t i n g  around l i s t e n i n g  t o  one ch i ld  read aloud from a small 
pamphlet which contained s c r i p t u r e  passages i n  Zande. The chi ldren  who were 



Percent sf Oral Reading Errors That Made Syntactic andlor Semantic Sense 

Sc kool Made Sense Made No Sense 

Masiya (Project) 72% 2 8% 

Maingbangaru ( Comparison) 28% 7 2% 

Su sa ( Corn pa rison) 27% 73% 

Singbi (Comparison) 4 3% 4 7% 

Percent of Students Who Read Noth!ng On Sections o f  the Literacy Test 

Nonsense Known Unknown 
Variable : Syllables Words Words Story 

School 

Mas iya 

Maingbangasu 

Susa 

Singbi 



l i s t e n i n g  and the reader were a l l  P2 and P3s. The reader appeared t o  be s o  
f l u e n t  t h a t  i t  was decided t o  spo t - t e s t  him and severa l  of h i s  P2 comrades, 
using the  P I  test and some questions about the  passage he had just read. Four 
P2 pupi ls  were tested i n  t h i s  manner and a l l  performed very well. S imi lar ly ,  
t h e  P2s whom the Singbi school o f f i c i a l s  attempted t o  pass o f f  as P l s ,  were 
good readers ,  something that  could not be said f o r  a l l  of  the P2 chi ldren  
t e s t ed  a t  Susa, some of whom were v i r t u a l l y  i l l i t e r a t e .  And y e t ,  a l l  except 
one of the PI pupi ls  we tes ted  a t  Singbi displayed very poor reading s k i l l s .  
I t  was not clear how, with s o  l i t t le  time left  i n  the  school year ,  the  Singbi 
PI children could make such g ian t  s t r i d e s  t o  a t t a i n  the l e v e l  o f  competence we 
were witnessing i n  the  P2 pupils ,  who had had only about 6 more months of 
school; the  gap i n  t h e i r  respect ive a b i l i t i e s  simply seemed too grea t .  An 
obvious explanation is t h a t  there  is more than one source of reading 
ins t ruc t ion  i n  some cormnunities. With the  he lp  of the  Singbi headmaster, the  
P2 and P3 chi ldren were questioned i n  an  attempt t o  determine whether they 
read a t  church, o r  a t  church-associated funct ions and how many of them had 
pamphlets l i k e  the one we had seen. O f  the  t h i r t y  t o  f o r t y  P2 and P3 
chi ldren present t h a t  day, only about s i x  admitted t o  having any books a t  home 
and none said that they read anywhere except a t  school. Due t o  the  manner i n  
which t h i s  information was s o l i c i t e d ,  i t  should be considered highly suspect.  

4.3.2.3.2 THE NUER LITERACY TEST 

The r e s u l t s  of the  three l i t e r a c y  tests administered a t  Nmir West school 
are shown i n  Table 4.27. The PI pupils  did better on a l l  sec t ions  of  the  
l i t e r a c y  test than the  P2 pupils  who a r e  i n  the  first year reading class, 
Only on Known Words was t h e i r  performance s i g n i f i c a n t l y  b e t t e r  than the  P2 
beginning readers ,  t (31 = 2.85, Q < -01. Although there  is1 no s t r i c t l y  
va l id  way of comparing the PI Nuer pupils '  performance with t h a t  of the  PI 
Zande pupi ls ,  since equivalence between the  two l i t e r a c y  tests is not  
demonstrable, a comparison based on t h e  test scores  would suggest that the  
Nuer projec t  pupils  are better readers  than the  Zande pup i l s  a t  Susa and 
Singbi,  but not as good as the  pupils  a t  Kasiya and hingbangaru.  What is 
worth noting is that t h e  difference between the  reading s k i l l s  of the  Zande 
and Nu6; chi ldren d i d  not appear t o  be as pronounced as i t  had appeared during 
the  second impact evaluation. 

Table 4.28 shows the Pearson product-moment co r re la t ions  computed t o  
determine whether a re la t ionship  exis ted  between attendance a t  school and 
performance on the  l i t e r a c y  tests. Most of them are c lose  t o  zero except f o r  
the l a rge  negative corre la t ion  obtained f o r  the  P1 pupils  on the  Known Words 
sec t ion  and the  -56 obtained f o r  the  P2 intermediate pupils  on the Reading 
Comprehension sec t ion ,  which m y  be specious because of  the  smzll size of that 
group. That, once again no apparent r e l a t ionsh ip  between attendance and 
performance on the  test turned up i t 3  probably due t o  the  f a c t  t h a t  t h e  S IL  
Consultant was responsible f o r  s e l e c t i n g  the  pupils  tested.  A more random 
se lec t ion  and l a rge r  samples night  well have produced evidence of  a pos i t ive  
relat ionship.  The bottom half  of  Table 4.28 provides a more complete p ic tu re  
of the  attendance of the  pupils  tested.  

Only about 5% of the o r a l  reading e r r o r s  made by tne P l s  on t h e  Known Words 
and Unknown Words sec t ion  were not r e a l  words o r  morphemes i n  Nuer. Thir teen 
percent of t h e  e r r o r s  made by the  P2s beginning reading on the Known Words 
sec t ion  were of t h i s  type. Project  pupi ls  were often unable t o  read the  final 





Table 4.28 

Pearson Product Moment Correlations Between Attendance 
and Performance on the Nuer Literacy Tests 
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consonant i n  CVVC sequences. They would read /gaa/ f o r  paak ( t o  a rgue) ,  o r  
/ lua/  f o r  - l u c  k ( b a d t ) .  This problem underscores a weakness of the  S I L  
le t te r - teaching approach, which emphasizes the  t e a ~ h i n g  of  CY uni t s .  The 
pupi ls  are s o  used t o  breaking down words i n  CV u n i t s  t h a t  they have 
d i f f i c u l t y  sounding out  sequences l i k e  CVVC o r  CVC. The SXL approach may work 
very w e l l  for  languages with CV/CV/CV s y l l a b l e  s t ruc tu res ;  r eg re t t ab ly ,  a 
g rea t  mny  of  the  languages i n  Southern Sudan are not of  t h i s  type.* This may 
be the  reason why a more phonics-oriented approach t o  word a t t a c k  has 
apparent ly yielded superior  r e s u l t s  on some of  the measures of reading f o r  the  
9ari comparison c lasses  reported i n  Cziko and Cowan (1982, p. 23j. 

Oral reading e r r o r s  made by the  Nuer chi ldren tended by and l a r g e  t o  
involve the  subs t i tu t ion  of known words. With no context,  egg. ,  i n  the 
nUnknom Wordsn sec t ion ,  even P2 intermediates would s t e a d f a s t l y  persist i n  
replacing a word that they should have been ab le  t o  sound ou t  with a familiar 
word egg.  cik "to put a grass  s k i r t  around a hut ,n was replaced with c i k ,  
the  t h i r d  person p lu ra l  pas t  a s p e c t u l  marker. Errors  made i n  reading the  
test passages followed the  pa t tern  of s u b s t i t u t i n g  words that were similar i n  
graphemic (v i sua l )  shape. Sometimes the  recognition of only one o r  two 
graphemes was s u f f i c i e n t  t o  t r igger  a subs t i tu t ion ,  e.g., the  f i n a l  y i n  may 
"fishingn, is rendered r c, y ( i n t o )  i n  (3). Similar ly,  the  recognit ion of the  
f i n a l  grapheme sequence t h  i n  b i t h  (spear)  i n  (4a) gave rise t o  the  
s u b s t i t u t i o n s  i n  (45) and PC), where the t h  appears word i n i t i a l l y .  Both 
s u b s t i t u t i o n s  - thal %ookn and - th in  "be p r e s e n c w  had been used very frequently 
i n  ins t ruc t ion  the pupils  had received. 

(3)  a. CE wa M Y  y iee r  
he/past go f i sh ing  r i v e r  

"He went f i sh ing  ( i n )  the  r i v e r ,  t* 

was read as: 

b. CE wa Fey yieer  
he/past go i n t o  r i v e r  

"He went i n t o  the  r i v e r n  

(4) 9. Han DEEq CE: D~ 11 kam b i  t h  
Mother of Deng she/past (name) g%e spear 

%an DEEq gave Deq  a spear 

b. Man D € E ~  ce D q  kam thal 
Mother of Deng ske/past (name) m e  cook 

*"Man Den, gave DengcookW 

and : 

*It may be that the  SIL method developed by S. Gudshinsky owes something to  
the  f a c t  that many of the languages where i t  was f i r s t  used had a CV/CV 
s t ruc tu re .  John Hollmn a l s o  explained that another reason for adopting a CV 
a t t ack  s t r a t egy  is t o  avoid the  problem of the  epenthet ic  vowel t h a t  
automatically occurs after the  pronunciation of a voiced consonant i n  
i s o l a t i o n  -- a problem t h a t  phonics m u s t  deal with. 



c. *Man DEEq C€ DE Q kam t h i n  
Mother of Deng she/past (name) give be present 

*Wan D T E Q  gave I k q  uas presentm 

Uore of ten ,  the  subs t i tu t ion  was based on a c lose  o v e r a l l  graphemic 
s i m i l a r i t y ,  with the  replacement word l i k e  the  examples shown i n  ( 5 )  
Replacements l i k e  these can be found a t  a l l  levels ;  ( 5 f )  and (5h) f o r  example, 
were made by the  advanced P2 readers. Notice how c lose  t h e  replacement words 
thuuk ( f i n i s h )  and du t h  (remain) are t o  the  printed words i n  the  t e x t ,  - t u  k 
1-n) and l u  t h  (ge t  up), 

(5) a. CikE rec D E h  naq 
they/past f i s h  name take 

"They took Dengts f i sh , "  

was read as: 

b. C i k ~  rec DCEq nag 
they/pas t f i s h  (name) bring 

"They brought Deng's f i s h , "  

c. J3k ce c i b a t  moc kc luek 
(name) he/past f i sh  hook give t o  f rog  

"Jok baited ( h i s )  f i s h  hook with a f rogN 

was rendered as: 

d. J& c E cibat roc ke luak 
(name) he/past f i s h  hook gave to barn 

*"Jok baited h i s  f i s h  hook with a barnt' 

e. Uee c i  n ih iaa l  ku tu3k kc dem 
When aspect  r a i n  begins fal l  

"When the r a i n  began t o  fal l ,"  

was rendered as: 

f .  Uee c i  n ih iaa l  ku thuuk k~ dem 
Uhen aspect  r a i n  f dnish f a l l  

"When the  r a i n  f in ished f a l l i n g , "  

g. B i  dwdu a 1 ~ 3 t h  kE runwarlni diaal . .  . 
2nd s i n g  belonging ge t  o f f  i n  mornings a l l  

fu tu re  asp. your e a r l y  
"You w i l l  ge t  up a r l y  every morning. . . n 

was read as: 

h. B i  d u ~ d u  a duath ke runwaqnh diaal. .  . 
2nd s i n g  belonging remain i n  mornings a l l  

fu tu re  asp. your 
MYou u i l l  remain every morning. . . I) 



I t  was o f t a n  d i f f i c u l t  t o  i d e n t i f y  unambiguously those e r r o r s  thought t o  
represen t  a Pl's at tempt  t o  uiake good semantic sense  ou t  o f  a sen tence  when he 
came t o  a word R e  could not  read. Nuer is a subject-obJect-verb (SOV) 
language and a l a r g e  number of  t he  recorded e r r o r s  were vsrbs  appear ing either 
sentence f i n a l l y  (6a), o r  penul t imately  (6b) .  One might, f o r  example, 
reasonably assume that the  s u b s t i t u t i o n  of  - t h a l  (ceok) f o r  naq i n  (6a )  - 
r ep re sen t s  an example of  an e f f o r t  t o  make a semant ica l ly  p l a u s i b l e  read ing ,  
s i n c e  t h e  only graphemic s i m i l a r i t y  between t h e  replacement word and t h e  word 
that appeared on t h e  test, n a ~ ( t a k e )  is the  letter a. However, i n  t h i s  case, 
both s u b s t i t u t l o n s ,  $& ( k n n  and thal (cook) had k e n  used very f r equen t ly  
i n  t h e  primer, s o  it is poss ib le  that t h e  reader  may have made h i s  
s u b s t i t u t i o n  once aga in ,  on the  basis of  a remote but nonetheless  v i s u a l  
s i m i l a r i t y .  The same argument m y  be made f o r  example (6b). There were fewer 
e r r o r s  l i k e  (dd) , which appears t o  be a bona f i d e  example of  an  a t tempt  t o  
s u b s t i t u t e  a word tha t  simply made semantic good sense, i n  t he  contex t  o f  what 
the  pupi l  had read. 

( 6 )  a, C i k ~  r e c  D e e ~  nar~ (n&, t h a l )  
They/past f i s h  ( o f )  name take ! k i l l ,  cook) 

"They took/killed/cooked Deng's f i s h "  

b. Cike d e l  naq ( t o )  luaak (nm, ngk, l a t h )  
They/past sheep take barn (b r ing ,  k i l l ,  p u t )  

Y%ey took t h e  sheep t o  t he  barnw 

c. CikE rirl wic 
they/past  run v i l l a g e  

"They ran  t o  t h e   illa age,'^ 

w a s  read as: 

d. C i k  rirl d a s  
They/past run bush 

T h e y  r an  i n t o  t he  bushw 

The c v e r a l l  t rend  revealed by the  Nuer tests was very encouraging. This  is 
seen i n  the  obvious progress  ande by the pup i l s  i n  t R  P2 in te rmedia te  and 
advanced groups ma had t h e i r  f irst  exposure t o  vernacular i n s t r u c t i o n  i n  
1981. With one exception,  both groups scored above 64% on a l l  s e c t i o n s  o f  the 
l i t e r a c y  tests. There is thus every ind ica t ion  t h a t  d e s p i t e  l a r g e  class sizes 
and l i m i t e d  sources  the pup i l s  a t  Nasir West are making s u b s t a n t i a l  g a i n s  i n  
the development of  c r i t i c a l  reading s k i l l s .  These ga ins  are a testimony t o  
t h e  e f f ec t iveness  of  t h e  grouping-by-ability procedures used a t  the  school ,  
the  teaching t a l e n t s  of  the  IRL Language Officer and last, but n o t  least, t h e  
Nuer primers . 

In  summary, t he  Zande and Nuer outcome d a t a  presen t  a far more encouraging 
p i c t u r e  than t h a t  reported f o r  the  Bari and Lotuko p u p i l s  i n  the  f irst  and 
second impact evaluat ions .  In  terms of o v e r a l l  l i t e r a c y  achievement, t he  
Zande and Nuer pup i l s  appear t o  enjoy a d e f i n i t e  s u p e r i o r i t y  ovzr their Bar1 
and Lotuho counterpar t s  and t h i s  must i n  l a r g e  p a r t  be due t o  t h e  innovat ions  
i n  t he  Cycle 2 materials, *ich have done much t o  prcmote meaningful read ing  
i n  t he  classroom. Clear ly  these  innovat ions  should guide the  r e v i s i o n  of  t he  
Cycle 1 ma te r i a l s  as w e l l  as the  c rea t ion  of  new primer ma te r i a l s ,  



DISCUSSION 

A s  is evident from the preceding text and t ab les ,  a very l a r g e  a tount  of 
da ta  were col lec ted  during the three impact evaluat ions of the  l i t e r a c y  
project .  While the  preceding sec t ions  of t h i s  chapter have served primarly t o  
present these da ta ,  the  purpose of the  present sec t ion  is t o  d iscuss  the  
evaluation findings. This is done by making some general comments on what was 
found out  about primary education and l i t e r a c y  i n  the  r u r a l  areas of the  
Southern Sudan. This is followed by discussions of the  overa l l  l i t e r a c y  
achievement of primary school chi ldren i n  the  region, evident of the  impact of 
the  l i t e r a c y  projec t  and the  implications of these f indings f o r  impsoving the  
l i t e r a c y  achievement of chi ldren i n  t h i s  and similar regions of the  r u r a l  
t h i r d  world. 

4.4.1 PRIMARY EVALUATION AND LITERACY IN THE RURAL SOlTTHERN SUDAN 

I t  is apparent t h a t  there are many se r ious  obstacles  t o  the acqu i s i t ion  of  
l i t e r a c y  s k i l l s  by primary school pupils  i n  the  r u r a l  Southern Sudan. The 
first set of these obstacles  a r e  r e l a ted  t o  school fac tors .  Frequent and 
prolonged teacher strikes, untrained teachers, high teacher and s tudent  
absenteeism, lack of  both teacher and pupil  materials ,  and occasionally very 
large classes and poor f a c i l i t i e s  a l l  impede primary education i n  t h i s  region 
and l i t e r a c y  acqu i s i t ion  i n  par t icular .  

In addi t ion ,  the  methods empl~yed t o  teach reading and wri t ing p r inc ipa l ly  
involve the  meckranlcal r epe t i t ion  and memorization of words and s t o r i e s .  
Absolutely no nmeaningfuln a c t i v i t i e s  took place i n  the  vernacular c l a s s e s  of 
the two comparison groups. Questions requir ing reading comprehension were not 
asked, the neanings of s t o r i e s  read were not discussed and the  funct ional  
aspects  of l i t e r a c y  (egg. ,  reading and wri t ing correspondence, following 
ins t ruc t ions ,  record keeping) were not demonstrated. Second, i n  the  r u r a l  
a reas  v i s i t e d  there  appears t o  be v i r t u a l l y  no contact with the  printed word 
outside of  the context of the  school and no use of l i t e r a c y  s k i l l s  by anyone 
other  than the teachers,  government o f f i c i a l s  and police.  Furthermore, any 
contact with l i t e r a c y  is l i k e l y  t o  3e i n  Arabic or  English and not  i n  t h e  
vernacular language. This is i n  stark con t ras t  t o  most urban and developed 
areas of the world where chi ldren are of ten  as immersed i n  printed forms of 
t h e i r  language as they a r e  i n  spoken language and see d a i l y  the funct ions of 
reading and wri t ing as an in tegra l  and aeaningful p a r t  of t h e i r  environment. 
Since these f a c t o r s  w i l l  make it extremely d i f f i c u l t  f o r  any l i t e r a c y  p ro jec t  
t o  have an impact i n  the area, t h i s  projec t  can be viewed as a test case f o r  
l i t e racy .  To the  extent  that these conditions a r e  similar t o  o ther  
economically undeveloped a reas  of t h e  world, the  r e s u l t s  of t h i s  p ro jec t  
provide an indicat ion of the  impact t h a t  a vernacular l i t e r a c y  p ro jec t  is 
l i k e l y  t o  have i n  r u r a l ,  underdeveloped a reas  of the world uhere the re  is no 
o r  very l imited contact wi th  or use of l i t e r a c y  s k i l l s .  



4.4.2 OVERALL LITERACY ACHiEWEWXT 

The o v e r a l l  l i t e r a c y  achievement appeared t o  be gene ra l ly  very low wi th  
r e l a t i v e l y  f e w  e ~ c e p t f o n s  f o r  a l l  pupils tested eves  the &Wee-year per iod o f  
the p r o j e c t  eva lua t ion ,  Among %he P2 L o t d o  comparison p u p i l s  t e s t e d  as part 
of t h e  first impact evaluat ion;  only ane child a b l e  to  demonstrate any 
l i t e r a c y  s k i l l s  at  a l l  (he was a b l e  t o  read aloud one word from L i s t  1 and one 
word from the  s t o r y  passage). 

While t h e  te$t r e s u l t s  presented i n  Tab1 4.7 do i n d i c a t e  t h e  gene ra l ly  low 
l e v e l  of l i t e r a c y  achieveaent,  t h e  l i t e r a c y  skPils of these  ch i ld ren  are best 
apprec ia ted  by l i s t e n i n g  t o  t he  recordings of  t h e i r  o r a l  reading o f  t he  s t o r y  
presented t o  them. Even %Re k r i  and Lotutro pup i l s  who were most succes s fu l  
i n  reading the  s t o r y  read p a i n f u l l y  s lawly with l i t t l e  ss no ind ica t ion  
whatsoever t h a t  they were understanding what they were reading o r  that they 
were a b l e  t o  use s y n t a c t i c  o r  semantic c o n s t r a i n t s  i n  reading. Therefore,  
whi le  t he  Primary 1 pupi l s  of t he  iki  p r o j e c t ,  Barf comparison and Lotuho 
p r o j e c t  classes had acquired some word recogni t ion  and basic word a t t a c k  
s k i l l s  ( t h e  latter best demcwtratad by t h e  B a r b  c o n t r o l  group) ,  t h e i r  seading 
comprehension s k i l l s  appeared to  be very poor indeed and far below the  genera l  
l e v e l  a t t a i n e d  i n  t he  US by ch i ld ren  a t  t h e  end of  Grade 1. 

The follow-up t e s t i n g  of t h e  b r i  and Lotuhe pup i l s  a t  P r i aa ry  3 i n  the 
second impact eva lua t ion  genera l ly  confirmed the r e s u l t s  o f  the previous year. 
In add i t i on ,  t h e  d e t a i l e d  a n a l y s i s  of t h e  o r a l  reading e r r o r s  o f  t h e  Bar i  
p u p i l s  revealed that a t  the  end of t h e i r  t h i r d  year  0% school  they were using 
alnaost exc lus ive  v i s u a l  information i n  reading ( t y p i c a l  o f  ch i ld ren  just 
beginning t o  read)  and were less sensf t f v e  t o  the use o f  contex tua l  
information i n  reading than t y p i c a l  American ch i ld ren  toward t h e  end of  t h e i r  
first year of  schooling.  

The performance of Primary 1 and 2 Nuer and Zande ch i ld ren  as assessed as 
part of  t h e  second and t h i r d  impact e v a l u a t i o t s  w a s  considerably more 
encouraging. While the  PI Nuer p ro j ec t  ch i ld ren  a t  -sir included i n  t h e  
second impact eva lua t ion  appeared t o  ?we q u i t e  poor reading s k i l l s ,  t h e  P2 
ch i ld ren  tested a t  Nasir the following year fared considerably better. Hare 
impressive still was the  performance of  the Zande proJeck p u p i l s  who appe3red 
t o  have developed the highest l e v e l  of  reading of any o f  the groups tested as 
part of  the  three impact eva lua t ions ,  

I n  sumllulry, while we must be caut ious  i n  making comparisons a c r o s s  language 
groups due t o  poss ib le  d i f f e r ences  i n  t he  d i f f i c u l t y  o f  t h e i r  r e spec t ive  
tests, i t  does appear that t h e r e  was a d i s t i n c t  d i f f e r e n c e  i n  reading s k i l l s  
between t h e  Cycle 1 (Bari  and Lotuho) and Cycle 2 (Nuer and Zande) groups 
which were evaluated with the  former ch i ld ren  a t  a very low l e v e l  of 
achievement and the  latter groups showing evidence o f  having a t t a i n e d  some 
bas i c  reading s k i l l s ,  as shorn by the a b i l i t y  t o  read unfami l ia r  words and 
dev i se  some comparison from the  reading of  simple passages. 



4.4.3 EVIDENCE OF IMPACT OF THE PROJECT 

Qne of the  pri-y reasons for  uridsstaklng the  evaluat ion described i n  the  
chapter was t o  assess the  impact that the  projec t  uas Raving on the 
development of  priiuary school pupils* reading s k i l l s  i n  the r u r a l  Southern 
Sudan. However, i n  s p i t e  of the  l a rge  amount of  da ta  col lec ted  during the  
three  impact evaluat ions i t  is not possible  t o  state unequivocably whether t h e  
projec t  at  the  L i m e  had or  did not have a pos i t ive  impact on t h e  l i t e r a c y  
achievement of  the  projec t  Bari, Lotuho, Nuer and Zande pupils.  This is 
obviously t h e  case f o r  the Nuer pupils  s ince  i t  was not possible  t o  test 
non-pr30ject hluer pupils  who were not rasing the  new projec t  vernacular l i t e r a c y  
materials, Even f o r  the  remaining ' three language groups &ere comparison 
groups were ava i l ab le  f o r  t e s t i n g ,  the lack of  any type of s t r i c t  experimental 
cont ro l  cf the  groups (such as random assignment t o  projec t  and non-project 
c l a s ses )  makes impact assessment r i sky  s ince  d i f ferences  between p ro jec t  and 
comparison groups eay be due primarily t o  the  other  confounding u n c o n t ~ o l l e d  
va r i ab les  and not t o  the  projec t  itself. 

Nevertheless, it is informative t o  compare the  performance of the  p ro jec t  
and comparison pupils  i n  reading Bari, Lotuho and Zande s ince  such 
compafisons, along with consideration of  the  background data  col lec ted  f o r  
each pa r t i c ipa t ing  c l a s s ,  do provide the  only objec t ive  evaluat ion of the  
impact of  the  projec t  on the development of  l i t e r a c y  s k i l l s .  

The proJect and comparison data col lected from the Lotuho groups as part o f  
the  first and second impact evaluations do suggest that the  projec t  uas 
responsible f o r  the general ly better performance ~f the Lotuho PZ and P3 
projec t  pupi ls  compared t o  the non-project classes evaluated (see Tables 4.7 
and 4.13). However, it must be recal led that the  Lotuho comparison school was 
not a b l e  to o f f e r  its pupils  individual Lotuho language books which l imi ted  
a l l  reading ins t ruc t ion  t o  wbat was writ ten on the  chalkboard. However, if we 
assume that most Lotuho primary schools i n  Southern Sudan are similar t o  the  
Lotuho comparison school evaluated, but have no or  inadequate pupil  materials 
f o r  teaching l i t e r a c y ,  then the difference between the  Lotuho p ro jec t  and 
comparison groups i n  reading performance could be taken as an indica t ion  o f  
the  impact of the l i t e r a c y  project .  

However, the  r e l a t i v e l y  good performance of  the  Bari comparison group (see  
Tables 4.7 and 4.12) suggests that uhat made a di f ference  is the a v a i l a b i l i t y  
and use of materials by the pupils. There was no c lea r  evidence that the Bari 
projec t  materials being produced were superior  t o  the  a lde r  materials being 
used by the Bari coaparison group. In Pact, the teaching of  letter names t o  
the  Barf comparison pupils  seemed t o  have given t h i s  group an edge over t h e  
Bari projec t  group i n  sounding out  and recognizing new words. 

The f i n a l  source of da ta  concernirig the impact of the  projec t  is given by 
the comparison of the  Zande projec t  and comparison pupils  provided by the  
t h i r d  impact evaluation (see Tables 4.24 and 4.25). Here there  were q u i t e  
clear differences i n  reading test performance i n  four of the  p ro jec t  pupils .  
mere were a l s o  differences i n  t h e  pa t tern  of o r a l  reading e r r o r s  suggesting 
that che project  pupi ls  had developed b e t t e r  s k i l l s  i n  usik:g contextual  
syn tac t i c  and semantic cons t ra in t s  i n  reading than did the comparison pupi ls  
uho r e l i e d  on primarily v isual  information, a c h a r a c t e r i s t i c  of  beginning 



seaders. Again, however, it should be recalled that the Zande comparison 
pupils did not have their own books for use in learning to read their 
language. 

The Lotuho and Zande situations are roughly parallel in that in both cases 
the comparison schools did not have adequate mate~ials fo- teaching literacy. 
Hence it can be maintained with a reasonable amount of confidence that under 
these circ~tarices the literacy project has definitely had a very positive 
impact. It is not clear that the project will do much to improve primary 
school literacy in areas where competing materials are available and used by 
trained teachers, However, since this situation appears rare in rural areas, 
it is obvious that continued implementation of the project will do much to 
increase primary school literacy in the Southern Sudan. 

Thus, two general conclusions can be made regarding the impact of the 
project. The first is that the project has had limited but nonetheless 
positive impact on the development of vernacular literacy skills for those 
children who would have otherwise not have had access to vernacular language 
reading materials. A second, more cautious conclusion, based on what appeared 
to be a higher level of reading skills among the Nuer and Zande project pupils 
compared to the Bari and Lotuho groups, is that the modifications made to the 
Cycle 2 materials appear to have made these ataterials more effective than the 
Cycle 1 materials in fostering the development of reading skills. 

The findings of the three impact evaluations lead to numerous implications 
concerning important considerations in attempting to improve the level of 
literacy of primary school children living in rural, undeveloped areas of the 
world. Here we will consider the school-related factors which appear to 
influence the learning of literacy skills in schools located in such areas and 
recommendations are offered to increase the effectiveness of the teaching of 
literacy skills in this and similar projects. 

The two major school factors which have an obvious impact on the teaching 
of literacy skills are the teaching techniques used and the reading materials 
available to the child. First with respect to teaching techniques, it was 
found that almost all classroom activities, both in the project and comparison 
schools, involved the repetition of syllables, words and sentences chanted by 
all children in unison as they read from the chalkboard. This is not 
surprising when it is considered that few teachers had any form1 teacher 
training experience and that few of the comparison schools could supply their 
pupils with reading materials. However, even some of the teachers of the 
project classes which did have a generally adequate supply of pupil primers 
relied heavily on copying reading lessons on the chalkboard (which often took 
a good deal of time) and extensive unison repetition of the reading lessons. 
None of the activities observed in any of the comparison classrooms and few 
activities observed in the project classrooms involved reading for 
comprehension. As noted earlier, reading comprehension questions of the new 
project materials could usually be answered by a repetition of that part of 
the passage relevant to the question. It is therefore understandable that all 



the comparison pupils and most of the project pupils had considerable 
difficulty in answering the reading comprehension questions included in the 
evaluations. 

The project materials have been described in detail in the preceding 
chapter where it was feared that the extremely high rate of repetition of 
words within the primers as well as the limited number of instructional 
activities requiring reading comprehension would likely lead to some skill in 
building a sight vocabulary 0% the oft-repeated words but poor skills in 
recognizing new words and in reading comprehension skills. The performance of 
the project pupils on the evaluations1 reading tests have generally confirmed 
this suspicion. In addition, the changes made to the Cycle 2 Nuer and Zande 
materials in an attempt to provide more meaningful reading exercises was found 
to provide the pupils with more motivating and stimulating reading activities 
which may be at least partly responsible fop the apparently better reading 
skills of the project Nuer and Zande pupils compared to the project Rari and 
Lotuho children. 

Finally, there is a clear need to make vernacular reading skills useful 
both within and outside school if these skills are to be well developed and 
maintained by children. Within school, vernacular language materials for the 
teaching of other subject areas would provide a strong motivation for the 
development and use of vernacular language reading skills. Outside of school, 
attempts need to be made to involve parents and other adults in vernacular 
literacy projects m d  to demonstrate that literacy can serve a useful purpose 
in village life. Indeed, the generally better performance of the project 
children in the larger towns of Yambio and Torit may be due to the fact that 
these were the only two communities studied where the written word can be seen 
many places outside of school. 

In light OF these observations, the following recommendations seem 
appropriate, Uhile these recommendations have been made with this particular 
literacy project in mind, they may well have value in other undeveloped rural 
settings where attempts are made to teach vernacular literacy skills. 

1. Considerably more time should be spent on ~eaningful reading i~ctivities 
in the classroom. These activities could include the reading and 
comprehension of more interesting and varied stories relevant to the 
experiences of children Living in rural villages, discussion of these stories, 
allowing pupils to create, write down and read stories of their o m  and the 
writing of letters to friends and relatives in distant villages. The apparent 
success of the context clue drill included in the Nuer and Zande materials 
also indicate that more meaningful activities can become part of the highly 
structured format of the vernacular primers. 

2. Questions used to assess reading comprehension should be constructed in 
such a way that they could not be correctly answered by verbatim repetition of 
parts of the story or by general knowledge of the local culture. k n y  of the 
stories in the project materials include three major characters: a man, a 
woman and an aniaal. Therefore, questions such as who was killed (inevitably 
the animal), who ki lled it (inevitably the man) and who cooked it ( inevitably 
the woman) do little more than test memory for the names of the man and woman 
(often the same from Story to story) and the type of animal involved, 



Comprehension questions should involve inferencing skills and elicit 
discussion of the meaning of the story. 

3. Better w e  should be made of class time. Relevant to this 
recornendation is the finding that the two project teachers spent considerable 
time writing materials on the blackboard which were already contained in the 
pupils' materials. This uasted time should be used in meaningful reading 
activities. 

4. Materials need to be produced in the vernacular lmguages for the 
teaching of other subjects. The learning of other subjects through reading in 
the vernacular would demonstrate to the pupils that reading is a means for 
obtaining information and not simply a mechanical process performed for its 
own sake, 

5. The only reasonable solution to the problem of large classes is to break 
them up into smaller groups. Hhre there is a lack of trained teachers and an 
abundance of pupils, the approach taken at Nasir recruiting and training 
teachersf aides--seem to be bette~ than letting one teacher handle 40 to 100 
students. Some attention should be devoted to developing a procedure for 
training teachers' aides. 

6. Tbe comparison sf the Zande and Nuer children's reading abilities 
constitutes a conpelling argument for instituting a policy whereby the 
children are allowed to retain their primers outside of school. The potential 
benefits from such a policy far outweigh objections such as possible expenses 
incurred due to lost or damaged books. Although it seems clear that al1owir.g 
pupils to bring their books home will not in itself guarantee the development 
of fluent reading skills (since the Bari and Lotuho project pupils were also 
allowed to take their books out of school), it is the only way which most of 
these pupils can have contact with literacy outside of school and the only way 
by which their parents and other faaily members can become involved in and 
stimulate the education of these children. 

7. Finally, in settings such as these studied here where little if any 
reading materials are available outside of school and where few people can 
read, efforts must be made to provide sources of vernacular reading naterials 
and to allow adults, particularLy parents, to become literate in their own 
language, It seew clear that children will learn to read best in those 
communities which have at least the begimings of a climate of literacy. 
Further thoughts on how literacy ?n be lade to sect the needs of rural 
undeveloped communities will be offded as part of the next chapter, 



5.0 GENERAL DISCUSSION 

The purpose of this chapter is to summarize the major lessons that may be 
learned from studying the development of the Southern Sudanese Local Languages 
Literacy Project by relating these to the broader contexts of large-scale 
literacy program and language policy and language planning. 

The results of the impact evaluations suggest that the success or failure 
of large-scale literacy projects in developing countries is in part dependent 
upon variables which have bean traditionally identified as critical components 
of all formal educational endeavors, i.e,, teaching materials, methods and the 
amount and type of trainfng the teachers have received. The apparent improved 
performance of the Cycle 2 pupils ovep the Cycle 1 pupils is most likely 
attributable to the difference in the quality of materials used by the two 
groups, since potentially confounding variables appear to brr fairly 
equivalent. This argues that naterials can make a difference in the level of 
proficiency attained even when the setting of a literacy project is in rural 
areas of a pre-literate society, Haterials most conducive to promoting 
functional literacy -would employ the technology of linguistics for the 
creation of optimal orthographies but would also incorporate pedagogical 
applications of insights derived from up-to-date reading research, such as the 
i~portance of episodic structure for comprehension and retention of larger 
prose passages and the necessity for developing in the learner an awareness of 
how different kinds of contextual information can assist in deciphering 
unfamiliar words. 

In the classroom, activities which promote reading for meaning should take 
precedence over teaching techniques nhich occupy large numbers of pupils in 
mechanical operations, e.g., the sustained repetition of syllables, words, 
sentences, even when such techniques have an established tradition in the 
culture. This priority of emphasizing that reading is for meaning rather than 
just mouthing sounds which have symbolic representation on a page or 
blackboard should carry over into teacher training courses, where, because of 
the trainees' often meager formal education, there is a tendency in many 
African countries to equip them with a limited number of teaching techniques 
whieh focus almost exclusively on establishing sound-symbol correspondences 
(five teaching techniques ma the maximum number set by the SIL teacher 
training expert). It is obvious that one should not attempt to load teachers 
in this setting with a complex set of techniques more suitable to developed 
countries, and, similarly, it is clear that all beginning readers must engage 
in some word-attack practice if they are ever to master the alphabetic 
principle, but this should not exclude the possibility that at least some 
classroom activities emphasize that reading is for mea??ing. The lack of 
slaissroom techniques emphasizing reading for meaning was unloubtedly a serious 
weakness of the Sudanese project. 

The total. number of external variables which deserve serious comide~ation 
when attempting to mount a successful large-scale literacy project will 
unquestionably vary from country to country, although elements common to all 
similar settings may well be found in the Sudan experience. It is clear that 



the project has produced much knowledge which may be appropriately transferred 
to future endeavors in preliterate rural societies. The statistically 
significant superiority of the PI Zande pupils who were allowed to take their 
primers home with them after school over those pupils who were not argues that 
one of the most important variables in fostering reading in a preliterate 
society is the creation of a climate for literacy in the community. 
Governments engaged in multilingual programs similar to the one described in 
this report should realize that implementation of rural literacy requires a 
substantial long-term committment at two levels. Not only must vernacular 
materials be made available in a wide range of school subjects, i.e., 
geography, history, math, etc., but some inducement to read on a daily basis 
must be created within rural communities if the literacy training going on in 
the schools is to have any relevance in the eyes of the children who are 
receiving it. The total investment involved in the successful implementation 
of rural literacy campaigns in preliterate societies is thus dovole that 
required in countries where the vehicles for promoting and sustaining 
literacy, i.e., newspapers, journals, books, signs, etc., are a regular 
feature of the community environment. Government officials contemplating 
literacy programs in countries with conditions similar to that of Southern 
Sudan should not lose sight of this very obvious but fundamental point, since 
it implies that (a) a greater financial allocation may be necessary than was 
initially anticipated, and (b) the cooperation of more than one government 
agency, e.g., the Ministry of Education and the Ministry of Community 
Development will need to be solicited, something which is not accomplished 
with ease in the most efficient governments. 

Nevertheless, the results of the Sudan Project clearly paint to the need 
for establishing literacy in the community prior to or in tandem wlth primary 
school instruction. One of the most important reasons so little learning is 
sustained from year to gear in Southern Sudanese rural schools appeared to be 
the lack of reinforcdment available in the community and the consequent poor 
school attendance of the children. This was not due to a complete lack of 
effort in this area by the IRL/SIL personnel. One of the goals of the Local 
Languages Literacy Project was the institution of writers1 workshops in 
regional centers. These were held periodically by SIL literacy consultant 
Wanda Pace, their purpose being to stimulate local writers to produce 
indigenous literature of any sort -- usually folk tales. Unfortunately the 
inability of the Southern Regionai Ministry of Education to provide resources 
for the production and distribution of the materials which evolved from these 
workshops nullified this promising effort. 

However, there is a difference between creating an interest in literacy and 
ensuring its acquisition. Recall that in Chapter 2 it was discovered that 
although 94% of the people surveyed Pelt reading and writing to be desirable, 
the major preference expressed was for literature which had no immediate 
practical benefit, i.e., tribal histories and folk lore. The history of the 
evolution of literacy (Gelb, 1956; Schmand t-Edesserat , 1938) shows that reading 
and writing can only be sustained within a society if they fulfill an 
important practical function. Thus while the writers1 workshops were 
undoubtedly a step in the right direction, they would Pave to be followed by 
transitional efforts designed to impart the realization that reading and 
writing have some immediate useful purpose in these rural communities. 
Typically, the next stage in such programs is the introduction of literature 
on topics deemed beneficial for the community as a whole, e.g., the 



improvement of hygiene, agricultural yield, etc. But, as was pointed out by 
Dr. Singh, the UNESCO Community Development Specialist sent to Mardi to set up 
the first of a series of Integrated Regional Educational Centers ( IRECs) ,  it 
often requires a fairly long passage of time in preliterate societies before 
the written word becomes an accepted mode of transmitting knowledge. (This 
was the reason uhy literacy was not contemplated as a means of instruction in 
the IRECs.) As a result, some in-depth preliminary investigation (perhaps 
using a trained anthropologist as was done in this study) should be undertaken 
to determine ways in uhich literacy can be consistently useful and relevant in 
the lives of rural preliterate societies and the findings of these 
investigations should then shape efforts by the government to establish 
reading and writing within communities on a more permanent m i s .  

Certainly one of the major lessons to be learned fr6m the Sudanese 
experience is that the impact of multilingual literacy programs mounted in 
preliterate societies is dependent upon the interaction of sociological, 
economic and political variables. Sporadic attendance by teachers was found 
tc be due not only to the fact that the profession is poorly paid, as it is 
almost universally, but also to a conflict between the demands imposed upon 
teachers by a western educational system and their desire to maintain 
traditional economic patterns. Similarly, pupil truancy arose from a number 
of factors: the need to utilize children from time to time as a member of the 
family work force, a conflict between the traditional subsistence schedule and 
the western educational schedule, the lack of understanding by parents as to 
what constitutes consecutive attendance and it's importance and parental 
apprehension about the possible use of the classroom as a vehicle for 
political, cultural and religious indoctrination. 

Dealing with these conflicts effectively will not be easy. Some of them 
may be alleviated by increased financial commitment to public education, 
e.g., in Sudan, raising teachers salaries might attract more qualified 
personnel and reinstituting boarding schools at the primary level would do 
much to guarantee more consistent attendance. But more money is not the only 
answer. Other conflicts that arise from the three factors mentioned above 
require sophisticated approaches, since they involve changing behavioral 
patterns that have guided people's lives for centuries. This W e s  time and 
the knowledge which perhaps only a cultural anthropologist with a sharpened 
historical perspective can supply. But it should be clear that nothing can be 
done to enlist the community's increased support of formal education until 
their perceptions and apprehensions about schools have been identified. 
Educational authorities must have a fuller understanding of the rural 
populationqs perceptions of the school's function, why parents send their 
children to school, how large a say they want in what goes on in class and 
what their conmittnent to the school is in terms of releasing what for them is 
a significant work force resource. Governments should understand that 
acquiring krustwo~thy amners to these questions is important since such data 
can bear significantly on the effectiveness of strategies they may be 
contemplating, and, hence, constitute important indicators of a literacy 
project's potential for success. The most sensible course of action, which 
c~uld save governments considerable time and money in the long run, would be 
to collect data on the sociological, economic and political variables that 
bear on the project as a first step. This would permit Mlicy planners and 
educational authorities charged with mounting a given literacy project to 



recognize some of the otherwise more formidable obstacles they face and to 
consider how they may be most effectively dealt with. 

One of the more reliable conclusions to be drawn from Sudanese experitince 
is that the evaluation of large-scale literacy projects being implemented in 
rural settings generates more questions than unequivocal answers. Early in 
this study the need for broadening the data base by including children from 
more schools became evident. The difficulties involved in developing and 
administering objective tests in rural Africa meant that statistical 
comparisons of achievement scores by different groups could be best 
interpreted for descriptive purposes only (due to small sample sizes, absence 
of truly random selection of examinees and the fact that schools are often 
chosen primarily because of their accessibility and hence could not always be 
considered representative). In the course of interpreting the test data 
numerous questions were raised that appeared to be answerable only by 
expanding the data base and collecting information about the possibility of 
hidden sources of education in the community and parental support for the 
schools. It was at this point that the SIL anthropologist Robert Hoppe was 
brought in. Much of the information he collected was already known to the 
consultants and in fact had been touched on briefly in some of the earlier 
impact evaluation reports. However, some of the observations produced by his 
survey, particularly those pertaining to parentsf conception of what 
constitutes adequate attendance by their children and their views of the 
function of the school in rural society added greatly to our overall picture 
of factors affecting the total inpact of the literacy program. 

The experience gained from this particular proJect suggests that the nost 
appropriate evaluation design for similar large-scale literacy programs is one 
where variation of the previously mentioned variables is used to explain 
variation in the attainment of literacy skills and school achievement. The 
evaluation of such programs would thus combine information derived from 
quantitative instruments and qualitative impressions. Needless to say, the 
naturalistic variation design advocated here requires a long time frme and 
evaluators with conplenentary skills. 

Ideally, one would want to employ the talents of a sociolinguist before 
embarking on any action. The sociolinguist would assess the degree of 
bilingualism in the areas where the project is to be mounted, thereby enabling 
the planners to make jvstifiably well informed judgments as to how many 
languages should be targeted for literacy development. The initial SIL survey 
had attempted to do this and had brought into focus for priority attention the 
nine Role A languages. These languages were identified as the ones most 
suitable for literacy development and as the languages which would cover the 
majority of the children commencing school in the South. 

At the same time an anthropologist could collect data on the sociological 
variables which interface with the introduction of adult and primary education 
in rural areas. Armed with this information the planners could map out an 
appropriate course of action for implementing the project. Applied linguists 
with a specialization in reading could then be employed to assist in 
developing materials, and, finally, an evaluation specialist could work with 
the anthropologist to ensure that useful formative evaluation is funneled to 
the materials developers and teacher trainers. While the scheme proposed here 
may well sound far too elaborate to be taken seriously by project development 



experts, it should be emphasized that alternatives, e.g., just using one or 
two specialists, runs the risk of presenting the project development staff 
with a very narrow viewpoint that may well fail to take in important variables 
nhich should be addressed. 

In reviewing the Sudanese literacy project one inevitably feels compelled 
to address questions such as: Are multilingual literacy projects of this type 
justified? What does the outcome of the Southern Sudanese project reveal 
about the potential for multilingual educational policies in third world 
( particuiarly African) countries? The answers to these questions are 
obviously to a large extent, matters of individual interpretation based on the 
interpreter's point of view and hence are not neatly resolved by citing recent 
or past evidence. In attempting to answer the first question one can confine 
one's argument to the Sudanese context, as W m u d  ( 1983) has done, or adopt a 
more global, historical perspective as is seen in the reasoning employed by 
Bokamba ( 1983, 1984) . In an admittedly political treatise (which never theless 
lays claim to historical and empirically derived support), W u d  contends 
that the spread of Arabic as a lingua franca, destined - eventually to replace 
the many individual languages in the South, is inevitable. Using data from a 
survey of 2894 students enrolled in 21 schools in the capital of the Southern 
Region, Juba (and one school outside of Juba) Matmud states that the first 
stage of an irrevocable process, fostered by marriage among different tribes, 
whereby Arabic becomes used with increasing frequency to meet communication 
demands has already begun. The obvious implication of this thesis is that 
efforts of the IRI, are a waste of time since they only tend to delay the 
inevitable domination of Arabic. The fact that data collected Prom the 
largest city in the South might not be generalizable to rural areas seems to 
bother W m u d  only slightly, since he mentions it first as a potential 
limitation of his data, but then dismisses it subsequently claiming "whatever 
differences exist among sectors are essentially ones of degree and not of 
kindn (Matmud, 1983:61). The invalidity of this unscientific approach to 
theory formulation is borne out by Hoppets data, which shows that only in the 
most northern province, Bahr el Chazal, is Arabic making any headway as a 
preferred language. 

Whether Hahnud's prophecy will be fulfilled eventually is an open question. 
It is probably more likely that Arabic will assume a wider role as a lingua 
franca than it presently does, without replacing local languages completely. 
One can point to counterexamples in Sudan today where tribes in the Northern 
Region have resisted acculturation and assimilation and kept their language as 
the primary means of communication. The most notable example of this is 
perhaps the Caam, a tribe of about 40,000 inhabiting the central naswif of 
Blue Nile Province, who are often referred to as the "IngessanaW, presumably 
"the thankless onesn for their refusal to accept Islam. Skill, the spread of 
primary education to rural areas offers the most likely vehicle for the 
expanded use of Arabic, so Wahrud's thesis cannot be rejected entirely. 

A conceivable long-term result of the propagation of Arabic through the 
educational system is the extinction of minority languages presently spoken in 
Southern Sudan. Although this possibility presently appears somewhat remote, 
it is not without historical precedent. The maintenance of any language 
depends on the extent to which it is actively used by successive generations. 
Whether future generations continue to acquire a language is determined by a 
number of sociolinguistic conditions in the area where the language is spoken. 



Among these a r e  the percieved s t a t u s  of the language, t h e  extent  t o  which it 
is spoken a t  home and i n  t h e  economic community, and whether it has 
socioeconomic value, i.e., is used t o  t ransact  business. Languages perceived 
a15 having no value other  than t h e  maintenance of a c u l t u r a l  he r i t age  w i l l  
l i k e l y  be abandoned by fu ture  generations f o r  languages whose funct ional  
currency brings g rea te r  rewards. Dressler (1982) poin ts  out  t h a t  once 
speakers begin t o  perceive t h e i r  language as  having diminished p res t ige  and 
value, t h i s  perception is d i f f i c u l t  t o  reverse. There are numerous examples 
of languages which have been subjec t  t o  t h i s  kind of p res t ige  l o s s  w i t h  a 
r e s u l t i n g  diminished use: I r i s h  i n  Ireland (Macnamara, 1970), Welsh i n  Wales 
(Lewis, 1982), and Yiddish i n  Central  and Eastern Europe (Fishman, 1982). 
Similar ly,  there are severa l  cases of language decay and death whch can be 
t raced t o  the  elevat ion of a s i n g l e  language t o  the  status of a na t iona l  
language, e.g., the  decl ine of Creek and Latin i n  the  fourth and f i f t h  
centur ies  (Kahane & W n e ,  1979), the  decreased use of Slsvanian i n  Corinthia 
and Breton i n  France (Brosnahan, 19631, and the  ext inc t ion  of hundreds of 
Amerindian languages i n  North America (Leap, 198 I ) , 

The p o s s i b i l i t y  t h a t  a similar f a t e  might await hundreds of African 
languages is recognized by Bokamba who argues that n i f  Africa is t o  develop 
both as a geographical and c u l t u r a l  reglon i t  must preserve its c u l t u r a l  
her i tage .  And t h i s  cu l tu ra l  her i tage  is i n  its languages...which must 
( the re fo re )  be preserved and enriched, because they are the most e f f e c t i v e  
t o o l s  of personal and nat ional  developmentw (1984, p. 39). H e  goes on t o  note 
t h a t  although very few l i n g u i s t s  and anthropologists  encourage t h e  death of  
languages, . . . *the mul t ip l i c i ty  of African languages makes any r e a l i s t  
welcome suck a development f o r  nat ional  integrat ion p ~ r p o s e s . ~  I t  is within 
t h i s  context that Hahmudts polemic is best  understood. He undoubtedly sees  
himself one of the  *realistsn who feel compelled t o  seek support f o r  a 
viewpoint t h a t  ~ i g h t  well be accepted as w i n t u i t i v e l y N  correc t  by many African 
governments, i.e., t h a t  multil ingual l i t e r a c y  programs a r e  a luxury which 
con t r i e s  seeking t o  promote nat ional  integrat ion cannot afford.  Rather then 
expend resources on such projec ts ,  the o f f i c i a l  language should be taught from 
the  f i r s t  year of school, 

The super io r i ty  of t h i s  uni l ingual  approach, wfiich has gained some 
acceptance among Sudanese educators (see f o r  example Scharrer ,  1983), over a 
aultiPingua1 approach, which makes use of the  c h i l d ' s  mother tongue i n  school,  
has not been demonstrated. There a r e  a number of s tud ies  which show t h a t  
chi ldren can learn  t o  read a second language while learning t o  read t h e i r  own 
(Cohen, et a 1  1970; Bowen, 1968; Lamber t and Tucker, 1972; Halhe-be, 1946; and 
Ramos et  a l ,  1967), thus ca l l ing  i n t o  question t h e  v a l i d i t y  of the  
pronouncement t h a t  a chi ld  should first learn  t o  read and wr i t e  i n  t h e  
language spoken a t  home i f  he is t o  c o m d  any language (UNESCO, 1953). 
However, i n  support of the multil ingual approach i t  should be noted t h a t  the  
excel lent  r e s u l t s  obtained i n  the  aforementioned s tud ies  may be a t t r i b u t e d  i n  
p a r t  t o  socio logica l  s t a t u s  ( the  chi ldren involved came from upper middle and 
middle class homes) and i n  part t o  the  qual i ty  or the  programs (they had 
excel lent  f a c i l i t i e s ,  materials  and highly t rained teachers) .  In  countr ies  
where these conditions a r e  not present,  control led s t u d i e s  have shown tha t  
beginning reading i n  t h e  mother tongue before switching t o  the  na t iona l  
(second) language produces higher l eve l s  of comprehension than s t a r t i n g  
ins t ruc t ion  i n  the l a t t e r  from PI,  e.g., Berrera-Vasquez ( 1953), Burns ( 19681, 
Mondiano ( 1966) ,  Rubin ( 1968) and Valencfa ( 1970a, 1970b). 



Further support f o r  the mult i l ingual  approach can be found In recent  high 
r a t e s  of l i t e r a c y  claimed f o r  the campaigns mounted i n  Ethiopia (Demos, 19841, 
which c i t e  the use of mother tongue l i t e r a c y  as an important f ac to r  i n  
bridging the gap t o  learning t o  read the  na t ional  language, Amharic. 
Similar ly,  one can point t o  the success of mult i l ingual  progzaams i n  the Soviet 
Union where various languages of the  Republics are wed f o r  ins t ruc t ion  with  
Russian being taught as an obligatory subject .  The r e s u l t s ,  i f  they can be 
believed, have been qu i t e  phenomenal--almost 100% l i t e r a c y  within half a 
century. F inal ly  there  is one ra the r  dramatic piece of  evidence which 
suggests t h a t  beginning primary school with the na t ional  language may bring 
about undesirable r e su l t s .  In a de ta i l ed  exminat ion  of the  educational 
po l i c i e s  of  West Africa, Bokaaba (1984) has shown t h a t  the  approach pursued i n  
Francophone Africa where French is emphasized t o  the  exclusion of the  regional  
languages has resul ted  i n  an alarming increase i n  i l l i t e r a c y  over the  pas t  two 
decades. 

Although as we have seen, there is evidence t h a t  both monolingual and 
mult i l ingual  programs can r e s u l t  i n  the attainment of l i t e r a c y  i n  a second 
language, i t  may be t h a t  t h e  former are more e f f e c t i v e  i n  highly developed 
s o c i e t i e s  where there is parental  pressure t o  supply motivation f o r  learning,  
whereas the  latter a r e  more successful  i n  l e s s  developed s o c i e t i e s ,  There 
appear t o  be d e f i n i t e  s i m i l a r i t i e s  i n  terms of s e t t i n g  and working conditions 
between the  Sudanese project  and other  r u r a l  educational programs which have 
achieved a high r a t e  of l i t e r a c y  by beginning reading i n  the na t ive  language, 
most notably Mndiano's Chiapas Mexico projec t ,  Berrera-Vasquezts study of 
Tarascan Indians and Burngs projec t  w i t h  Quechuan Indians. This and the  
recent  progress shown by the mult i l ingual  approach t r i e d  i n  Ethiopia could be 
used t o  argue t h a t  the Southern Regional Ministry has q u i t e  possibly chosen 
the  educational policy which w i l l  prove optimally e f fec t ive  f o r  t h a t  area. 

Advocates of mult i l ingual  education a l s o  claim t h a t  there  are hidden 
motivational advantages t o  beginning Literacy i n  the  mother tongue. Preck 
(1973) and Spolsky (1972), have observed tha t  mother tongue ins t ruc t ion  i n  
minority languages boosts t h e i r  s t a t u s  s ince  i t  implies the  acceptance of 
t h e i r  cul tures .  The r e s u l t ,  they claim, is an increase i n  motivation f o r  the 
chi ldren of these minority language groups t o  become l i t e r a t e .  On one of h i s  
v i s i t s  t o  the  Sudan, Cowan found some anecdotal evidence i n  support of the 
first par t  of t h i s  proposition, While v i s i t i n g  Maridi he had the  opportunity 
t o  observe a reception by the  t r i b a l  elders of the SIL l i n g u i s t  who had been 
assigned t o  work on Baka, a smaller Role B language which is surrounded by a 
la rger  Role A t r i b e ,  the  Zande- Although most of the  discussion was confined 
largely  t o  d e t a i l s  regarding how t h i s  person was t o  be housed, there  were 
repeated references t o  the importance of  h i s  a r r i v a l .  He was viewed almost as 
a l i b e r a t o r  or  redeemer. The IRL language o f f i c e r  shepherding the l l n g u i s t  
through the  ceremony, a Baka, explained the rearon f o r  t h i s  a t t i t u d e  when he 
sa id :  mNow we s h a l l  have a writken language l i k e  the  Zande, and they can no 
longer consider us infer ior ."  I t  is d i f f i c u l t  t o  bel ieve t h a t  the chi ldren  of 
the Baka w i l l  not receive considerable encouragement from t h e i r  parents  t o  
l ea rn  t o  read and wri te  when materials  a r e  eventual ly produced i n  t h e i r  
language. 

The following conservative c ~ n c l u s i o n s  m y  be drawn from t h e  foregoing 
discussion, Although there is no d e f i n i t i v e  proof that learning t o  read i n  
t h e  na t ive  language first makes it easier t o  learn  t o  read a second language, 



there may be benefits in the form of increased motivation to learn nhich 
justify adopting this approach in literacy programs designed for conditions 
like those in rural Southern Sudan. An alternative approach, that of not 
using indigenous languages but instead beginning instruction in national 
language at PI, may not necessarily prove more efficient since it will not 
motivate children to lewn to the same degree as the former scheme. Both of 
these approaches will be equally impeded by factors existing in developing 
countries such as poorly trained teachers, poor materials and socio-economic 
conflicts that interrupt the continuity of education. A reasonably long time 
frame--at least a decade--will be required to evaluate whether the 
multilingual approach has a reasonable chance of succeeding. Termination of 
funding for this project by USAID deprived that agency of a unique test case 
uhich could have been held up as a standard by which the vblue of future 
endeavors of this sort could be judged. 

There can be little doubt that the Southern Sudanese literacy project has 
been viewed quite differently by the central government in Khartoum than by 
the Southern Regional Government, and that considerable significance has been 
attached to it by both parties over the past decade. The reason uhy this 
project is seen as having serious consequences for the promotion of national 
unity lnay best be understood by viewing it within the context of the framework 
of language policy decisions proposed by Fishman (1971). He noted that the 
factors affecting the choice of language policy made by developing countries 
could be conveniently divided into three types. Type A decisions are dictated 
by a general consensus among the Teading circlest1 or nelitew that no 
"indigenous Great Traditionw existed which the majority of the population 
might draw upon to assist in promoting national cohesion. In such cases, 
Fishman suggested the language policy chosen by a nation is generally a 
language of wider communication or international language, which is frequently 
the language of a former colonial master. Type B decisions, on the other 
hand, are based on the recognition of the existence of a "Great Traditionn 
which is "available to provide $he indigenized and sy~bolically elaborated 
lans, customs, literature...identity appropriate for nationwide 
identification." This wrception leads to the choice of an indigenous or 
indigenized language. Type C decisions are characterized by what Fishman 
refers to as a nconflicting or competing multiplicity of great traditions," 
none of uhich dominate. Since each of the traditions is nnumerically, 
economically and ideologically strong enough to support large-scale 
sociocultural and political-operalianal integrationw their co-occurence within 
a nation can result in considerable tension. To reduce this, a compromise 
choice is made whereby a language of wider communication is typically adopted 
as the national language and multilingualism in the form of selected 
indigenous languages serves the regional traditions. 

Quite a number of African nations can be viewed as having made language 
policy decisions which fit Fishman's typology. Many of the Francopnone West 
African countries could be considered Type A nations, and Tanzania, Somalia 
and Ethiopia could be classified as Type B decision countries, although, as 
Bokamba (1984) has pointed out, Tanzania and Ethiopia might be viewed as Type 
C nations from a cultural and a linguistic perspective, since cther major 
languages and cultures have been subsumed under the present language policies 
sf these two countries, each of uhich has favored a local language, i.e., 
Swahili in Tanzania and Amharic in Ethiopia. Nigeria is a reasonably good 
example of a Type C country. The language of wider communication, English, is 



the national language whereas indigenous languages -- Hausa in the North, 
Yoruba in the West and Igbo in the East -- were permitted to serve some 
educational and governmental functions in the various regions from the moment 
independence was obtained. 

Sudan represents a unique case which does not fall neatly into any of 
Fishman's categories. The history of this country is one which saw many 
different colonial rulers, Turks, Egyptians, Belgians and English. By the 
tine the British finally departed in 1955 the ethnolinguistic lines were drawn 
between the Northern Arabic-speaking population and the Southern Region where 
English, due to Christian missionary activities, and vernacular languages were 
used. The civil war which erupted in 1955 was in part caused by the 
Southernersf fear that they xould be subjected to the cultural and linguistic 
preferences of the North. The language policy proposed 17 years later to 
terminate the hostilities, whereby Arabic was declared the national language, 
English the nprincipaln language of the Southern Region and limited education 
was permitted in vernacular languages, was a compromise xhich might have, if 
allowed to develop, brought the two regions into something like a reasonable 
working relationship. Unfortunately, the perception in the South has been, 
and apparently continues to be, that the central government in Khartoum is 
unsympathetic, if not opposed, to the Local Languages Literacy Project. This 
perception, which is based on administration difficulties the South has 
encountered in obtaining and releasing funds for the project as well as 
attitudes expressed by educators and government officials in Khartoum, has 
only deepened the suspicion of Southern educators that the fears they had 
harbored about Northern intentions wepe justified. Vernacular eduction is 
only one of a number of issues which has been a source of continued tenslon 
between the North and South, but it has been a significant one and serves to 
illustrate clearly how politics and language policy are often inextricably 
interwoven in developing countries. 

In retrospect the lessons to be learned from examining the evolution of the 
Local Languages Literacy Project have as much to do with the result of 
language policy decisions as they do with the variables which affect the 
potential for the success of multilingual educational policies. Sudanese 
experience underscores the fact that language policy decisions intimately 
shape the attitudes and beliefs of linguistically diverse populations enclosed 
by arbitrarily defined borders, Failure to recognize the need for a language 
poiicy which will be reasonably acceptable by diverse linguistic groups will 
ultimately increase suspicions and aggravate imagined slights, thereby making 
the achievement of national cohesion even more difficult. Only when 
government both realizes the impact such policy decisions can have and is 
willing to address the problems created by these decisions can progress be 
made in circumstances like those presently found in Sudan. 



6.0 POSTSCRIPT -- 

Detailed p lans  are seldom implemented i n  Southern Sudan without 
cons iderable  modification. This  has  c e r t a i n l y  been the  experience of t h e  
l o c a l  languages l i t e r a c y  projec t .  The e a r l y  plans proved t o  be much too 
o p t i m i s t i c ,  but  without optimism t h e r e  is no hope f o r  the  education system i n  
Southern Sudan. 

Up t o  May 1983, the p r o j e c t  w a s  still progressing bas ica l ly  according t o  
t h e  o r i g i n a l  p lans ,  a l b e i t  a t  a much slower pace than o r i g i n a l l y  expected. 
The o r i g i n a l  t imetable  w a s  revised  and a slower pace was accepted. This  
appears  t o  be t h e  s i t u a t i o n  i n  the  g r e a t  majori ty o f  p ro jec t s  i n  t h e  region. 
Progress according t o  schedule presupposes a state of  development not  y e t  
reached i n  Sudan. 

Primers had been wr i t t en  i n  seven of  t h e  Role A languages and teachers  had 
been t r a ined  t o  use them, An accura te  record of schools  and pupi ls  using t h e  
books is not  poss ib le ,  but  t h e  number was increasing s t e a d i l y  and mcre 
teachers  were t ra ined  i n  t h e  e a r l y  months of  1983 f o r  the  new school year .  

For the  two remaining Role A languages, an SIL l i n g u i s t  was car ry ing ou t  
research  i n  one ( S h i l l u k )  and a team was expected t o  work i n  the  o ther  (Moru), 
within twelve months. One o r  two Role B languages were being considered as 
p o s s i b i l i t i e s  f o r  jo in ing with Shilhuk and H Q ~ U  t o  make up a t h i r d  cycle  of 
language projec ts .  

An SIL team was working on preparing Arabic t r a n s i t i o n  mate r i a l s  i n  
cooperation with members of the  IRL s t a f f .  These mater ia ls  were t o  be t e s t e d  
i n  schools  beginning i n  t h e  1984 school  year.  An SIL member was expected i n  
1984 t o  take up work on the  English t r a n s 1  t i o n  materials .  

Revisions were being undertaken o f  the  Cycle One primers and i t  was 
expected that these would be completed together  with supplementary materials 
before the end of  1983 ready f o r  the 1984 school  year. 

Plans exis ted  f o r  cooperating with the  Curriculum Development Center In 
preparing textbooks i n  t h e  vernaculars  f o r  a r i thmet ic ,  sc ience  and r e l i g i o n ,  
I t  was expected t h a t  teams would commence t r a n s l a t i n g  the  textbooks i n t o  Role 
A languages toward t h e  end of  1983. 

A l l  these plans and most of the  a c t i v i t i e s  of the  I n s t i t u t e  of Regional 
Languages and t h e  l o c a l  languages l i t e r a c y  p ro jec t  have, however, been placed 
i n  jeopardy by recen t  p o l i t i c a l  events .  In Hay 1983, the  Southern Regional 
government was dissolved and replaced by th ree  new regions--Equatoria, Bahr e l  
Ghazal and Upper Nile, each w i t h  its own government. This decis ion  threw the  
government adminis t ra t ion  of  the  South i n t o  chaos, and it is still not  c i e a r  
whether t h e  I n s t i t u t e  f o r  Regional Languages w i l l  survive,  and i f  s o  i n  what 
form. 



Rebel a c t i v i t y  has aLso incpeased t o  the point where a l l  the  a c t i v i t i e s  
connected with t h e  projec t  i n  the  Upper Nile and B%hr e l  Ghazal reqions have 
e f f e c t i v e l y  ceased. How soon they can be resumed is uncertain. 

In general then, u n t i l  there is grea te r  p o l i t i c a l  s t a b i l i t y  i n  the  South, 
the I n s t i t u t e  of Regional Languages and &he l o c a l  languages l i t e r a c y  projec t  
are not ab le  t o  function normally- I t  is t o  be hoped that t h i s  state of 
affairs w i l l  soon change and that the projec t  w i l l  be a b l e  t o  continue. As 
t h i s  proves possible ,  the  lessons learned i n  the  first years  o f  t h e  projec t  
should s t rengthes  its fu tu re  developaent and its impact i n  the  schools of  
Southern Sudan. 

John Hollman and John Bendor-Samuel 
Summmer I n s t i t u t e  of Linguis t ics  
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Bungaya 

Bungaya 

Tindo 

Appendix 3~(cont'd) 

kiy a 

na lamba. 



Appendix 33 

7 

nete sene . - tene 



Appendix 3C 

ka kitito 

i 

kitito 

I 

Nakoco ka kitito. 

kitito- . 

ka kitito 

Nakoco ka kitito. 

Bungaya ka si se. 

I - Nakoco ka kitito. I 
Nakoco ku kitito. 

w 
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se 

nete 

sene 

tene 

kigbi 

gbata 

Nakoca ka kitito. 

Nakoco ku kitito. 
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New %4rma6 for Letter Drills Proposed by Joycelpa Clavinger 



IKrtctions for Writing Context Clues Drills 

1. 01ank.s shculd be near the ex? of the sentence, 
. .. 

2. Theword you leave out of the tmtcncc can be m y  tyw cf mrd: 
nmn, verbB adjective, functor, etc. . . 

3. The 3 word 'c~hich you wri te  5elm the sentence should 542 Cfffrrzat 
Kin& of words: nouns, adj. functor, verb, ctc. .- 

kssors  26-50 . 

a. I h e  blank -3 now be in the d d d l e  of the sentence as vell as 
at the and of the senrence. 

2. The word p u  lezve out of tL+ senttnee csa be asy :-fie of w ~ r d . .  . 

3. me 3 vathi& yoc vri:c beLa  the sentence should ire the s a x  
kind of *vords with only me of then b d r g  t3e correcr word, 

Lesson 51- 

1. The bleak may be a m  place in the sentence: begiming, miCdle, . 

- ea3. 
. .  . . . 

2. Thc word you Zeave out can be say type af word. 

3. me 3 ~ r d s  wbfch you v r i t e  below the ssnteact shoald look vev E U C ~  
- 

alike. - 
. Directloas for Teaching Coaterc Clrrcs 

. Have the pupils epen thtir books t o  correct page. 

2. Point au: tbt a word is mirsfng in each sf the 'scnte3crs. 

- 
3. ' &k the p - q i l s  t o  read silenrly the 1st sentence and the vords under 

the sexttrrxe, and to choose the best word t b t  c ~ ~ ~ i e t e s  the seneerrce. 

4. Ask the pupils word is =he best  word to coapla:o . . the sentznce. 
. . 

5 &k the p u p i i ~  t o  read s i l e n t l y  the 2nC sentence and the words ~ n & ~ c a t h ,  
and ch9ose the best %or% thar comleres the senecsce. 

6. Ask the pup i l s  which ward is th+ &st wrC to s u m p l e t e  the sentence. 

7. C o t t i ~ u r  read each sentence and the vords under the sentence u n t i l  a l l  the . senttnces have .been read m d  the b e s t  word chaser, for eiich sectcltce. 



Proposed rwdificacicn of Gudschdnsky method functor ddlls, e s p e c i a l l y  for 
functors vich illru:rata5ie ;sages. Data fmo i l r rxh .  - I 

by Rick 3 r o ~  
. .  

Ihrfll 1 

pfcture of &kg L' 1% nl. )I W k o  is vklkisg.' 
bop valking is w?tkLng 

12kto* walk 

Qmment.s on drill 1: Tie .pupi l s  are told that the sentence describes * p . t  
a is happelring i n  t5e pfc ixre .  ~ n e y  are instmeted t o  Lock at the picrurc 

and then try to read tSa first Use. The picture should h c l p  them to  attack 
or guess a t  a and ni. They should alzestiy k m w  er.6 1'3x5. Thr :eacber 
can then read the se3tence t s  them correctly 2nd poict out t3 the5 the. 3e-s 
functors. Lin+s two end three eoul2 be oqtianal, as could she underlfeiq or 
circling of the new functor (s), bct one or the other shaulC grobably be used, 
if not both. me letters of *a n w  functors may or iziy nor be known tc tSe 
pupi ls .  Ths priiaaxy lslodificstfan is that an illustrstion is stip?iied t 3  pro- 
oide - c h e s  to the pupils to h d p  t5em to read the seatence tcfcre it is read . 

to  them by the teacher. By beginning with the meaning, the d d l l  ezzcourages 
-the pupils co decade rather thatn recode the-words of thz sentence. 

Drill 2 

pictuzc of 
bop walking, 
continued 

picture of 
boy 
ehelling 
grornrd-our s 

'wzlk,%c-walked ' 
'&-is v a l k i ~ g  ' 

$ t i  PZw6 & 'Be-is still w a i r a g .  t 

1 'ae-shelled gzo~~~d-nuts .  
' H e - i s  shel l ing ground-nuts . 1 

'Be-is s h d l i a ~  rnez < I T - f i d  W Y ~ .  
' Y e i s  s t i i l  shellf ag theen l . 

Cmm&its on d r i l l :  2: This -dSll cotsld be opttonal. When csed, %",odd be - 
--re of a traasformatioa drill, enanzing mot forms into other foiW, sr a: l e s  
e&h3 the knocm into the tmlovn. =?is could include the addifion of mrphemes 

::kg .-COUZSC.   he purposes oi LWS dri l l  wadd continw to f udcar; chmkirrg' end fcct: 
en e-bf t5ng the f*s.ction of the new fcnetors, but in a d e t i  on co st i is ,  the 
various fuwtfons of a siagle f rmctor could be aemnstrated, rcatcxzually tz iggc 
or>rphophcaemic changes ( transf orsitlons) cecld be exerzlLPied, and p i c  t u r ~ s  coul 
bssist- the p-i 1s t o  decad2, IL' :he ?zesh imperf etf  verb ?hrzses, nL f s reqairt 

- to  mark the end of the verb 3hrass if therc i s  na =rked direct cbjcct o r  &rerS 
in that positicsl (she inanizace ciirett object is a zera =-heme.) ~~~ d 
occurs quite expecredly after ar fxransi t ive  verb l i k e  l o w c    bath^' in an in- - perfect verb phrase. LC ~ C C C ~ Y E  %hen w z e p  is repIaced b y  a pronoun d # 'it'. 
The coatextually semitfve r9orphot.ord.c t trtrrgt? of 20 before ta is practiced 





Step One: t i .c  items taught i n  Zessoo. s h c e  the last 

s madew Iesscms: bteezsr Rmerrors 
a . -tent wr& 

Step Twx Identify subacitutabt words. 
B e l l s t  che words above (Product of S t e p  One) 
aceording t o  scmancic and/or a p t a c t i c  

Stap Three: Identify wrdr which a m  pairs or homoayms. 
a+ bi ga bi 

ba b .  fi 

: In early lessons there not be any d d  
pairs to contrast. 

LU Ianguzges have amosyllibic w r d s  
for cantrastive purposes. A single 
rgllable pug never have meaning alcme. 
If guch pairs do nGt exist, then it is 
p#stionabla why r reader should be asked 
tc leaza the contrrst e anyway. 

Step Sour: Select vZrSch uords for redew ( l i s ted under 
Steps OUe thtough Three) need focus. These . . 
r o d  rrbodd Dppepr in the s~bst imtion s l o t  
of thc sentanear accuqamping +he pictures. 

. A 

Suggested guideline for s d e c t b n  priorit ies  
wdd be 

9. Functors 
2. Graphically similar vor& 
3. Less co;smwm contentives . 

Step PIVL: U r i ~ .  sentence p d n  tn which the secand sentence subsriEutes , or more vords wed in thc first. 

The sentence pairs should substitute 
. . 

1. graphically s id lar  vords 
2. tunctors 'if the difference is pictuxable) 
3, wrds which are borh graphically and semantically 

dissimilar. 

(cont 'd . )  

t 



Appendix 31 (cont'ci.) 

. 
Step Sh: If desirable and possible, order the  sentence pairs %a o 

logtcal order. 
8.8. Dabira buys a mat In one picture. 

Zn a later sentence pair Dabira thzeus the 
apat Pkeo the heuse. 

ona says ;hot the picture says?81 
NB: The' lesson plans must require each pupil to read both 

aeatences, so that vords in the 'fwroag" sentence are afso 

Froblens w i t h  the lesson type: a, Minimal pairs may fill different synracde 
posItLons. 

b. Functor differences may mt be gictotrable. 
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Zande L i t e racy  Test  

Nonsense Syl lables ga, ma, ra, b i ,  w, gu, r a ,  ma, m i ,  ba, ga, bB' 

Known Words -- 
kporo 'house 

nzengu 'rnarket/guinsa fowl 

g i  t a  'hoe' 
abapu ' beans ' 
i r a  'mat' 

Unknown Words 

m e ~ e  'goat' 

gama ' g i ve away ' 
ora 'run' 

onga ' breath ' 
UgU 'd ry '  

Reading Comprehension , 

Passage 

Nako a n du ku Bako YO 9 

(narrre) past go t o  (name) there 

nzengu yo ku ngbe abapu na 

market there t o  buy beans and 

ngbe abapu na boko , k i 

then buy beans and pumpkin then 

H; i ad !la n i  , i 

nvuga 'monkey' 

bagi 'sold' 
bundu 'gun' 
suma ' f i s h  ne t '  

b i b i r i  'b lack '  

ig8 ' 'hide' 

ti t a  ' grandfather/motherl 

nzeme ' f a t '  

hri 'frog' 

bagara 'cow' 

i k i  ndu na Bako 

they then go with (name) 

bo ko . I a ndu 

pumpkin They past go 

re turn t o  house there. 

a b i  mama. 11 

When they progressive returrp (when) they past see leopard It 

ad rf ango. H i i  i a b i mama n i  , i 

progressive eat dog When they past see leopard when they 

a oro be ru. H6 i ad ora ni,  abapu a 

past run f r o m  i t When they progressive run when beans past 

~a be Na k~ na t o  ko a ti be Sako. I k i  

pour f r o m  (name) and pumpkin past fa11 from (name) They then 

om ku kporo yo. 

run t o  house there 
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'Nako went t o  Bako's place,  t h e n  they both went t o  the market t o  buy beans and 
pumpkin. They went and bought some beans and  pumpkin and then returned home. On 

t h e i r  way (as  they were re turning)  they saw a leopard eat'l'ng a dog. As soon as they 

saw the 1 eopard, they ran f rom i t .  As they were running away, Kako dropped the  beans 

and Bako 1 e t  go of the pumpkin. They ran (a1 1 the way) home. ' 

Comprehension questions 

1. A da na a ndu nzengu yo? 

p i .  who r e .  past  go market there 
'Who went t o  t h e  market?' 

2. G i n i  i a ndu ka manga ha nzengu yo? 

What they pa s t  go i n o r d e r  t o  do i t  market t he r e  
'What d id  they go t o  d~ i n  the  market?" 

3. 1 a ndu ku wari fuo ngbe yo ahe nzengu 

They p a s t  go i n  o rder  t o  where a f t e r  buy t h e i r  things market 

'Where d id  they go after making t h e i r  purchases a t  the market?' 

G i  ni he i a b i h5 D ad ga n i  ? 

Whst th ing they pas t  see when they prog. return when 

'What d i d  they see as they were returning? ' 

5. G i n i  hS mama ad r i he? 
What th ing  leopard prog. e a t  i t  

'What was t h e  leopard ea t ing? '  

6. Tipagine i a om t i n i  be mama? 

m y  they pas t  r u n  why f r o m  leopard 
'Why did  they r u n  fm t h e  leopard? ' 

7. G i n i  pai i a &ngi he na agu ah2 

What th ing they past do i t  w i t h  those U l i n g  

i a ngbe he nzengu yo? 

they pa s t  buy then market there  

'What did they do w i t h  the  things they bought a t  t h e  market?' 

yo? 

there 
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Nuer Literacy Test: Primary 1 and Beginning Primary 2 

1. Nonsense Syllables 92, k;, 19, ga, ka, l a  

2. Known Words .- - 
l a k  

l a t h  

gat 
g33 k 

3. Unknown Words 

thak 

' t o  wash ' 
' t o  put '  

' compound, fence, chi 1 d ' 
' c h i l d '  

' baboon ' 

'steer '  

' f l oa t ing  free, blowing i n  
the wind' 

' hyena ' 
' t o  clean a barn' 

' person ' 

Readi nq Comprehension 

mc 

tha l  
bat 

b i  th 

joc 

w i  c 

bak 

m i  - 
ben - 
cak 

Passage 

Man DEE9 CE wa  rey kal. Gat 

' t o  give a g i f t '  

' t o  cook, beil '  
' t o  roast '  

' f i sh ing  spear' 

' t o  chase' 

' v i l l a g e '  

' t o  s p l i t  open' 

'food, t o  eat intrans.' 

' t o  come' 
'mi lk '  

Man D& 
Mother o f  DiZq she/past go i n t o  compound. Chi ld (o f )  Mother of D'Eq 

a thin.  - h k r n ~  33k c i  k~ wa t h i n  - ba. Man DiEq 
i s  present. (name) and (name) they/past go there also. Mother o f  DEE9 

CE k q  kam - bi th .  C i  kc w a  may y i  eer kc 

she/past (name) give f i sh ing  spear. ?Rey/past go . f i sh ing  ( i n )  r i v e r  wi th  

b i t h .  3 j k  ce rec nak. C i  ke j e  bul. C i  De9 

f ishing spear. (Name) he/past f i s h  k i l l .  Theylpast i t  roast. He/past (name) 

wc nak b3. C i  ke rec DCEq nao. C i  ke wa kaka . 
f i s h  k i l l  also. They/past f i s h  (of )  D - 6  take. They/past go ( to )  f i e l d ,  

- G a k  a r&Y kaks . 3ak ce 933 k joc kaka kc 

baboon i s  i n  f i e 1  d. (Name) he/past baboon chage (from) f i e l d  wi th  

t h  E E o .  C i  ke r i ~  wic ke rec. 
spear (of)Dw6Er). Theylpast run v i l l age  w i th  f ish.  

(cont 'd . )  

1 ? .4  
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'Deq's m t h e r  went i n t o  the compound. Her c h i l d  was there. D E ~  and Jsk a lso  

went i n t o  the compound. DEQ'S mother gave Dee) a f ish ing spear. They (Deq and J3k) 

went f i s h i n g  w i t h  the spear. J3k k i l l e d  a f i s h  (with i t )  and they roasted it .  Then 

Ceq k i l l e d  a f i s h  too. They took DEQ'S f i s h  and went i n t o  the f i e l d .  There was a 

monkey (a baboon) i n  the f i e l d .  J3k chased the monkey f r o m  the f i e l d  w i th  k q ' s  

spear. Then they ran t o  the v i l l a g e  w i th  the  f ish. '  

Comprehension Questions 

1. KEC nhiam Dcr] ken€ J3k cikc w a  n i  ? 

a t  f i r s t  (name) and (name) they/past go where 
'Where d id  D E ~  and Jak go f i r s t .  (Answer: i n t o  the compound) 

qa t e  t h i n  - rey ka l? 

It was who was present i n  compound 

'Uho was i n  the compound?' 

3. Cike QU Ie1 ke rec J3a k? 

they/past what do w i th  f i s h  (o f )  33k 

'What d id  they do w i th  J ~ k ' s  f i sh? '  

9. 3k flu 1 ~1 ke tec E E q ?  

They/past what do w i th  f i s h  of DE~J 
'What d i d  they do w i th  D ~ q ' s  f i sh? '  

' 5. Cike Q U 1e1 r e y  kaka? 

They/past what do i n  f i e l d  

'What d id  they do i n  the f i e l d ?  

1 6. e rlu l a t  - k ~ n  E D? 

I t i s  why do they i t  why 
'Why d id  they do it?' 

7. E r)u caa rec E E q  naq w i  c j? 

It i s  why passive f i s h  o f  DEQ br ing v i l lage  why 

'Why d id  they b r ing  D q ' s  f i s h  t o  the vi l lage?" 

'Why was k q ' s  f i s h  brought t o  the v i l lage? '  
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Nuer Literacy Test: Intermediate Primary 2 

1. Known Words -- 
cak 'mi lk '  crn~ ' t h i s '  ~ ka p ' t o  catch ' ge t h  ' t o  clean a barn' 

gaatke ' chi  1 dren/thei r ' ji t h  ' s corpi on ' 
1 uak ' barn' guW 'guinea fowl ' 
b i  t h  ' f i sh ing  spear' dcl E 'sheep/his ' 

~ 2. Unknown Words 

laak ' t o  graze' k a k d ~  ' f i e l d / h i s S  

c i  k ' t o  s k i r t  a grass hut '  mandi en 'mother/thei r ' 
guc k ' f rog '  lek 'kind o f  f i s h '  

cuk ' drinking aourd f o r  men' 1 uek ' b a i t '  

g t m k  'argue' guath ' t o  p u l l  out' 

3. Readi nq Comprebens i on 

Passaqe 

Dc 0 ken& Jak ke gaat Man DZq. DEQ CE 3ak 

(Name) and (name) are chi ldren o f  mother o f  DXq. (Name) he/past (name) 

kam - c i  bat. Ja k ce c i  ba t  moc ke luek. Jak C E  

give/lend f i s h  hook. (Name) helpast f i s h  hook give t o  frog. (#ane) hehas. 

rec kSp kc cibat, h CE rec k s p  ba'. Cike ke 
f i s h  catch w i th  f i s h  hook. (Name) he/past f i s h  catch also. They/past them 

nak kc b i t h  D E Q .  C i  kc rec Jaak bul. Ciks 
k i l l  w i th  f.isish:ng spear (o f )  (name). They/past f i s h  (o f )  (name) roast. Theylpast 

wS wic. 33 k ce c iba t  1 ath rey kal. C i  ke rec 
go v i l lage.  (Name) he/past f i shhook put i n  conpound. They/pas t f i s h  

D0iErl kam - Man E E g .  C i  Man EEq E tha l  . 
(of) (name) give mother of O E ~ .  Shehast mother of DEI, i t  bo i  1. 

De9 kene Jak c i  kc del naq 1 uaak. e del 

(Name) and (name) theyjpast sheep take ( to)  barn. It i s  sheep 

Van DEEQ ken€ gaatk~.  Derj ken€ J3k c i  ke wB r ~ y  

(of) mother of DEQ and chi ldren/her. (Name) and (name) theylpas t go i n  

1 kal mandi en. 

compound (of )  the i r  mother. 
{coat 'd . )  

P - 
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~ ' D E ~  and J3k are Man D E ~ Q ' s  children. D E ~  gave J3k a f i s h  hook and he b a i t e d  

i t  w i th  a frog. ,I& caught a f ish w i t h  the f i s h  hook and DEQ a l so  caught one. 

They k i l l e d  them w i t k  Deq's f ish ing spear. Then they roasted Jak's f i s h  and after- 

wards returned t o  the v i l l age .  J3k put  the f i s h  nook back i n  the compound. They 

gave D ~ q ' s  f i sh  t o  Man D F E ~  and she cooked it. 

DEQ and J3k took a sheep t o  the barn. The sheep belongs t o  t kn  l 3 ~ q  and her 

chi ldren.  DEQ r'od b k  then returned t o  t h e i r  mother's compound (having safely 

secured the sheep i n  the barn). ' 

Comprehensi on Ques ti ons 

1. E r)u m i  c i h k  E l a t h  kg c iba t?  

It was what r e f .  hefpast (name) i t  put on f i s h  h2ok 

'What d i d  J& b a i t  h i s  f i s h  hook w i th? '  

2, Caa . rec nak k e qu? 

Passive f i s h  kt11 wi th  what 

'What were the f i s h  killed with?' 

3, Cike gu f a 1  k E rec Jaak ? 

Tineyipi. what do w i th  f i s h  (0f)Jak 

'What d id  they do w i th  hk's  f ish?'  

4. C i k ~  qu 1&1 ke rec DEEq? 
Theyfpl. what do w i t h  f i s h  o f  kr) 

'What d i d  they do w i t h  DEQ'S f i sh? '  

5. e QU m i  kam - ken res  MF- ~ E E Q ?  

It i s  what re1 . give they/pl. f i s h  mothedof: krf 

'Why d i d  they g ive the Fish to Man Dee~?'  

6, e r)u mi cu ken Z: n a ~  1 uaak ? 

It i s  what 1 .  narr. they/pl. i t  take ( t o )  barn 

'What d i d  they take t o  the barn?' 

7. h n  DEE9 E QU d i m ?  

Mother o f  D E ~ )  she i s  what thei  r 

'Man E r )  i s  t h e i r  what (what re la t ionsh ip)? '  
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Nusr Li t e r acy  Test: Advanced Primary 2 

' papers ' 
' boys ' 
' fa ther (s ) / the i r '  
"ery ' 
'he is looking a t /  
checking UP on' 

1. Known Words -- 
warega kni  ri eyde 'canoe/his ' 

waath 'kind of reed/ 
ri ver access ' 

d u z r  'thing' 
1 acdi en ' heart/thei r ' 
c31 ' N i  1 e perch' . 

Unknown Words - 
'morning'  Kuanyl ual thaan - ' place name' 

T w p u ~ t  'place name' 
Waa kaw 'place name' 
Wunki P 'place name' 
c i  eq 'home/to l ive '  

3. Peadi ng C~mprehensi on 

runwaq 
tuytuy 
jiok 
kor 
thiaq - 

'water hyacinth ' 
' t o  SZY'  

' stream' 
' t o  f i l l '  

Mee dan tee  dhos - 1 m i  

Senetime ago there was boy re1 . called (name) @Y t h a t  

t e dhaarier: k'd Tarpu~t .  Mee caa duel gorka Kuanyl ual thagn 
is p e s e n t  h ~ m / t h e i r  atvil1agename.blhenpassive school place nag2 

i zp k3 nuirk3 a, CUE ben - r ~ ~ k  ke $0 be wa dueel gark2. tl..... 

open a t  place name he/nan. come town i n  order to  he fut .  go school. 

3cn cua je n b k  e ku3Sr dugelgsrka, k% kc kuiy 

He pass. nan. h im accept by head (of) school b u t  - f o r  sake o f  

dueel b a c a  t h i l  E gum-th m i  CE jek. Cue 

house of sleeping there was no place re1 . (which) he/past f i n d .  Helnarr. 

return home/t)reir a t  place name. 

Cue j e  1 - a r  guan - en yoti raa nhak chelgorkX k a  

He/narr. i t  t e l l  t o  h i s  fa ther  that  passive acceot school b u t  

thi&l& gua -A a t h  b3ca  ke kuiyde. Cu 9 ua~n e 

there was no place of sleeping f o r  sakeh i s .  Narrative father/his him 

j i 8 k ,  "Ji - n b i  t e  cieo wanme. T h i l ~  mi 

say, You you/fut, be present home here. There is nothing which 
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b i l a t .  - B i d u ~ d u  a 1 ua t h  k~ runwaqni 

you/fut .  do/work. You/fut. belonqing/your hab. g e t t i ng  o f f  ear ly  i n  mornjngs 

diaa l  , wi i dueel garka ka kuanyl ual thaan. - " 
a l l  you fut. 

90 
s ch001 a t  place name 

pres . 
KE kuiy e l a  Ruat a j i m  ka Torpua t 

For sake t h a t  habi t .  asp.(name) habitual aspect leave from place name 

ke runwaq ka bee Waak~w ben - qok. 

a t  morning and he/ fu t .  name of a stream tome cut/cross.  

Mee c i  n h i  aal  ku t u s k  dEm, ci ko r Efaak~w thiaq .  - 
When asp. r a i n  begins f a l l ,  asp. pas t  streatn name of stream f i l l  

t4ee /ken Ruat r i e y  jek, ke y66 c dhool - m i  p d  

When he Reg. pas t  (name) canoe f ind ,  because he boy re1 . who clever  

elar),  b~ tuy tuy do?, be bokni k ~ n ~  bieeyni ke 

very he/fut.  water hyacinths gather ,  he/wilt books and s lo thes /p l .  t h e n  

l a t h  wic - ~ Y W Y  BE: ben - 
put  on head o f  water hyacinth. He/fut. come 

tuy t uy . 3cn /CE duel gorka 

water  hyacinth. He neg. pres. school 

guaathni - be COP ke jsak. 

t imes he/fut.  a r r i v e  late. 

Yee ci kuaar duCelgark3 j e  

When asp, pas t  ch ie f  ( o f )  school h i m  

ke j ~ a k ,  cue j~ lar i e nan - 
l a t e  Re/narr, i t  say t ha t  i s  f a r  

kuaar wlc - de car kg CUE 

k u i c  k e t ~ ,  y d e  

across swimni ng pres . pushing 

pal.  K8 thaarl - 
miss/be absent. B u t  some 

th iec  k c  m l a  bee 

ask why habitual come 

dhaara ka Tarpw t. Cu 
hme/my a t  place name. He/narr 

R u ~ t  moc guaath - b 3 c S  

chief  head/his t h i n k  and he/narrat ive pas t  (name) give place of  s leepin  

dueelgarkki ke y6S t h i l e  ram m i  mar k E rcek. 

( a t )  school because there i s  no pewon re1 . .who re la ted  h i m  ( a t )  the town. 

/Ken Ru3 t 1 e 1 uoe dhaari en, CUE l ~ i  g u g  
He/neg. past (name) again return home/thei r, he/narr. p a s t  to1 d father/h 

1 iir ce guaa - t h  t ~ c a  - jek dueel garka. Ki cu g u a ~  

message he/past place of  .sleeping f ind ( a t )  school. And helnarr. father/ 
(cont'd.) , , X  



a p p a l u r x  v w  [conr a.) 14 0 

I x d e  ~ E E  t h  1 ke yo6 c i  gatde guaath - jek. 

hear t fh is  fa1 1 /happy very because he/psst chi  ld /h is  place find. 

'Once there was a boy ca l led  R u ~ t  who l i v e d  i n  the v i l l a g e  o f  T3 rpu~ t .  When 

the (boarding) school Kuanylualthu=ran - opened up a t  Wunkir, he went there t o  enrol l .  

He was accepted a t  the schoui by the headmaster but unfortunately there were no 

more beds i n  the dormitory l e f t .  So R u ~ t  went back t o  Ta rpu~ t .  

He t o l d  h i s  father tha t  he had been accepted a t  the schoolabut tha t  there 

were no boarding spaces available. His fa ther  then said t o  him, "You w i l l  stay 

here a t  home, bu t  you won't do any work. Every day you w i l l  get up ear ly  and go 

t o  the school a t  Kyanyl ual thusin. - " 

So every day Rust l e f t  Tarpust very ear ly  bn the morning and crossed t-laaksw 
creek. However, when the rains becan t o  fal1,the !#a~ajksw began t o  r i s e  ( t o  a 

height which was t o  deep t o  fo rd  on foot ) .  When Rust couldn't  f i n d  a canoe t o  

cross the  stream wi th  , he, being a c lever fellow, would put h i s  books on a th ick 

pad cf water hyacinth and swim across pushing the hyacinth ahead o f  him. He never 

missed a day a t  school, but  he sometimes ar r i ved  la te.  

When the headmaster asked him why he of ten came l a t e  t o  school , h a t  said, 

"Becaus? my home a t  T 3 p u ~ t  i s  very f a r  from here." Then the headmaster decided 

t o  g ive Ruat a place t o  sleep a t  the school because there was no one related t o  

him i n  town who might put him up. 

R u ~ t  d idn ' t  go back t o  h i s  house, ra ther  he sent h i s  father a message saying 

t h a t  he had found a place t o  stay a t  the school. His father was very happy t o  

hear t ha t  h i s  son had found a place t o  stay.' 

Comprehensi on &s ti ons .-- 

1. Rust t e  clh~arien wini  t h?  

'Were dozs Rust l i v e ? '  

2. E ou m i  l a  rick R u ~ t ?  

'What i s  t roubl ing R u ~ t ? '  

3. E QU m i  caar guan - Rut e ke kuiy wa' gatde dueelg~rkZ? 

'How does Ruat's father feel  about h i s  son's (ch i ld 's)  going t o  school?' 

4. c guaath - i t k  rcy runna m i  l a  Ruat a ba ka T ~ r p u ~ t ?  

'What season o f  the year ds P t  when R u ~ t  was ( i s )  coming from Tarpuat?' 

5. La Ruat y i e r  a 9uok i d i ?  

'How d i d  Ruat emss (habi tua l ly )  the r i ve r? '  

6. e qu m i  mc ke h a t  guaath b ~ c 3  e kuaar? -- 
'Why - was - RuA given a place t o  sleep by the headmaster?' (Answer: because he 
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Frequency Count o f  Words and Grammatical Morphemes 
in Lessons 1-1 5 in Zande Book 2 

Nouns 

Dabira 

I n ie  

Naguru  

nzengu 

baga 

a t  io  

kporo  

abapu 

bzgibag i 

i r a  

Male name 

Female name 

Female name 

market 

basket 

f i sh  

house, home 

beans 

something for  
sale 

woven mat 

. boko pumpkin 

gi ta hoe 

ba father 

mama leopard 

nvugs monkey 

Pronouns 

ri shelher 

k o  he/ him 

i they 

u it 

C, Adjectives 

bibiri black 

D. Verbs 

ndu 90 

Verbs (continued) 

ga 

bi 

baga 1 

ng be  

r a  

r a r i  

Tmi 

ru 

ri 

aa 

a 

buy 
sleep 

dream 

ki ti 
stand/ be 
a place 

ate 

r e t u r n  /go 
(away from) 30 

see 37 

sell 12 

16 

2 

2 

7 

at 
2 

8 

p regressive 
morpheme 10 

past 
morpheme 66 

Adverbs 

a.. .ni when 11 

uru during the 
day 2 

k i then 7 1 

YO there 
also 

Conjunctions1 Prepositions 

ku to/  towa rd 45 

na and iw i th  2 8 

be fromtaway 
from 5 

' I have no t  prov ided separate counts for the p a s t  form bagi which 
appears more f requent ly  than the ci tat ion form. 




