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| NTRODUCTI ON

Hearing loss, apart from affecting the speech,
also affects the |anguage of the hearing-inpared
popul ati on. However, the speech and |anguage skills vary
in type and degree correspondingly with the degree and

onset of hearing loss and various other factors.

One area of universal agreenent in the education
of hearing-inpaired is that they should learn to read in
the |anguage of the larger community. But, inspite of
dedicated and tireless efforts that date as far back as
the 16th century, the overall results have been anything

but spectacul ar.

Reading is a conplex skill both to learn and to
t each. There is a consensus that for hearing students,
teaching of reading involves decoding and conprehension
skills. While decoding is the translation of printed
words into a representation of spoken | anguage,
conprehension is the actual understanding of that

representation.

Reading and witing tasks which are introduced in
|ater childhood to the hearing-inpaired children are very

difficult to acquire. Speci al techniques have been



introduced since a few decades to enhance the reading

ability and conprehension in this popul ation.

Basal reading materials have also been used. The
basal materials are those which have an altered text in
ternms of length of the sentences, syntax and vocabul ary of
the sentences, with an aimto inprove text coherence. The
review of literature shows contradictory results on the
usage of these materials with the hearing inpaired in the

western worl d.

There are no formal basal materials in Indian
| anguages. This is an exploratory study to find the
"effect of story-structure changes on conprehension

(through reading) in hearing inpaired children.



REVI EW OF LI TERATURE

Reading is a conplex nental activity that takes
place rapidly and privately wthin a person's mnd. Not
only are these activities unobservable to others, even the

reader hardly knows what goes on in his/her mnd during

r eadi ng.

Reading is a conplex skill both to learn and to
t each. Neverthel ess, sone interesting data about the
process are avail able. Researchers have carefully
exam ned t he acousti c, articul atory, phoneti c,

phonol ogi cal and abstract phonol ogical representation of
words that are read (Wweeler 1970, Schwartz, 1977) . They
have also studied and continued to study the dynamc
interaction between syntactic, semantic and pragmatic

aspects of the reading processes.

Readi ng involves psycholinguistic and cognitive
activites as well as visual ones. Simlar to
under st andi ng speech, reading conprehension is an active
psychol i ngui stic process which depends on an adequate base
of syntactic and semantic rules to translate surface
structure into meaningful I nformation. Reader s’
psychol i ngui stic know edge hel ps themto organize, process
and predict neaning from the visual information presented

in printed sentences. This information is integrated,



coordinated and given a nmeanginful structure by their

[inguistic rule system

Readers develop strategies to relate what they
read to their linguistic base, to rapidly predict or
recogni ze neani ng consistent with these rules and then to
continue reading to ascertain that the prediction or
recognition is an accurate reconstruction of the intended

witten nessage.

Met acognition plays a vital role in reading. In
literal sense, met acogniti on neans "transcendi ng
knowl edge". Met acognition in reading involves the

know edge of four variables and the manner in which they

interact to produce |earning the variables include

a. Text - the features of the to-be-learned materials
whi ch influence conprehend and nenory

b. Task - the storage and retrieval requirenents of the
task to be perforned by the learner as evidence of
| ear ni ng

c. Strategies - the activities engaged in by the |earner
to store and retrieve information fromthe text

d. Learner characteristics - ability, notivation and
ot her personal attributes and states that influence

| ear ni ng.



Research findings of the study done by Arnbruster
B.B., Echols, CH and Brown, A L. (1982) reveal that
younger and poorer readers have a |less adequate
understanding of how the various factors in the |earning
situation (the characteristics of the text, t he
requi rements of the task, applicable strategies and their
own abilities and deficiencies) wll affect their ability
to learn from reading. The younger and poorer readers
tend to be deficient in both conponents of netacognition:
Know edge and control. Yet another surprising finding is
that, older individuals including high school and even
coll ege students show inadequacies in sone areas of

nmet acognitive know edge or the use of this know edge.

Based on the studies (Davies, 1944, 1968, Singer,
1965, Thur st one, 1946) that have shown a strong
correlation between vocabulary know edge and reading
conprehension, it seenms plausible to hypothesize that
instruction that increases vocabulary know edge wll
i ncrease conprehensi on. However, studies which have
attenpted to inprove conprehension through vocabul ary
training have brought equivocal results (Draper and
Moel I er, 1971; Kaneenui, Carnine and Freschi, 1982) . This
could be because a difference exists between acquiring
know edge of a word's nmeaning and knowing the word well

enough to aid conprehension of text.
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Mc Keown, Beck, Omanson and Perfetti (1983)
replicated and refined their own i nvestigation, which
hypot hesi zed that, for vocabulary instruction to affect
readi ng conprehension, the instructional strategies nust
not be limted to establishing an accurate association
between a word and definition. Instead instruction needs
to consider additional aspects of semantic processing such
as fluent access to word neaning during reading and the
ri chness of semantic network connections available to

rel ate concepts.

The subjects were fourth-graders in 2 schools,

froma small urban public school district.

This study found that intensive vocabulary
instruction designed to pronmote deep and fluent word
know edge enhances text conprehension. The effect on
conprehension of stories containing instructed words was

shown in three ways

i) By an increased anount of recall
ii) By the inproved quality of the experinmental groups'
recall which provided a nore coherent summary of the
stories; and
iii) By a greater proportion of correct responses to

mul ti pl e-choi ce questions about the stories.



The relationship between word know edge and
readi ng conprehension is one of the best docunented
rel ati onships in reading research. Though research has
shown a strong correlation between vocabulary know edge
and readi ng conprehension, there has been little agreenent

as to the reason for this correl ati on.

Psychol ogi sts and |inguists, whose disciplines
recently nerged into the new field of psycholinguistics
provide significant information regarding the process by
whi ch children |earn |anguage. Their view of the reading
process recognizes that speaking, |istening, reading and
witing are related abilities which rest on common bases

of liguistic conpetence and conceptual skills.

Goodman (1973 b) defined reading as a dynamc
psychol i ngui stic process by which a reader extracts
nmeani ng from a nessage presented in graphic form Rat her
than processing each elenent of a witten nessage, the
reader sanples selectively from the text and forns a
hypot hesi s about its neaning. The readers' know edge of
syntactic and semantic constraints, alongwith the natural
redundancy of | anguage, help himor her formulate a viable
prediction, which is confirmed or denied as the reader
continues to process the witten material. Smith (1978)

suggested that two kinds of information facilitate the
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readi ng process: the visual information which is the word;
and the non-visual information, which is the know edge

already present in the reader's cognitive store.

The reader must learn to make full wuse of both
forms of information in order to conprehend witten

| anguage effectively.

Smth (1978) enphasi zed t hat non- vi sual
information is an essential conponent of the reading
process and the greater the anount of  nonvi sual
informati on available, the less visual information is

needed to conprehend a witten nessage.

Children nust bring a wvast array of prior
experience to the reading process. Expecti ons or
hypot heses about experinments develop through experience.
Wen a child reads about an event within his or her
experinmental realm that has been witten in famliar
| anguage, the child's expectations and hypot heses are nore

accuarate and conprhension is enhanced.

It has been shown that a close connection exists
anong readi ng, |anguage and experience. The concepts that
a child neets in witten |anguage nust already be a part
of his or her internalised |anguage system Readi ng
specialists stress that beginning reading materials shoul d

be based on famliar experiences.



In recent years, focus has been on the
relationship between prior knowl edge and reading
conpr ehensi on. Some of the findings suggest that the
graphic representations depicted on a page of print are
only synbols and do not carry nmeaning. Rather, it is the
reader's prior know edge that l|eads to the reader's
conprehension and recall of text (Adans and Collins,
1979). New ideas and information are |earned and retained
nost efficiently when relevant and related ideas are
already available in the reader's nmenory. Conprehending a
text requires readers to relate the elenments in the text
to the knowledge in their own menory structures.
Information retrieval and the recall of text are affected
by the manner in which prior know edge has been organized
in nmenory (Anderson, Pichert and Shirey, 1977; Anderson,

Reynol ds, Shallert and Goetz, 1977).

Person Hanser and Gordon (1979) suggest that
conprehension involves the integration of the new
information with the already existing schemata. And if

the schemata are weakly devel oped, conprehensi on becones

difficult.

A large body of research related to the
organi zation of nmenory in relation to conprehension and

recall has been conducted. This has substantially
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i ncreased our understanding of how reader or text

interactions may facilitate or inpede conprehension and or

recal |.

The role of textual coherence in conprehension has
also been a topic of interest in psycholinguistic
resear ch. However textual coherence is not a wunitary
concept . Texts cohere both locally and gl obally. Local

coherence consists of sinple intersentential ties |like co-
reference, while global coherence is comonly defined in

terms of concepts |ike macrostructure.

Duri ng conprehension, the entities referred to, in
the sentences conprising a text nust be identified. And
so referents nust be separated or "given" referents nust
be separated fromthe "new' referants. |If the referant is
entirely new, it wll either be encoded from scratch or
connected to the rest of the text through a bridging
i nference. If the referent has occurred before, however,
nmenory need only be searched for the earlier encoding of
the referent such that the identity of the two can be
repr esent ed. So, conprehensibility can be altered by
altering the referential structure as lack of referential

coherence nakes conprehension difficult.
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MODELS OF READI NG
Reading models fall roughly into two nmajor
categories (1) Information-processing or stage nodels and

(2) Anal ysi s-by-synthesis nodels (G bson and Revin, 1979).

An information-processing model assunes that
reading can be analyzed into stages that proceed in a
fixed order over tine, beginning with sensory input and
ending with a response. Feedback | oops can be inserted at

any point in the chain.

The anal ysi s-by-synthesis model, starts with a
hypot hesi s about the nessage, applies rules to find out
what the input would be if the hypotheses were true and
then checks to see if the input does indeed support the
hypothesis (Smth, 1977). According to Goodnman (1969)
reader uses three cueing systens (semantic, syntactic and
graphophonic) to conmprehend or construct meaning from the
t ext. However, Gought (1972) proposes that a reader

peruses the text letter by letter or word by word.

G bson and Levin (1979) stated that there is not
one but many reading processes, ranging from cursory
reading to intense studying of text. Nevertheless, their
t heoretical viewdoint does stemdirectly from a theory of
perceptual | earning. Central to their approach is the

view that "higher-order structures” are essential to
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perceiving patterns of distinctive features in witten
| anguage and to conprehending oral and witten | anguage.
These authors regard reading as "an active process, self-
directed by the reader in many ways and for many

pur poses".

Researchers (Mandler and Johnson, 1977; Stein and
G en, 1979) have shown that when encoding stories, both
children and adults use organized cognitive structures or
schemata which enable themto engage in much top-down, or
conceptual ly driven, processing in their interpretation of
story materials. That is, readers cone to the task of
under st andi ng discourse, such as stories and previously
acquired know edge about the way stories are structured.
These schemata act as sets of expectations and guide the
interpretation of what is read and influence how it is
renmenbered as wel |l . Consequently, they play an inportant
role in determning the quality of conprhension and the

accuracy of nmenory.

Sone studies have shown that deaf children have
poor sequencing ability than do hearing children (Pitner
and Patterson, 1917; Conard, 1970). And al so, Coetzinger
and Hirber (1964) have suggested that deaf children have a
nore rapid rate of short-term nmenory decay than do hearing

chil dren. This conbination of poorer sequencing ability
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and nore limted imediate retention could interfere

ei ther conprehension or nenory storage or both.

However, a study done by Gaines, Mandler and
Bryant (1981) gave a different explanation from the
research findings nentioned earlier. Their research did
not support the hypothesis that deaf readers would have
difficulty in conprehending neani ngful sequences and
recalling stored prose. It showed that the sequenti al
schematic organization of stories may be internalised
despite the absence of early auditory experience in
listening to stories. Furthernore, when semantically
nmeani ngful stories instead of word lists are used, deaf
readers appear to recall as much as hearing readers and,
under certain circunstances, recal nore story content and

nore accuracy than do hearing children.

* * * %

Deficiencies in the reading skills of hearing

i npaired children have been docunmented in the literature
over the past fifty years. Pitner and Patterson in 1917
reported that medi an reading scores of deaf people at any
age never reaches the nedian of 8 year old hearing
children and that deaf children of ages 14-16 had medi an
reading scores equal to hearing children of age 7. Pugh
(1946) reported that none of her groups got nedi an scores

at sixth grade level on the lowa S lent Reading Test. She



14

also reported only Ilimted inprovenent in reading
achieving between the seventh and thirteenth years of

school i ng.

Hearing-inpaired children rarely learn to read
wel | . Studi es of reading achievenent indicate that they
typically lag 3-4 years behind their hearing peers and
rarely progress beyond the fifth grade reading |evel
(Robbins and Hatcher, 1981). Perhaps the relationships
between reading, witing and speaking would be simlar to
those of the hearing children, although these skills are
retarded in the hearing-inpaired children. Heari ng
children, however can talk fluently when they enter
school, whilst a deaf child nust continue to learn to
speak at the sanme tine as learning to read and wite.
This fact alone may influence the relationships between
t hese language skills in profoundly and prelingually deaf

chil dren.

Wi ghtstone Arnow and Moskowitz (1962) did a study
on the reading achievenent of the deaf children which
showed that deaf children of 10.5 and 11.5 years of age
had a nean reading grade equivalent of 2.7, while 1075
deaf children of 15.5 to 16.5 years had a nean grade
equi val ent of 3.5. Furth states is Kananagh (1963) that

90% of deaf children do not learn to read abouve grade
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four. Despite this seem ngly poor performance in reading,
recent research has shown that reading is the nost
efficient and effective nmethod of obtaining information

for the deaf (Stevenson, 1975).

Despite dedicated and - tireless efforts of
educators of the deaf, early severe hearing |oss persists
as a promssory for reading failure. Not only do the
hearing inpaired students not progress in reading
achi evenent according to grade |evel expectations, but the

deficiency is cumulative.

During the teenage years, achievenment gains
obtained by hearing-inpaired students begin to show a
mnimal growh |evel. Thus the discrepancy between the
reading levels of normal hearing and hearing-inpaired
students becones greater as their respective ages increase
(MyKkl ebust, 1964) . In sum not only do the hearing-
i mpai red students have deficit in reading, but also the

reading gains tend to plateau.

Young hearing-inpaired readers appear to approach
the beginning reading process by recoding. Hart (1967)
suggested that nost hearing inpaired readers convert
print to a strictly visual code. Graphic synbols are
recoded as |ip novenents signs or fingerspelling, depending

on the child' s internalized |anguage system But the
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hearing children who also recode and then decode, engage
in silent reading, often subvocalize or overtly vocali ze,
thus recoding graphic synbols as auditory synbols before
decodi ng the nessage. This difference in recoding styles
has |ed researchers to conclude that there are concom tant
differences in the beginning reading process. However,
Ewol dt  (1978) found that although hearing-inpaired and
hearing children recode graphic synbols into different
internalized |anguage systens they still use essentially

simlar strategies for processing witten informtion.

The major survey of reading abilities anong deaf
children is that of Wightstone et al (1962) in which 5307
deaf children between the ages of 10 and 16 years were
tested on the elementary level of the nmetropolitan
achi evenent test. At the age of 11 years, the nean
reading score was md-second grade; 5 years later at 16
years, the nean was only one grade higher, at md-third

gr ade.

Quigley and Thonore (1968) showed that even a
slight hearing inpairnment could result in slow |earning
especially in reading. Oher studies (Hne, 1970; W]Ieox
and Tobi n, 1974) have since confirmed that m nor

fluctuating hearing |osses affect |inguistic performnce.
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VWHY TH S PROBLEM | N READI NG?

It is evident that nuch research attenpting to
discern the reasons for the general poor reading
performance of the hearing-inpaired has focussed on the
pat hol ogy of deafness, inmplying there 1is sonething
basically wong within the hearing-inpaired children that

inhibits or precludes learning to read.

Many research findings have been proposed to
explain the reading conprehension abilities in the hearing
i mpaired children
The difficulty of acquiring adequate reading skills has
been attributed in part to I nadequat e | anguage
devel opnent. For exanmple, Quigley, WIbur, Power,
Mot anel li and Steinkanp (1976) have shown that the average
18 year old hearing inpaired student cannot understand or
use many of the syntactic structures (sentence patterns)
that the average 10 year old hearing child understands and
uses with ease. Even at the age of 5, although know edge
of the structure of language is not fully devel oped, the
task of learning to read is that of |earning another code
(witten or printed |anguage) for the oral |anguage the
child has already acquired. If the child is able to

"crack the code" conprehension is instantaneous.

The average deaf child usually does not have a

basi ¢ knowl edge of the |anguage he or she is learning to
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r ead. Both the code (printed synbols) and the |anguage
itself are unfamliar. These children may learn to "crack
the code” of the printed message and be able to identify
each individual word, but without a solid |anguage base,

conpr hensi on does not occur.

Hanmer nei st er (1971) showed that although
vocabul ar inproved, there was no appreciable change in

readi ng conpr ehensi on.

Jensema (1975) wused age deviation scores to
account for differences in vocabulary and reading
conprehension and found that performance for both
vocabul ary and conprehension tended to decline with nore
severe | evel s of heari ng | oss. Simlarly
prelinguistically hearing-inpaired students performed |ess

wel | than students deafened at an ol der age.

Reading is a psycholinguistic process (Godnan,
1968; Smth, 1973) and linguistic conpetence is a reading
pre-requisite for both normally hearing and hearing-

i npai red children (Russel, Quigley and Power, 1976).

The poor reading performance of the hearing-
inpaired may be the result of conceptual m sunderstandi ngs
about the |linguistic requirenments and processes in

|l earning to read (Grmey and Franzen, 1978) .
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Areas of linguistic conpetence which have been
studied include phonology, mor phol ogy, syntax and
semanti cs. Wthin these areas, hearing-inpaired children

obvi ously suffer phonological difficulties and reading
instruction programes for them seem to be based on the
assunption that it is these difficulties which cause

readi ng probl ens.

Most theorizing about the inability to read has
been focussed on the role of audition in reading. For
examl e, Li ber man (1974) stated a belief t hat
congenitally, profundly hearing-inpaired children cannot
read because they have not had the cunul ative experience
of hearing || anguage. Brooks (1978) specul ated that
| earning the accents and rhythns of speech is as inportant

in learning to read as the content of the input itself.

It was hypot hesi zed hat the reading retardation of
the partially hearing is caused in part, by deficits in
the area of visual perception. The relationship between
readi ng deficiency and visual perceptual skills was first
reported by Gates (1922) who showed that the detection of
small differences in words correlated with reading skill.
Phel an (1940) pointed to visual perceptual abilities as

correl ates of reading achievenent.
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This was further supported by Cooper and Arnold
(1981) in their study done on 19 hearing-inpaired
st udent s. They were aged from 1.9 years to 16.2 years.
They found a devel opnental deficit in visual perceptual
skills in the partially hearing unit children. The
children showed deficits on all ‘'the visual sub-tests of
the Marianne Frostig Developnental test of Visual
Perception (1963) conpared with the published norns of
hearing children of the sane age. They perforned at the
sane level as the hearing controls who were on an average
3.5 years younger. A difficulty in any of the visual
abilities measured by the Frostig test may produce a
problem in reading a child who shows a disability in all
five may therefore be at a considerabl e disadvantage when

| earning to read.

Only in the past decade has the role of cognitive
processing in general begun to be factored into the
investigation of reading within this population and the
rel ati onshi p between reading conprehension and specialized

cognitive function has yet to be addressed.

Craig and Gordon (1988) conducted a study to find
the cognitive profile of hearing-inpaired high school
students and to explore the Ilinkage between cognitive
profile and reading skills in these subjects. The results

indicated that cognitive function was below average for
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the verbal and sequential skills associated with the |eft
hem sphere. Readi ng performance proved to be highly
correlated with cognitive profile, as did mathematics
performance, and, to a |esser extent speech and age of

onset .

Bochnee (1978) was concerned with the hearing-
inmpaired childrens' difficulties in reading syntactic
structures and their inability to recognize grammatical
anonal i es. It may be that their poor reading abilities
are manifested in syntactic errors in witing sentences.
If a child is only able to actually read "horse eat" in
the printed sentence "The horse is eating" then it is very

likely that the child will wite "horse eat".

Arnold et al (1982) suggest that if poor reading
skills are the source of the syntactic errors in witing,
then it follows that nore effort should be nmade to teach
reading and to increase the child' s linguistic awareness
of visible language (print) in reading and witing. It
woul d also re-enphasize the integration of speaking,

reading and witing in the class roons.

Nunmerous studies of hearing-inpaired children's
reading problenms initially attenpted to assess their
conpetence in English on purely syntactic grounds. That

is, sentences were presented in isolation so that only the
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structure of the test sentence could be used by the child
in the task (power, 1971; Brarel and Quigley, 1974)
Presenting itens in isolation nakes for a nore difficult,
| ess natural conprehension situation than itens presented
in context (MGlIl-Franzen and Gormey, 1980). Thus,
these studies may underestinmate hearing-inpaired students
capabilities, although the gap between hearing-inpaired
students and conparably aged normal hearing students wll

not di sappear nerely by adjusting testing conditions.

Numer ous studies have reported on extensive
investigation of conprhension and production of syntactic
structures by deaf children and youth (Power and Quigl ey,
1973; Wl bur, Montanelli and Quigley, 1974; Quigley,
Mentanelli and W/ bur, 1976).

Quigley, Power and Steinkanp (1977) provided a
synthesis of the earlier wrk done and discussed
implications of the research for facilitating the
devel opnent of |anguage in deaf children. The order of
difficulty of the various syntactic structures was
simlar, but not identical, for both deaf (10.0 years to
10. 11 years) and hearing (8-12 years) children. Negat i on
(76% correct), conjunction (73% correct) and question
formation (66% correct) were the least difficult

structures for deaf children, and the sane structures -
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question formation (98% correct), conjunction (92%
correct) and negation (90% correct) were the three |east
difficult structures for hearing children. This kind of
performance can be predicted from transformational
generative gr ammar t heory; t hey i nvol ve f ewer
transformations from deep structure to surface structure

than do the others (MNeill, 1970).

For deaf children, nore difficult structures were
pronom nalization (60% correct) the verb system (58%
correct), conplenmentation (55% and relativization (549%.
The hearing children too found these difficult, although
the order for them was pronom nealization (90% ,

conplinmentat ion (88%, relativization (82% and verbs

(79% .

Deaf students found the disjunction and alteration
tests to be the nost difficult (36% correct), while
hearing students (84% and nuch less difficulty in them
This may be explained by the conplex semantic nature of

sentences having these structures.

The authors draw a tentative conclusion that
syntactise structures develop simlarly in deaf and
hearing children, but at a greatly retarded rate in deaf

chil dr en.
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Scholes, Gohen and Brunfield (1978) presented a
group of hearing-inpaired subjects and sentences in a
variety of syntactic forns and tested conprehension by
having subjects indicative of the four simlar pictures
correctly represented the neaning of each test sentence.
They found that the congeenitally deaf showed a deficit in
the acquisition of certain syntactic aspects of nornal
| anguage. It seens clear that syntax contributed
something to the conprehension difficulties of the
subj ect s; sinple active sentences being easy to

under st and, while other constructions being nore

difficult.

Robbi ns and Hatcher (1981) conducted a study on 36
hearing-inpaired children of the age range between 9 and
12 years. They found that word recognition and word
conprehension training did not af f ect subj ect s’
conprehension of the test sentences. Instead, the
conprehension difficulties seened to be due to syntactic
rather than norphol ogical or senantic deficit. There is a
hi erarchy of syntactic difficulty for hearing-inpaired
children. Passives are nost difficult, followed by
rel ati ve clauses, conjunction and pronoun substitutions,
and indirect objects. S nple active sentences of the

subj ect -verb-object form are easiest to conprehend.
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Since these researchers tested conprhension of
sentences in isolation rather than in connected discourse,
one cannot generalize concerning the effects of a
conceptual framework on conprehension. Franzen and
Gormey (1978) clained to show that atleast one syntactic
form the passive, was easier for hearing-inmpaired
children to undestand in context than in isolation. It
may be, however, that wunless the entire context 1is
pretaught (or "prelearned" as Franzen and Gormey's
"Little Red Riding Hood" nmay have been), the anbiguity of
sentences cannot be reduced sufficiently to allow subjects

to overcone their syntactic deficit.

Li ngui stic conpetence in the form of word
recognition and word conprehension is not sufficient to
di sanbi guate difficult syntax. The semantic schema of
hearing-inpaired children is either too limted or too
i di osyncratic for sinple word know edge to inprove
conprehension. The hearing-inpaired reader nust have sone
syntactic knowl edge to conprehend nmany standard English

constructions.

Belluge and Klima (1975), established that the
hearing-inpaired are not linguistically deficient but are
linguistically different, sonewhat |ike a bilingual child.

The learning of witten English may be thought of as a
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second | anguage for the hearing-inpaired child whose first

| anguage is sign (Stroke, 1975) . But, this child, unlike

the bilingual child will never have the opportunity to
read witten sign as there is no orthographic
representation for sign |anguage. Hence the hearing-

inpaired child may be described as a uniquely different

r eader.

In addition to the various possible reasons, there
are sonme other factors that also contribute to the reading
problem in the hearing-inpaired:

Apart from the |anguage devel opnent, reading materials too
are very inportant. This is the second great need in
reading for hearing-inmpared children. Mst currently
available materials do not nmeet the needs of deaf
children. The majority of begi nning reading books include
conpl ex | anguage patterns and vocabulary itens unknown to
hearing-inpaired children. Research has shown the need
for materials that provide gradual, systematic and
repeated exposure to new |anguage structures and

vocabul ary.

Fam liarity has been cited as a salient factor in
hearing-inpaired (Gormey, 1981) and hearing (CGornely and
Mare, 1979) students' wunderstanding of witten discourse.
That is, readers are nore likely to be able to conprehend

a selection about a famliar topic than an unfam |iar one.
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Gorm ey (1981) found that famliarity wth
selection content significantly facilitated third-grade-
level reading ability of hearing-inpaired students'
conpr ehensi on. The readers showed better conprehension
with famliar passages eventhough the paragraphs were

structurally equival ent.

Davey, B Lasassoc and Macready, G (1983) conducted
a study on 50 prelingually, proundly hearing-inpaired
students and 50 hearing students to conpare their
performance on selected reading conprehension neasures.
Wil e the deaf subjects were aged between 12-18 years with
a nean age of 15.98 years, the hearing subjects were aged
between 10-12 years with a nean age of 11.01 years. They

f ound t hat

(1) Deaf and hearing subjects did not differ appreciably
in terns of the various task consistencies and
variabilities on nost of the task considered; (2) The
conposite nean score on all tasks (Conprehension tasks
such as: nultiple chance tasks, free response task, close
task, nodified cloze task) for hearing-inpaired subjects
was |lower than for hearing subjects; (3) D fferences were
found between deaf and hearing subjects performance on
guestion type tasks (nultiple <choice/free response)
dependi ng on | ookback condition. For deaf subjects,

di fferences between question types were found for both
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| ookback and no-1| ookback conditions. However, for hearing
subjects, the differences were significant only in no-

| ookback conditi on.

Both the groups of subjects showed higher |evel of
performance on question tasks when' permtted to refer back
to the text. However, it appears that |ooking back may
increase hearing subjects scores (especially on
freeresponse tasks) nore than it increases hearing-
i mpai red students' scores as the latter group appeared to
utilize the |ookback opportunity relatively |lesser than

did hearing subjects.

Deaf students' reading conprehension is typically
measured by standardized informal neasures designed for
hearing students (Lasasso, 1978). Mst of these neasures
use questions to assess conprehension and vary in terns
of whether students are permtted to |ookback (ie
reinspect the text) while answering questions or whether

they recall the text without the benefit of the text.

It is generally recognized that the nature of the
readi ng task changes considerably for hearing readers when
a |lookback task condition is enployed. Lookback task
condi tions have also been found to influence deaf readers

performance on readi ng conprehension tasks.
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In a followup study (Lasasso and Davey, 1983)
findi ngs suggested that deaf students' performance on
reinspection tasks is not age-related but instead nmay be

related to visual-matching test-taking stragegies.

When Lasasso (1985) conducted yet another study on
deaf subjects (ranged in age 14-18 vyears) the results
showed an extensive use of visual matching test-taking
strategies by the deaf readers in testing situations in
which readers are permtted to refer back to the text
whil e answering questions. However, the wuse of visual
mat ching strategy did not appear to be related to overall
readi ng conprehension test performance for deaf subjects.
Subjects with overall better performance on the | ookback
task used visual matching as nmuch as subjects with overall

poorer performance on the task.

Research is needed to determ ne whey visua
mat ching strategies are used so extensively by deaf
readers. It is conceivable that deaf students are
reinforced for their use of this strategy by teachers who
accept a response as correct, even if it is not conpletely

meani ngful, as long as it contains a few key words.

There have been studies that have shown that the
hearing-inmpaired children do have previously unsuspected

receptive control over witten |anguage in varying degree.
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Gaeth (1967) showed that hearing-inmpaired children
responded better when they were presented with witten
material than when they were presented with material using
oral -aural conmuni cati on. Stuckl ess and Pollard (1977)
showed that children raised using finger-spelling could
process the witten form nore readily than finger-spelled
patterns and Blanton (1970) showed that hearing inpaired
students scored highest in conprehension for passages that
were witten in order of sign |anguage. Marshal | (1970)
also found that cloze responses for hearing-inpaired
readers inmproved from phrases, to sentences, to

par agr aphs.

In the practised reader, conprehension rests, on
wel | - establ i shed nechanical skills. The |earner nust,
however, devel op perceptual notor nechanical skills as the
basis for full conprehension. At least 3 classes of
abilities underlie reading: Perceptual, short-term nmenory
and inferential. Such skills develop in the hearing
between 3 and 7 years and around the age of 5 the ability

to see the true size, shape and |ocation devel ops.

A child with a damaged auditory system finds
difficulty in discrimnating between sounds and as a
consequence finds the phonic nmethod of instruction
difficult. Children who rely to a large degree on a

visual code are likely to have problenms wi th reading.
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Very little research is available on the actual
abilities and notivation of hearing-inpaired adolescents
to learn to read and wite. Denogr aphi ¢ studies indicate
that, deaf students attending special schools or classes
denonstrate little growh in reading achievenent between
the ages of 13 and 20 years and that only about 10% of
yound deaf adults can read at or above the sight grade
| evel (Trybus and Karchner, 1977), the level of many daily
newspapers. However, Hammerneister (1977) and Candall
(1976) have denonstrated that when provided with suitable
instruction, hearing-inpaired young adults are able to
achieve far greater gains in reading and witing skil

devel opnent than evidenced in current denographic studies.

According to Lasasso (1978), approximtely three-
fourths of the programmes educating hearing-inpaired
children in the United States enploy a basal reading
series as either their primary or supplenentary approach
to teaching reading. Most of the tines, teachers of the
hearing inpaired nust nodify the structure of the text to
fit the needs of their students. They are forced to
change linguistic structures and to devel op an abundance
of supplenentary materials in order to aid their students

conprehension of the material.

During the past 15-20 years, considerable research

has been conducted to explain why heari ng-i npai r ed
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students do not performas well as nornal-hearing students

on measures of reading conprehension. Most of these
studies focus on variables in the reader, such as
linguistic and cognitive variables. Rel atively few

studies exam ne instructional variables that m ght
i nfluence the develop of students reading abilities (for

eg., types of instructional materials and specified

i nstructional nmet hods).

Educational progranmes for the hearing-inpaired

continue to face an enornous, unresolved chall enge.

The various nethods of neeting this challenge have
been classified into direct and indirect intervention
system Direct intervention method normally involve
i npl enenting specific reading instruction with students.
Wiile the indirect nethods call for the inprovenent of the
professional skills of the people who provide the
educational environnment of the student on the theory that

such i nprovenment leads to the desired gains in

achi evenent .

Serwat ka, Hesson and Graham (1984) found that the
deaf students involved in the project on indirect

intervention system on reading achievenment showed

significant inprovenents in reading.



33

There are few texts concerni ng nethods of teaching
reading to the hearing-inpaired. Hart (1963) advocated
starting with sight vocabulary and word recognition skills
and proceeding to planned experiences designed to build
| anguage and concepts. She also noted that the deaf
children usually show progress until 111 grade, at which

point their reading ability |evels off.

In the Clark School for the hearing-inpaired
children curriculum series on reading (1972) word attack
skills and phonetic sight reading are enphasized.
Comprehension is seen as "two processes - getting the

facts and readi ng beyond these facts to nmake judgenents".

Traux (1978) encouraged the teaching of graphene-
t o- phoneme patterns, spelling patterns and whol e-word
configurations to enable decoding. She also recomended a
group of strategies that relate to |linguistic organization
or the prosdic, syntactic and semantic relationships anong

word units.

Quigley, Power and Steinkanp (1977) concl uded that
research and instruction in reading with hearing-inpaired
children should concentrate on (a) the nodification of
reading materials for deaf children in the early stages of
learning to read and (b) a greater understanding of the

psychol ogi cal processes involved in these childrens’
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| earning to read. There is a consensus that for hearing
students teaching readi ng i nvol ves decoding and
conpr ehension skills. Wil e decoding is the translation

of printed words into a representation of spoken | anguage,

conmprehension is the actual understanding of that

representation.

In this view (concerning the relationship of
decodi ng conprehension to | anguage devel opnent) reading is
consi dered a second-order processes that stens from prior
| anguage conpetence. The teaching nethod with this view
pl aces enphasis on the relationship of graphic information
to its parts - linguistic structures, words and letters.
This is known as phonics approach (which enphasizes the

phonetic structure of words).

Anot her view of reading emerged from Gestast
psychol ogy, which was concerned with the neani ngful whole,
the famliar and the concrete in the learning situation.

This is the |ook-say or whol e-word approach.

These nethods co-existed peacefully until Flesch
(1955) published a "best seller”™ in which he advocated a
nmove from teaching reading as a holistic, unitary
processes to teaching first subskills and then the

assimlation of these skills.
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Inspite of all these nethods, no single nethod is
used successfully to teach reading to the hearing inpaired
popul ati on. The current state of i nstructi onal

nmet hodol ogy is one of eclecticism

A great need in reading for hearing-inpaired
children is that of special reading materials. Most
currently available materials do not neet the needs of the
deaf children. Majority of beginning reading books
i nclude conplex language patterns and vocabulary itens
unknown to the hearing inpaired children. It has been
proposed that beginning materials for reading be nodified
to conform nore closely to the |anguage perfornmance of
deaf children. The vocabul ary, syntax and inference
| evel s of commonly used reading materials are too conplex
for nost hearing-inmpaired children. I nvestigations
(Vogel , 1975) have been interpreted as show ng that when
the syntax of witten material does not nmatch the syntax
of a hearing child' s internalized auditory |anguage, he or
shee alters the witten syntax to correspond to hearing
i npai red, hence depends on which synbol system the child
uses to recode reading (auditory words, si gns,
fingerspelling, visual words) and what |anguage structure

the child uses (ASL, Standard Engli sh).

The research on syntax in the |anguage of deaf

students by Quigley and Associates led to a standard form
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of Test of Syntactic abilities (TSA for <clinical and

cl assroom use. The TSA syntax program and | eading
m | stones were al so constructed. "Reading M| estones" is
a reading series consisting of 8 levels of linguistically

controlled reading books and workbooks specifically

designed for the hearing-inpaired popul ation.

QG her special materials are prepared by a nunber
of individuals at various institutions such as Gllaudet
Col l ege, the National Technical Institute for the Deaf and

the University of Nebrashka-Lincoln.

However, the instructional value of basal reading
prograns has been seriously questioned by the experts in

the area of reading instruction.

Many basals, especially those at priner |evels,
use patterns of [|anguage which are inconsistent with the
| anguage that children use in their daily interactions.
Structures such as pronouns, passives and contractions are
often deleted (Gow ey, 1978) even though these are

included by children in their personal communication at an

early age.

Wiile researches (Barclay and Reid, 1974; Grred
and Sanford, 1977) have shown that <children and adults

process texts as neani ngful wholes, in basals, enphasis is
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placed on elenments such as letter and letter-sound
relationshi ps, words, phrases and single sentences
(Goodnman, 1986) . Due to this both students and teachers
pay nore attention to the discrete elenents and inadequate

attention to understanding at the story |evel.

Several researches (Kl are, 1975, Pearson et al,
1979/ E. Wbl dt, 1984) have shown poor performance in text
coherence in basal readers. This was further confirnmed by
Israelite and Helfrich (1988). Their study investigated,
t hrough enpirical research, the text coherence of selected
stories from the Reading mlestones basal series. The
subjects were 30 students (15 hearing and 15 hearing-
i npai red students) aged 8 years 7 nonths to 9 years 2
months and 10 years 8 nonths to 13 years (of the 2

respective groups).

Two basal stories (i) Dad's helper and (ii)
Garuaga, the lizard, were chosen. The students read both
the original and the revised stories. Mul tiple choice
guestions were posed at the end of each story to find the

conprehension ability of the students.

This study found that revised stories (revised
versions of the basal stories to normal stories) which
i nproved text coherence facilitated the conprehension

process for hearing-inpaired. Whereas this difference
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between original and revised stories was not seen anbng

normal hearing children.

The results support the position that efforts to
control readability through manipul ati on of synt ax,
sentence length and vocabulary may result in texts that
are nmore difficult, rather than less difficult, to

understand due to their |ack of coherence.

It may succinctly be said that nunerous studies
have been conducted regarding the reading materials for
the hearing-inpaired. This issue has been very debat abl e.
Wiile few researchers advocate the use of basal reading
materials, few others have shown in their respective
studies that the basal materials do not aid reading

conpr ehensi on.

Simlar kinds of studies have not been conducted
in India as there are no basal materials available in
| ndi an | anguages. However, the need for commercially/
easily avail able teachings aids has been increasingly felt
as a result of which attenpts at producing these on a
|arge scale are being initiated. At this juncture, it is
appropriate to investigate sone of the issues related to
production of teaching materials for the hearing

handi capped in our own context.
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MVETHODOL OGY

Alm : To find the effect of story structure alteration on
readi ng conprehension in normal and hearing inpaired

popul ati ons.

Subjects : 36 students (18 normal hearing and 18 heari ng-
inpaired with the degree of hearing loss ranging from
bilateral noderately severe to bilaterial profound SN)
were selected from different Kannada nedi um school s. The

details are given in Table-1.

The children aged between 8-11 years in both

groups were selected. Subjects were selected from both
the sexes. They were studying in the I, 11, 1Il, IV and V
gr ades.

Social status of the subjects ranged between | ower
m ddl e and upper mddle classes. Al the subjects chosen

spoke kannada at hone al so.

These subjects did not have any nmedical or
psychol ogi cal probl ems. They were of aver age

intelligence.

Hearing Aid Usage : The eighteen children had been using
hearing aids (Minly pseudobinaural anplification) since

f our years oOn an average.
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Only one child had been attending fornal

speech therapy. Four others were given special attention
in resource roons in their integrated school.
Mode of Conmunication Most of the hearing inpaired

children of

the seggregated school

comuni cated via

t he

auditory node along wth speech reading. In addition to
this, few used gestural [|anguage at tines. However, the
students fromthe integrated school used cued speech.
TABLE- 1 Representing the Age, Sex, Hearing Loss and
Heari ng- Aid Usage of the Subjects (Nornal
and Heari ng- | npaired)
Age Mean Sex Hear ing Loss Usage of Hearing
(in Age Aid (Average
Years) (I'n Year s)
Years)
Nor mal s 8-9 8.3 3 Feraales Not applicable
3 Mal es
9-10 9.3 3 Femal es -do-
3 Mal es
10-11 10. 4 3 Femal es -do-
3 Mal es
Hearing- 8-9 8.4 3 Femal es Bil Sev-SN 4.4
I mpaired 3 Mal es Bil Sev-SN
9-10 9.5 3 Femal es Bil Mod- Sev- SN 4.4
3 Mal es Bi |l Sev-SN
Bil Prof-SN
10-11 10.9 2 Femal es Bil Mod- Sev- SN 5.0
4 Mal es Bil Sev-SN
Bil Prof-SN
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MATERI ALS

The original stories are:

(i) YAgn ymaltbuw nas L (Ranga and the dog)

(ii) anek (The el ephant)

(iii) blraba Liana dza: nata(The wise Birbal)

(iv)kAlln wantbu svnma ta:1L (The robber & his nother)

These were selected fromthe materials prepared by
Rama (1980). They were then altered in terns of sentence
structures, with reference to the information obtained in
the review of literature. This was envisaged to use the

new story formats as "basal stories" or "revised stories".

The follow ng changes were done to the original

stories:

i) Decreasing the length of sentences
ii) Sinmplifying the syntactic structures

iii) Using sinple sentences in place of conpound
and conpl ex sentences

iv) Using active voice in place of passive voice
v) Using sinpler vocabul ary
vi) Deleting sentences which are repeating in the

original stories.

Test Envi ronnent

The test roons were such that they were free from
auditory, wvisual, olfactory distractions. child was

seated confortably on a chair opposite the tape recorder
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Appropriate lighting arrangenent to enable child to read

without difficulty, was taken care of.

Procedure
Child is first instructed as to what he/she needs
to do: -
i) Read the stories |oudly
ii) Understand each sentence well

iii) Read the questions and provide the answers.

Child is made to read each story tw ce. Any new
words or vocabulary the child cones across is explained.
For instance, words Ilike gal lu (Hang). a: gna: pi su

(To command), etc.

Soon after this, he/she is asked to read the five

guestions (behind each story) and answer imedi ately.

Both the groups (normals and hearing inpaired)
were divided into two sub-groups each. That is, 3
children in one sub-group (Qoup A and 3 in another

(Goup B) of each grade.

The group A subjects were given the original
version of story-1 and revised version of another story-2
and the Goup B subjects were given the revised version of

story-1 and original version of story-2.
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Children fromgrades I, Il and Ill (ie. 8-9 years)
were given only the first two stories, while children from
grades I1l1, IVand V (ie. 9-10 and 10-11 years) were given

all four stories.

Scoring

The responses of the children were rated on a 10
point rating scale. Correct answer was given 10 points
and conpletely wong answer-0 point. The details of the

rating scale are given bel ow :

10 : Conplete sentence with correct answer.
9 : Correct answer but doesn't conplete the sentence
8 : Correct answer is given but in a mnimlly

grammatically wong sentence.

7 : The child has the idea of the answer but is unable
to put it in the syntactically correct sentence.

6 The child msses out |/3rd of the correct answer.

5 Only half of the answer is provided.

4 Hal f the answer is conveyed through content words.

3 Child has the idea but answers using only the 2-3
mai n content word.

2 . Wes only 1-2 main content words [Eg.
tc answer correctly.

1 : The uttered words are semantically related to the

target response.

0O : Nc response/conplete incorrect answer.
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RESULTS AND DI SCUSSI ON

The data on eighteen normal subjects and eighteen
hard of hearing subjects was analysed on both qualitative
and quantitative paraneters.

The quantitative parameters - age and story
structure, indicated that normals performed better than
hearing-inpaired subjects in the original as well as the
revised story tasks. While the normals did not show a
significant difference in performance across age and
original/revised version of the story, the hearing-
i mpai red subjects performed better with original stories
than with the revised stories. These subjects also showed
an increasing devel opmental trend with both the stories.
TABLE-2 : Conparison of Mean Scores of Original Stories

and Revised Stories between Normals and
Hear i ng-i npaired Subjects

Nor mal s Heari ng- | npai red
Age Max.
(Years) Score Mean STD Mean STD
Score Devi a- Score Devi a-
tion tion
8-9 9 Oigi nal
[8.3 0.18 Originat
9-10 9 38670.70 0.23 4.9 0.34
10-11 9 8.7 0. 36 5.8 0. 40
Revi sed Revi sed
8-9 9 8.6 0.17 1.8 2.50
9-10 9 8.2 0.34 1.8 2.00

10-11 9 8.8 0.23 3.2 1. 20
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A test of significance of difference between
means, the t-test was applied. The nean scores obtained
on the original versus revised versions at all ages were

conpared between normals and hearing-inpaired popul ations.

The nean scores across age of both original and
revised stories were also conpared in normals and heari ng-

i mpai red subj ects.

Age

The normals did not show significant difference
across any age group in both original and revised stories
(Tabl e-2). They perornmed at near maxi mum |evels from the
youngest age level onwards (Gaph 1). The results of this
study are in agreenent with the previous literature which
has shown that normals master the ability to conprehend
and narrate stories by 89 years. The hearing-inpaired
subj ects however perfornmed poorly in conparison wth
normals at all ages (Table-2) . Al the three age groups
performed nuch below the maxi num nean scores (Qaph 1) .
The conprehensi on or performance becane better with age in
case of original stories; though the difference between
age was not significant. However, the subjects did not
mai ntain this kind of a developnmental trend with the

revi sed stories.
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Story Structure

In terms of story conprehension, the normals
performed al nost equally well on both original and revised
stories (Table-2). Though the story structure changed,
readi ng conprehensi on remained unaltered. The revisions
of the stories neither aided nor took away from their
ability to conprehend the stories. It was also observed
that the extent of difference between original and revised
stories decreased with increase in age (Gaph 1) . Thi s
may be due to the adequate |anguage abilities in the
normals. And al so because they nmade appropriate usage of

the m ni mum nunber of clues avail abl e.

Hence, the hypothesis that revised or sinplified
sentence structures inprove conprehension in normals (Beck

et al, 1984) is not supported.

However, the qualitiative analysis discussed in
length later, shows that their responses to the original
stories were much better. The response got richer in

| anguage wWith increase in age.

The altered story structure had a discernible
negative inpact on the conprehension of these stories in
t he hearing-inpaired. A significant difference (4.76 at
1% and 5% |l evels) of the conprehension abilities was seen

between original and revised stories in the 9-10 years age
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group (Table-2) . That is, conprehension was better wth
original stories than with the revised stories (Gaph 1).
Restructured or sinplified stories nmade an already
difficult task (because of the hearing loss) even nore
difficult. However, the mean values showed a better

conpr ehensi on score for original stories (Table-2).

The expected differences between normals and
hearing-inpaired subjects were seen anong the children
bel onging to original and revised stories. Al the three
age groups showed significant differences (5.3, 15.3 and
8.4 at both 1% and 5% |l evels of 8-9 years, 9-10 years and
10-11 years respectively) between normals and hearing-
inpaired in conprehension of revised stories. However,
the difference between normals and hearing-inpaired for
original stories was significant (3.76 at 5% level) only

in the 89 years age group.

This shows that the difference between nornmals and
hearing inpaired is lesser with original stories than with

revised stories (Gaph 1).

This inplies that hearing-inpaired readers were
better able to understand original stories, to organize
and clarify events, even though the sentences were often

nore conpl ex. The increased coherence of original text
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allow hearing inpaired readers, easier access to

print/witten materials at the neaning or semantic |evel.

The results also indicate that sinplification of
structure (in terms of syntax, sentence |ength and
vocabulary) in the revised stories do not lead to clear

expressions of relationships between ideas.

QUALI TATI VE ANALYSI S
Nor mal s

8-9 Years (Oiginal): Production of conplete sentences

with a MU of about 5-6 words is seen. The adjectives and
conjunctions are used appropriately thereby presenting the

original essence of the story. EQ. 7Aangnnu no-t yLg&

) o e
ho btz + una b O hiout: Lo Kottt Annw

O C L =5

(Ranga gave a lot of mlk to the dog). The subjects have

al so shown conpound and conplex sentence constructions.

me: lakKeo 1lu

~ Sora L (a r\cj w sttt AvAnRAnnw e :

Lo

Eg. LinE MAgGana St
(The elephant put its trunk round the boy and lifted him
up) . They have used active voices in their answers and

hence have given conversational answers. Eg. ~vnrl u

Ou N g f:’: = \ ML:nw wiakkna E ANNA LY kptllw .ol w e ";T' "; A ‘ e
(She told the elephant, "You kill the children).
Revised : The subjects of this group perforned simlar to

t hose of the previous group in nost of the itens (conplete

sentence production, conpound sentence construction, etc.)
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2 of the three subjects however provided part of the
answer for two questions. Eg.. ni:nw mianov/, Aana nnu

v/

K O n r:L

tandg)Aarnnu Kendt, LVAYARAY * }‘4-'—'{{

(You killed the man) for nv7% ©
(You killed the father, kill themalso) . Oherwse, the
conplexity of the sentences renained the sane as that of

the original group.

9-10 Years (QOiginal) Construction of lengthy (wth

approximte MU of 7 words), conplex/conpound sentences
are seen. The subjects were able to recite the
conversational parts (such as the answers to questions -
What did Birbal say or what did the thief say) of the
stories which inplies good understanding. They understood
the abstract and logical issues of the stories, thereby
answering questions like "Wat was Birbal's plan?" "How

did Birbal found out who the thieves were", correctly.

Revi sed The subjects of this group too constructed
sentences of 7-8 words. Conpl ex and conpound sentence
constructions are also seen. They too, |ike the previous

group subjects, wused active voice sentences in their

response. However, all of them provided part of the
answer. Eg. kivijannuw kactidamw THe bik the eox] fov

. i y )
totitjannw biaidappl kivijannue KadistAanue.

(He hugged his nother and bit her ear off) . This was
especially true of questions related to abstract thinking

such as working out a plan or noral of the story, etc.



50

Eg. Birbal's plan and also how he gets to know who the

t hi eves are.

10-11 Years (Oiiginal) The sentences constructed were

nore conplex and lengthier (ie. 8-10 words/sentence) than

the previous age group. Eg. niive ctiige bavuviedakks

ool i b e WL L Py "L SE 1= AT LY LAV A VLA

N sAvAbA :vackL At £ ol ba ke L{ebAnoes

(Béfdre com ng here shoul dn' t you all have renoved the

cotton sticking to your noustaches? he asked)

The subjects of this group performed nore
accurately than the subjects of the previous age group, by
using nore precise granmmar, vocabul ary, sentence structure

formati on, etc.

Revi sed: The subjects of this group also constructed
sentences M.U of about 8-10 words. The conplexity of the
responses was found to be the sane as that of the previous
group. And they used active voices in their responses
whereever it was found to be useful. This may inply that
there is good understanding of the sentence inspite of the

change in the sentence structure.

Hear i ng- | npai r ed

8-9 Years (Oiginal) The responses were syntactically

wr Ong . Eg ko:luw Satbwlleg i \ for- ko:da k€ LAage sattanu

(He died underneath the leg). They also showed inconplete

sentence production. However, all the threej subjects
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seened to have an idea of the stories, which they
expressed through mnimally correct utterances. Eg.
Targa respon$ — AVA .:f‘_ LW a.neg S, AkalLannu 20 i jusu e et Le L idal

(Se told the elephant, you kill the children)

ettt L

= b_] tr onse - makkad rnvu Gl N E

(Elephants die the children).

Revi sed T™wo of the three subjects showed poor

per f or mance. There were either no responses or wong
responses. And the correct responses once again were
inconplete (as in the previous group). Post - posi tions
were not used correctly. Also the inconplete sentences
had m ni mal semantic relationship wth the target

response.

Eg. Target response - kowitt

(It stanped by its leg and killed him

Subj ect response - Kol CLeg)
9-10 Years (Oiiginal) Al three subjects constructed
conplete and correct sentences nost of the tir.e They

related their answers to the questions thereby using the
latter as a frame to utter conplete sentences. Lengt hi er
sentences wth an average MU of 4-5 words as against the
2-3 word MLU of the previous group, were constructed. But
sonme were syntactically wong. EgQ. eotlec lkelasa wacdiclale
(She did a good thing)jov-0Lle kelnsa
(She said "you did a good thing"), and while others were

R A - & ! gncl L he:li
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Wrong responses. No responses were obtained for the
fourth question of the first story (noayc rraziana maneannu

(Wat did the dog do to Ranga's house).

Even the inconplete and grammtically wong
sentences had the inportant content words. And these
sentences tended to have semantic relations with the
target response.

Eg. Target response -aAvanu avans
(He bit with his teeth)
Subj ect response - FAtitfi wao AL

(e did biting).

Revised : The overall nunber of responses is |lesser (both
correct and incorrect) than the subjects of the original

group. Among the correct responses there are a few
conpl ete sentence production and few other inconplete
and/ or syntactically wong sentences. It is noticed in
this group also that all three subjects have failed to
answer the fourth question of the first story and the
questions involving conversations, regarding plans, or in
other words the abstract aspects of the stories, Eg

Birbal's plan, conversation between thief and mnister,

etc.

Their answers were less lengthier (MU of 3 words)

and were sinpler than that of the previous group.
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Eg. Response of preV| ous gr oup cadluttiolada ta:jiges

A VA AL f[ceve . r'.‘:’x_ LA

(He bit the ear of the weepl ng rmther)

Response of this gvoup: Avanu ki JLJA nnu lenol L al A L

(I—b b|t t he ear)

10-11 Years (Qiginal) : Al the three subjects answered

nore accurately than the other groups (with respect to age
group and type of story groups) in conplete sentences
whi ch has an approximate MU of 5-6 words. However, two
of them failed to answer, the question concerning a

conversation, abstract thinking and conprehension of

conpl ex or compound sentences. Eg..ni:va CLLige bavieva mo-

mntJ<E (S o W o N ML SEgs A TLY LA VA RHAaALLTLLiAWVI N L

barabooivacklL 1t €

(Before comng here shouldn't you all have renoved the
cotton sticking to your noustaches?). \Wile the remaining
one got the gist of the story and was able to answer the

rel ated answer.

Revi sed Al the three subjects perforned better than
the children from the age groups 8-9 and 9-10 years (of
the revised category) in terms of syntax, nunber of
correct responses, sentence |ength. But as conpared to
the original group of this age (10-11 years), tr.e overall
nunber of responses in lesser and the nunber of wong
responses in terns of syntax, neaning sentence conpletion,
is nore. Here all the three subjects failed to answer the
questions which two subjects of the original group did not

answer .
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A better performance was expected by the group A
and B subjects, aged between 10-11 years. However, the
anal ysis showed it to be otherwise. This is because four
of the 6 subjects (2 out of 3 in each group) perforned at
lower levels than the remaining two subjects. These 4
subjects were selected from the integrated school while
the 2 subjects were selected from the seggregated school.
The subjects of these two groups differed in terns of
overall story conprehension, receptive vocabulary (ie. the
4 children found a larger nunber of words to be unfamliar

or new) .

This however is contradictory to the reported

literature which shows that integration has an advantage

over seggregation for [|anguage abilities. Hence an
eclectic approach (of cued sp, oral aural approach, lip
reading is preferred for better expression and

conpr ehensi on by hearing-inpaired).

The present study clearly shows that the node of
communi cation and training contributes to a l|large extent

for adequate |anguage acquisition.
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SUMVARY OF DESCRI PTI VE ANALYSI S

It may be observed from this qualitative analysis
of responses of normals that conprehension and text
coherence is not affected nuch inspite of the change in
story structure. The gap or difference between the
original and revised text coherence gradually narrows down
with increase in age. However, the responses of the
children belonging to the original group appeared to be
nore richer in content, than that of children belonging to
the revised group. They used alnost the sane sentence
structures, words or simlar vocabulary, as that of the
story text which nmay indicate better and clearer

conpr ehensi on.

The hearing-inpaired group showed a significant
difference in their responses between the original and
revised groups. The children of the original group
performed better than those of the revised group in terns
of accuracy of response, content of response, sentence

formati on and vocabul ary.

Like the normals, even this group showed a
positive developnental trend in both the original and
revised stories, thereby narrowing the gap between the 2

popul ati ons.



SUWARY AND CONCLUSI ONS

The aimof this dissertation is to find the effect
of story structure change on reading conprehension in

normal s and heari ng-i npaired.

So as to acconplish this, thirtysix subjects (18
normal s and 18 hearing inpaired) were taken for the study.
They are of the ages 8-9, 9-10 and 10-11 vyears. The
degree of the hearing loss ranged from noderately severe

to profound SN | oss.

Four stories were selected from the stories
prepared by Ranma (1980) . These are considered as the
original stories. The revised versions of these are the

stories with the change of sentence structure.

Each group was divided into two sub-groups in both
normal s and hearing-inpaired subjects. VWi le one sub-
group was given an original story-1 and a revised story-2,
the other sub-group of the same age was given the revised
version of the original story-1 and the original story-2.

The readi ng conprehension was tapped through questions.

The results showed that normals had m ninmum
di fferences between the original and revised versions of

the stories in all age groups. However, the hearing-
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inmpaired subjects perforned significantly better in the

original stories as conpared to the revised stories.

This clearly inplies that reading conprehension is

not affected in the normals inspite of the change in
story structure, while story structures do affect the
readi ng conprehension in the hearing-inpaired. That 1is,
changing the sentence structure in terms of |ength,
sinplified syntax and vocabul ary, hinders the reading

conpr ehensi on.

Hence, this study also inplies that the hearing-
inpaired subjects should be reading well-witten
stories/materials which are naturaly cohesive instead of
basal materials which are developed to neet a pre-

determned set of rules for syntax, sentence length or

vocabul ary.

Limtations of the Study
1. Small data of 6 subjects was used in the study.

Better generalization nay be obtained with the use of

| arger dat a.
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APPENDI X

YADgA mattu noji

OR‘Q'E'QI

YApgana mangia baigida Aattiva Onol g
naiji ietwe Adu kivulSikolluttittu. YADganw
A Akks hott ¢ tumbo: ha:dw ha.':ki,dnhu,.
haijige  sAanto:favosjibu. Adu baidavannu
/\l.{,a,:c_'{i..si.{bt. Ad L:QA YADOQANAN  PANL JANAQ
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Ranga and the Dog

Ori gi nal

A dog was near Ranga's house door. It was
scream ng. Ranga gave a lot of mlk to it. It drank the
mlk and felt very happy. It shook its tail. It is now

wat chi ng Ranga's house.

Revi sed

A puppy was screamng near Ranga's house door.
Ranga gave a lot of mlk to it. It felt happy and shook

its tail. It is now watching Ranga's house.
The El ephant

Ori gi nal

A man had an elephant with him He was not giving

it adequate food. Inspite of it, he was getting a lot of
work done fromit. The elephant got very angry. Once it
stanped its master underneath its feet. He died. Hs

wi fe began crying. She brought her children and put them

at the elephant's feet and said "El ephant! you killed the

father, kill the children also". The el ephant | ooked
towards the children. It put its trunk around the el dest
son. It lifted him up and made him sit on its neck.

Since that day it began to listen to the boy.
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Revi sed

There was a man. He had an el ephant with him He

was not giving it adequate food. Inspite of this, he was
meking it to do a lot of work. The el ephant got very
angry. It stanped its master underneath its feet and

killed him Hs wfe began crying. She put her children

at the elephant's feet and said "You have killed the
father, kill them also". The elephant |ooked towards the
chil dren. It put its trunk around the eldest son. It
lifted him up and nmade him sit on its neck. Since that

day it considered the boy as its master.

The W se Birbal

Oi gi nal

There was a cotton nerchant in Akbar's kingdom
He had five houses to load cotton. Everyday theft used to
take place from these. The merchant had many servants

wth him Wen asked "Wio stole the cotton?" every one

used to say "Not me, sir

Not knowi ng what to do, the nerchant went to
Birbal and told his problem Bi rbal thought for sone

tinme and said "Send your servants tonorrow norning to ny

house for tea".

The nerchant agreed. The servants felt happy at

hearing the news of tea. They went to Birbal's house, the
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next day norning. "Cone in, conme in", Birbal welconed

them Later, so as to find the thief, he set up a plan

He teasingly said "Ch cotton robbers, couldn't you
renove the cotton sticking to your noustaches, before
com ng here?" Imedi ately two servants touched their
nmoustaches. Fromthis, Birbal canme to know that they were
the thieves. He caught their hands and said "You are the
t hi eves. Be good and return back the stolen cotton to
your nmaster". The merchant was surprised by Birbal's

cl ever ness.

Revi sed

A cotton nmerchant was in Akbar's kingdom He had
five houses to load cotton. Everyday the cotton used to
get stolen from here. The merchant asked his servants

"Wio stole the cotton", then everyone said "Not ne, sir

He then went to Birbal and told this to him
Birbal told him "send your servants for tea tonorrow

norning to ny house".

The next norning all the servants went to Birbal's
house. He set up a plan. He teasingly said "cotton
robbers; couldn't you renove the cotton sticking to your
noust ache before comng here?". Inmediately, two servants
touched their noustaches. Birbal came to know that they

were the robbers. He caught them and said "You return al
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the stolen cotton back to your master". The servants

agreed. The merchant was surprised seeing all these.

The Thief and his Mot her

Ori gi nal

Once upon a tinme there was a woman. She had a
son. One day, he stole a book from his school. The
not her instead of scoling praised him say "You did a good
thing, ny son". So the son thought that stealing is good.

Since then he began stealing snall things.

The boy grew up. He then began to steal bigger
t hi ngs. However, one day the State police caught him
After doing the enquiries, the king commanded "Hang this
robber ™. Bef ore hanging the robber, he was taken around
the city. Everyone had cone to see him and made fun of
hi m The State police asked him before hangi ng him "Wat
is your last wish?" The robber said "I want to talk to ny
not her". The weepi ng not her cane. The robber hugged her

tightly and pretending to tell sonme secret at her ear, he

bit her ear from his teeth. "Alas, alas", the old wonan
cried. The police said "Not being satisfied wth
thieving, you even bit your nother's ear off. Wiat a

cruel man you are".

"Yes, | amcruel man. But ny nother is the cause

of me being like this. I nstead of scolding, she praised
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me for thieving when | was young. That is why | am a
robber. And | have to die like this now If not even |

would lead a good life like you", said the robber.

Revi sed

There was a woman in a city. She had a son. (ne
day, he stole a book from his school. The nother did not
scold him She praised him saying "You have done a good
thing, ny son". So he thought that stealing is a good
thing. He began to steal. He grew up. One day, he did a
big robbery. He then got caught by the State police.
After doing the enquiries, the king commanded "Hang this
robber". Everybody gathered to see him They nmade fun of
hi m Bef ore hanging him he was asked "Wuat is your |ast
w sh?" He said "I want to talk to ny nother”. The
weepi ng not her came. He hugged his nother tightly and bit
her ear from his teeth. "Alas, alas", she cried. The
police said "Having done robbery, you have also bit your

nother's ear off. What a cruel man you are".

"Yes, | am cruel man. But | becane a robber
because of ny nother. Wen | stole, she praised ne
instead of scoling ne. Now | have to die like this. |If

not, even | would be a good man" said the robber.
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Innogn Attt A jL (Ranga and the Dog)

nOC:jiL waawl sl kivulfikollutitbuw?
Were was the puppy scream ng?

vYAnganu  Adakks  einu kotEanuw?

What did Ranga give?

hotte tumida naiji enu mo:ditu?

What did the dog do?

nojL Liga YADgAMA manciannuk enu mo duttia e?

What is the dog doing to Ranga's house?

A:NE (The El ephant)

oinsas manufjaha me:ls e:ks ko:ipa bantw?

Wiy did the elephant get angry on the nan?

o MAV\_LJ..SJ.?‘V\L,-\. L\QL}‘({ sAatbu he:da 'r\u_?

AVARA hendatl atngja ball @:nu he: Lidn tu?
What did his wife tell the el ephant?

one dodda ™Magananaw e:nw macditu?

What did the el ephant do to the el dest son?

For whom did the el ephant begin to work?

bli:vaballina dza.natana The Wse Birbal)

hattt vjaipasyr eldiddanw:

VWhere was the cotton nerchant?
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vjoopoulYL  joiyh ball ho:dAnw?

Whom did the nmerchant neet?

o dugalu bL:YABALLARA manggs ek ho:d Ay ?
Wiy did the servants go to Birbal's house?
bL:yabAallanuw moudida wpolijave nw ?

What did Birbal plan?

! 9

hatee kallavyw jaivu sndwu bl:vaballanigs he:ge tiliitu

How did Birbal cone to know who the robbers were?

KALLA matiu AVARA Lo:jL (The Robber and his Mot her)

l'\u_d_lig;\ }« .-“ } Latana masdidaian avana A jl ernu wocd dad u
Wien the boy did thieving, what did his nother do?
Avanu dodd a kKALLAtANAVARKU ma:didaign einu A jltu?
What happened when he did a big robbery?
Yoo dj anuw kallAancgs € ntha Sk fejannu kotbEAavyu
What puni shnent did the king give to the robber?
kng‘t_n_ﬂ_u Avana 1oijlge einuw masdidanu?

What did the robber do to his nother?

kadlanw vao ff_" f:-L‘_x\']u:,f\ Yegeg e:nw he: .’-'.'__. W ST

Wiat did the robber tell the police?





