READING ACQUISTION INMALAYALAM :

A PROFILE OF THE SECONDARY GRADERS

SEETHA.L
Reg.No. M2K 20

A Dissertation Submitted in part fulfillment of
Final Year M.Sc. (Speech and Hearing),
University of Mysore, Mysore.

ALL INDIA INSTITUTE OF SPEECH AND HEARING
MANASAGANGOTHRI
MY SORE - 570006

May-2002






CERTIFICATE

This is to cetfy that this Dissertation entitted "READING
ACQUISITION IN MALAYALAM : A PROFILE OF THE SECONDARY
GRADERS " is a bonafide work in part fulfillment for the degree of Master of

Science (Speech and Hearing) of the student (Register No. M2K 20).

| A 4

Director
Mysore, All India Institute of
Speech and Hearing,
May, 2002

Mysore - 570 006



CERTIFICATE

This is to cetify that this Dissertation entitted "READING
ACQUISITION IN MALAYALAM : A PROFILE OF THE SECONDARY
GRADERS " has been prepared under my supervison and guidance. It is aso
cettified that this Dissertation has not been submitted earlier in any other

University for the award of any Diploma or Degree.

Guide

Dr. Prema K.S
Lecturer in Language Pathology
Mysore, Department of Speech Pathology
All IndiaInstitute of Speech & Hearing,
May, 2002 Mysore - 570 006



DECLARATION

This Dissertation entitted "READING ACQUISITION IN
MALAYALAM : A PROFILE OF THE SECONDARY GRADERS " isthe
result of my own study under the guidance of Dr. Prema ICS, Lecturer in
Language Pathology, Department of Speech Pathology, All India Institute of
Speech and Hearing, Mysore and not been submitted earlier in any other

University for the award of any diploma or degree.

Mysore,

May, 2002 Reg.No. M2K20



ACKNOWLEDGEMENTS

I extend my sincere gratitude 10 My Guide Dr. Prema, K.S, LecTurer in
Language Pathology, Department of Speech Pathology, ALl India Institure of
Speech and Hearing. 1 will be grateful 1o you for all the help, supporr, advice

and guidance which you have given me throughour the year, Thank you maam.

I would like 1o thank Dr. Jayaram, Direcror, All India Institute of

Speech and Hearing for permitTring me 1o carryout vhis study.

Dr. Shyamala and Dr. Prakash I'm greatful for all the help you have

rendered during My project.

Thanks 1o All my subjects for co-operaTion.

I express my gratitude 10 All the veachers of AIMH, Trivandrum.

My parents, acha, and amma, and kochan and Appus ...... you ARe my

GREATesT AsseT. | thank God for giving Me you Guys with me.

Kaloor ammachi, vavi aunty, achachan, P, njakkus, thank you for all The

SUPPORT yOU GAVE AT The RiGHT Times.

Neha...moments | spent with you will be cherished for my Llife vime. I'll

miss you. Thank you for being There always.

Prasi... you Are the world’s best brorher. Thank you for everything,

hope 1o stay The same always.



GK ... puichv, love you for whar you are.
Pam ....dearest postingmare, had lors of Fun Togerher.

Karz and Sabi .... the fun and laughter we have Togerher is hard 10

forger. Thawnk you borh for The Grear Time.
Marthew, Sai, Joby sir, and Beula .... Thank you for the helping hand.

Mukunth, & Mukesh ... thanks 1o borh of you for making my clinical

postings Memorable, All vhe eeeys and haha's |

Alfina, Sheeral, Anjali, Bela, Shibasi and Yarin... you Guys have taken

lovs of pain in helping me. Your contributions are appreciated. All the best !

Rakhee and Family ... thank you for helping me with all the

ARRANGEMENTS for my data collecrion.

Neha, Prasanna and Sai ... you guys were always there for me. Thanks

A lor. Love you all.
Special thanks 1o Dr. Lancy for solving my starisvics.
Thanks 7o all my classmares For making my svay in AIISH wonderful.

I express my heartfelr rhanks vo Mr. Madhusudhan & Mrs. Manjula for

Giving shape 1o my work. Thanks are also 1o Mr.Shivappa for his Xeroxing.



TABLE OF CONTENTS

Chapter 1

Chapter 11

Chapter 111

Chapter IV

Chapter V

Introduction

Review

Method

Results & Discussion

Summary & Conclusion

Bibliography

Appendix |

Appendix 11

Appendix 111

Appendix 1V

Page No

14

524

25-31

32-52

53-55



LIST OF TABLES

Description
No.

1 Number of subjects taken in each grade

2 Test items

3 Mean and SD scores between grades and genders
4 ANOVA results showing significance at 0.05 level

5 Correlation Matrix

LIST OF FIGURES

Figure
Description

No.

1 Scores on metaphonological tasks between gradesV and VII 35

2 Scores on metaphonological tasks between gender for grade V 36

3 Scores on metaphonological tasks between gender for grade VII 37

4 Percentage scores between gradesV and V11 42

5 Percentage scores between gender for grade V 48

6 Percentage scores between gender for grade V11 49

Page No.

25
28

33

45

Page

No.



CHAPTER |
INTRODUCTION

"Every man who knows to read
has power to magnify himself,
to multiply the ways in which he exists
to make his life full significant and interesting”

(Anonymous)

In this society, where the quality of life is in large part determined by
literacy, there has been a growing interest in understanding reading mechanisms

and their development in diverse cultures.

Reading and writing skills are essentia for man in every walk of his life.
Success of a man is clearly dependent on reading, and even though it is possible
to have a successful career without being able to read well, individuals who have

good reading are at a distinct advantage.

Reading is not a biologically evolved skill like walking and talking. It is
a product of cultural evolution and is dependent on cultural transmission for its

continued existence.

Reading defined as decoding ability is the skill of transforming printed
words into spoken words (Perfetti, 1986). There are two basic components
involved in reading- word recognition (decoding) and comprehension. Reading
ability defined this way is associated with the skill in comprehending texts
(Kamhi and Catts, 1991).

In order to explain the process of reading which is a complex
multidimensional  skill  involving  linguistic, perceptual, cognitive and
motivational components that are not observable in the laboratory, various

theories and models have been proposed. Cognitive theories (Neisser 1967,



Brown 1978); Theories of brain function (Patel 1977); Reading theories
(Gibson, 1972); Liberman and Shankweiler 1979); Language and metalinguistic
theories (Tunmer and Bowey 1984; Treiman 1991) are but a few of them. The
above theories and models reflect on the developmental acquisition of reading

skills.

Acquisition of reading has been studied extensively. Perfetti (1985, 86)
views reading acquisition at two basic levels - basic literacy, which views
reading as smply a decoding ability that is more applicable to children learning
to read and inteligent literacy, which views reading as thinking guided by print
which is more applicable to older children and adults who learn from the text.

Acquisition of reading is influenced by verbal and nonverbal factors like
vocabulary, syntactic knowledge, metainguistic awareness, memory,
phonological awareness, verbal fluency etc. Among these, phonological
awareness is one of the important factors. Treiman (1991) suggests that
phonological awareness refers to the awareness of any of the phonological units
of the spoken language. There are two types of phonological awareness- holistic

phonological awareness and analytic phonological awareness.

In addition to the ability to read and write words, comprehension of
written text and sendgtivity to phonemic or aphabetic principles of a given
language are considered to be the important factors contributing to the process of

reading acquisition.

Any difficulty in the above mentioned factors will lead to difficulty in
reading. Difficulty in reading is denoted by terms such as dydexia, reading
disability, specific learning disability by various people. However, Dydexia is a
popular term for any difficulty in reading of any intensity and from any cause(s)
(Harris and Hodges, 1981 cited in Kamhi and Catts 1991). Dydexia refersto an

extra ordinary difficulty experienced by otherwise normal children in learning to



identify printed words, presumably as a result of constitutional deficiencies
(Vellutino, 1979).

Assessment of Reading disability

Assessment of reading disability is important from the perspective of
scholastic achievement. Hence, earlier studies reveal that largely educators were

involved in evaluation /assessment of reading in school children.

Thomson (1990) views assessment as having 3 mgor goals : diagnostic,
delineation of specific difficulties and as a guide to remediation.

In order to achieve the above goals, various tests were developed to
assess the multiple skills involved in reading. But these tests faled to satisfy the
above goals as most of them were developed for particular Grades or particular
skills.  In order to delineate specific difficulties and to plan for remediation, it
would be better if a profile of reading skills is developed (Crystal, Fletcher and
Garman 1979).

Attempts at profiling reading acquisition have been made by western
investigators. The results of these studies cannot be implemented directly for

Indian languages due to the inherent differences in languages and scripts.

Consequently, a few studies in Indian languages (Devi, 1978; Mohanty
and Sahoo, 1985; Ramaa, 1985; Purushothama, 1991; Jayaram, 1997; Prema,
1997; Akila, 2000). Girija (1998); Chacko (1999); Anne, ( 2000), lyyer (2000);
Swaroopa (2001) have investigated reading acquisition.

Malayalam, which is one of the mgor Dravidian languages, lias an
orthographic structure comparable to other Indian scripts. In Maayalam script,
which is phonemic, consonants have an independent graphemic form and the
associate vowels are not attached onto the consonants in their secondary form
(vowels are not fused with the consonant to form the syllabic letter). They aso
have an independent graphemic form. So for a Maayalam reader, it is easy to



visualise both the consonant and the associated vowel in their secondary form eg:

<) . .
ki S+ e = i in an utterance unlike other

Dravidian languages, where the vowels are fused with the consonants in a

gyllable.

Need for the study

Clinical practice indicates that majority of our clinical population report
to us during their secondary Grade age. In addition, teachers and parents most
often identify the problems in the secondary Grade level.

Speech language pathologists have often encountered with problems in
evaluation and assessment of children with reading disability because of lack of
tests and tools. Consequently there is a dependence on western tests and tools
that most often do not suffice our requirement owing to the differences in
language structure and script specific features. The few Indian tests / profiles
particularly in Maayalam language developed as a part of small scale research
/dissertations are either for preschoolers (Swaroopa, 2001) or for primary
Graders (lyyer, 2000). Because large number of children are being identified at
higher primary Grades which is a crucia age for intervention, a need has been
fdt to develop a profile of reading, writing, comprehension and
metaphonological skills which would help Speech Language Pathologists and
gpecia educators

Objectives
The proposed study is aimed :
(1) To develop a profile of reading skills of secondary Graders

(2) To study the performance of children of Grade V and VIl on various reading
and writing tasks.

(3) To check for difference in performance between genders

(4) To identify sensitive parameters to detect reading difficulties, if any



CHAPTER 11

REVIEW OF LITERATURE

Communication skill is the gift of God to animal species. Animal species
communicate with the help of scent, gestures, verba codes and written codes.
While the former two are typica of lower species, the latter two are seen in
higher primates. Written codes, in particular is specific to human species which

is known as the art of reading and writing.

Reading is a complex skill that is acquired by man. Reading defined as
decoding ability is the skill of transforming printed words into spoken words
(Perfetti, 1986). It is dso considered as a process of decoding printed symbols
into sounds and then extracting meaning from it. The basic process of reading
involves the recognition of symbols. Speed of perception, use of analogy and

memory for sequences that are found to be important for learning to read.

Catts and Kamhi (1986) define reading as a cognitive process by which
one derives meaning from printed symbols. In order to decipher meaning from
printed symbols, one should have a knowledge of the language. The ability to
analyse a language into its components, otherwise known as metalinguistic skill

is presumed to be the basis of reading.

Much has been written recently about the linguistic bases of reading
(Catts and Kamhi, 1986; Liberman, 1983; Perfetti, 1986). It is now generally
acknowledged that reading shares many of the same processes and sources of
knowledge involved in talking and understanding.  Delineating the similarities
in the processes and knowledge involved in oral and written language
comprehension one begins to capture the complex relationship that exists
between language and reading.



Kamhi and Catts (1991) give three important differences.

1) Learning to read requires explicit knowledge of the phonological aspects of
speech. The knowledge that words consist of discrete phonemes is crucial for

constructing phoneme - grapheme correspondence rules.

2) Reading is comparatively a newly acquired human ability for which specific
biological adaptation does not exist.

3) All humans are reared in environments in which spoken language is the
principal means of communication. We are biologicaly endowed to learn

language but the same is not true for reading.
Theories and Models of Reading

There are various theories putforth, as the process involved differ for each
individua, reading theorists have attempted to explain the process by adapting
cognitive and linguistic theories and their interactive component processes

(Stanovich,1980).

The early cognitive theories propose that reading is a cognitive activity
and follows the lead of information theory in fractioning mental activity into
component processes such as attention, brief sensory storage, perception, short
term memory, long term memory and reasoning (Neisser, 1967). These
components are said to be hierarchicaly arranged on different levels and
organized into structures designated as schemata or frames of scripts. Learning
is thought to involve a complex interaction among the learner's current
knowledge, the type of information to be acquired and levels of processing
involved. Metacognition, the awareness of one's own cognitive activity (Brown,

1978) is said to play an important role in this cognitive process.

One group of theorists emphasized a 'bottom-up’ sequence of stages from

print to meaning, the second group, the ‘top-down' control of letter and word



perception by linguistic context and the third group, the interactive parallel
processing during the act of reading. But the exact levels of processing vary

according to the interests and beliefs of the theorists.

Smith (1973) postulated that the meaning of printed text is extracted by
mechanisms that are completely independent of the speech perception system
whereas, Liberman, Shankweiler, Fischer and Carter (1974) postulated that print
is recorded into speech at the phonological level and processed thereafter in the
same manner as speech. La Berge and Samuels (1974) however, alow for the

use of either path as a function of the stage of reading acquisition.

'‘Bottom-up and Top down' theories of reading are helpful in explaining
the individua differences in reading acquisition (Rosner, 1979). Top down
theorists argue that the beginning reader needs only the metalinguistic insight
that reading is language and that written language differs from spoken language.
Bottom up processors argue that metalinguistic awareness of phoneme structure

is essential for learning how letters correspond to speech sounds.

The complexity involved in the process of reading acquisition has
stimulated researchers to attempt modelling reading acquisition from varied
perspectives. Ehri (1993) summarises these attempts by researchers to address
the question as to how students learn to read, from three different perspectives -
instructional perspective, disability perspective and developmental perspective.
With investigations along these 3 perspectives, various models have been
putforth. These models try to trace how a child in course of his becoming a
competent reader acquires the different component systems or strategies of
skilled reading.

Hence, an attempt to model reading behaviour resulted in : schema
models, process models, cognitive models, information processing models and

developmental models.



Some of the models are Marsh's model (Marsh, Friedman, Welsh and
Desberg, 1981), Chall's modd (Chal, 1983), Frith's model (Frith,1985), Harris
and Coltheart's model (Harris and Coltheart,1989), Bakker's model (Bakker,
1992). These models suggest that readers must pass through and attain the
capabilities at each stage in order to attain competence at the next stage ie., they

emphasized linearity as well as hierarchy in reading acquisition process.

Reading models, in general, emphasize the interaction of multiple
components such as the visual, phonological, orthographic features, reading and
listening comprehension and aso the role of cerebral hemispheres in the

acquisition of reading.

Models of oral and written language comprehension have often been
divided into three general classes, bottom-up, top-down and interactive. (Kamhi
and Catts, 1991).

Bottom-up models view oral and written language comprehension as a
step-by-step process that begins with the initial detection of an auditory or visua
stimulus. The initid input goes through a series of stages in which it is
"chunked" in progressively larger and more meaningful units.  Top-down
models, in contrast, emphasize the importance of scripts, schemata, and
inferences that alow one to make hypotheses and prediction about the
information being processed.  Familiarity with the content, structure, and
function of the different kinds of oral and written discourse enables the listener
and reader to be less dependent on low-level perceptual information to construct

meaning.

Reliance on top-down Vs bottom-up processes varies with the material
being processed and the skill of the reader. Bottom-up processes are presumed to
be necessary when reading is isolated, decontextualized words, where as top-

down processes facilitate not only word recognition but also discourse-level



comprehension. Top-down processes are especially important when reading

partidly illegible material, such as cursive writing.

Many current theorists of language and reading (Butler, 1984; Duchan,
1983; Perfetti, 1985; Rumelhart, 1977, cited in Kamhi and Catts 1991) have
advocated interactive models in which bottom-up and top-down process
contribute to reading and language comprehension. An interactive model of
reading comprehension, for example, would acknowledge that individuals must
have proficient word recognition skills as well as higher -level linguistic and
conceptual knowledge inorder to be good readers. Whereas bottom-up and top-
down models emphasize sequential processing, interactive models allow for
parallel or smultaneous processing. In general, the above models and theories
contribute towards enrichment of knowledge in the developmental process of

reading acquisition.
Reading Acquisition
Acquisition of reading is determined by the interaction of 4 factors —

() biological,

(i) environmental
(i)  psychosocia and
(iv)  cognitive factors
(Kamhi and Catts, 1991)

0] Biological factors are crucia in learning to spoken and written language

(i) Environmental factors play an important role. Humans are biologically
endowed to learn language, but this is not the case with reading. About
40% of the world's adult population cannot read. In most cases, illiteracy
is caused by environmental factors. Individuas reared in societies in
which reading ability is not of cultural value will probably have little

exposure to print and no formal instruction in reading.



(i)  Psychosocia factors such as motivational and attentional states play an
important role in learning to read. Reading difficulties in individuals with
motivational and attentional problems have been well documented.
(Hallahan, Kauffinan & Lloyd, 1985, cited in Kamhi and Catts 1991)

(iv)  Learning to read rely on basic cognitive processes to encode, store and
retrieve information. In addition, the same store of linguistic and
conceptual knowledge is tapped by readers as by speakers and listeners.

Metacognitive abilities play amaor role in learning to read.

The process of reading acquisition is presumed to function at three
hierarchical levels, (Meritt, 1970) - the primary sound unit recognition level, the
intermediate printed word-spoken word matching level and the higher order
comprehension for thought. Each of these three levels of skills is presumed to
involve both maturational and learning factors. The various stages of reading

development that are proposed by Chall (1983) are as follows :
Stage O : Pre reading stage (birth - 5 to 6 years)

Children acquire knowledge about letters, words and books. The term
"literacy socialization” lias been used to refer to the socia and cultural aspects of
learning to read. Literacy socialisation focuses on the role of the environment in
fostering the child's awareness of the purposes and conventions of print. During
the pre reading stage, children also learn a lot about language. Knowledge
acquired about language is of two types :

(1) primary linguistic knowledge necessary to understand and produce
well-formed utterances and

(2) metalinguistic knowledge that involves the awareness that language

consists of discrete phonemes, words, phrases and sentences.

10



Stage 1 : Initial Reading or Decoding (5-7 years):

This stage is maked by the Ilearning of phoneme-grapheme
correspondence rules. Frith (1985) referred to this stage as the phonetic or
alphabetic stage. Chall noted that by the end of this stage, children have gained
the insight about the nature of the spelling system. It is generally acknowledged
that constructing associations between letters and phonemes is the fundamental
task feeing the beginning reader (Blachman, 1984, cited in Lombardino, Marris,
Mercado, DeFillipo, Sarisky and Montogomery ,1999).

Stage 2 : Ungluing from print (7-9 years) :

This stage is a consolidation of what was learned in stage 1. Children in
this stage learn how to use their decoding skills, the redundancies of the
language, and their knowledge of scripts and story structure to derive meaning
more easly and fluently from text. This stage corresponds to Frith's
orthographic stage, in which the child directly recognises words on the basis of

orthographic patterns.
Stage 3 : Readingtolearn (9-14 yeas) :

At this stage decoding skills become fully automatized, thus freeing up
attentional resources to focus on text comprehension and learning. The reading
in this stage is divided into 2 phases. In the initial phase, children (9-11 years)
can read serious materia of adult length but cannot read most adult popular
literature. During the second phase (junior high level), preadolescents are able to

read most popular magazines, popular adult fiction etc.

Stage 4 and 5 : Multiple view points (14-18 years)/ construction and

reconstructions (18 and above) :

The final 2 stages are considered as stages of cognitive development

rather than reading development. As adolescents become capable of more

11



information they are able to learn from reading increases. Essential
characteristics of stage 4 is that the reader can now deal with more than one point
of view, where as of stage 5 is that reading is viewed as constructive; that is, the
reader constructs knowledge using basic reasoning process, such as anayss,

synthesis, and judgement.
Factors affecting reading acquisition

There are severa factors affecting reading acquisition. It includes,
1) Non Verba factors

(a) Psychosocia factors such as motivational and atentional states
play an important role in learning to read (Kamhi and Caits,
1991)

(b) Cognitive factors play a fundamental role in learning spoken
and written language because they are essentialy cognitive
achievements.

2) Verba factors include vocabulary, syntactic knowledge, metalinguistic
awareness, verbal short term memory, phonological awareness, speech
production, inferential comprehension, semantic memory and verbal fluency.
Of the above, metalinguistic awareness is important because without this
ability the child would not be able to discover the properties of spoken
language that are central to the correspondences between its written and

spoken forms.
Metalinguistic awareness and reading

Metalinguistic awareness is the ability to think about and reflect upon the
structural and functional features of language. (Tunmer, Pratt and Harriman
1984).



The term 'metalinguistic awareness was first used by Cazden (1972).
Ehri (1978) differentiates between implicit knowledge and metalinguistic
knowledge which is explicit.

Tunmer and Bowey (1984) identified four broad levels of metainguistic
awareness. They are word awareness, form awareness, phonological awareness
and pragmatic awareness. They hypothesize that these levels play vital roles at
different stages of reading acquisition.

Phonological awareness is defined as the conscious representation of the
phonological properties and constraints of speech. There are various forms of
phonological awareness.- awareness of phonological strings (phonological
length, sound similarity, etc), awareness of syllables, awareness of phonemes
(segmental awareness) and awareness of phonetic features.

Tunmer and Nesdale (1985) have suggested that phonological awareness
is one of the metalinguistic abilities and is developmentally a distinct kind of
linguistic functioning that develops separately from and later than speaking and
listening skills. Treiman (1991) considers phonological awareness not as a single
entity but as a complex skill involving several kinds of phonological units

including syllables, intrasyllabic units, phonemes and phones.

One of the important applications of the phonological awareness sKills is

its critical role in learning to read.

Liberman, Liberman, Mattingly and Shankweiler (1980) measured 4,5,6
year old children's ability to segment spoken words into syllables and phonemes.
The results indicated that segmentation of words into syllables was easier than
into phonemes and showed a clear hierarchy in the performance of these
language analysis tasks. At the age of 4, nearly haf of the children could
segment words into syllable but none could segment it into phonemes. By the

end of | grade, 90% could perform the syllable segmentation task while 70%

13



succeeded in phonemic segmentation task. They postulated that regardless of
instructions results indicated that a greater level of maturity was necessary to

analyze words into phonemes than into syllables.

Other studies have confirmed the relative ease of syllable segmentation

compared to phoneme segmentation.

Treiman (1991) suggests that helping children gain access to the two
primary parts of the syllable - onset and rimes, might help children negotiate the

transition from syllable awareness to phoneme awareness.

In contrast to the correlational studies which indicate a significant
relationship between the child's phonological awareness and acquisition of
beginning reading skills, Shankweiler, Liberman, Fowler and Fischer (1977)
found syllable segmentation is necessary to be a significant predictor of reading
performance in first Grade. Blachman (1984), cited in Lombardino et al, (1999)
on the other hand, found that phoneme segmentation with rapid automatized
naming of colours and letters accounted for 68% variance in reading scores of
first Grade children and that syllable segmentation was not a significant predictor
of reading ability at first Grade.

Because of the significance of phonological awareness in learning to read,
numerous studies have examined the effectiveness of training speech sound
awareness in poor readers or children at risk for reading difficulties. The work of
Bradley and Bryant (1983), Treiman and Baron (1981), Lundberg, Frost and
Peterson (1988) have shown that increased phonological awareness through
training has a positive effect on reading acquisition. The results of these studies
have been so consistent in demonstrating a positive effect in reading and or
spelling that Adams (1990) concluded that the goal of efficient and effective
reading instruction is explicit training of phonemic awareness which is
invaluable. Because of the attention received by investigators to spelling skills as

being important for acquisition of reading it has been studied extensively.
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Acquisition of Spelling

Most of the researchers on beginning literacy have investigated factors
related to learning to read as opposed to learning to spell. Whether learning to
read and spell are smply two manifestation of a single underlying ability and or
distinct cognitive accomplishments has not been fully addressed in the literature.

It is theoretically plausible that reading and spelling represent separate
points on the developmental language continuum, differing quantitatively in the
amount of word knowledge necessary for accurate performance, but remaining
qualitatively smilar in the basic cognitive processes involved. This is supported
by the observation that adults and children, both good and poor achievers often
read words they cannot spell (Boder, 1973; Bryant and Bradley, 1980).

In order to reflect on the child's understanding of the spelling system,
Chall (1983) proposed developmental phases to coincide with the stages of
reading acquisition: pre phonetic, semi — phonetic, phonetic and within word
pattern. She also suggested that when children learn to spell words phonetically
using conventional letter symbols, they become more accurate in spelling words
because this knowledge makes it easier for them to store the correct spellings of

gpecific words in memory.

Ehri (1989) attributes a central role to the acquisition of spelling skills
which she presumes facilitates phonological skills in young readers. She
suggests that phonological awareness in non reading preschoolers, illiterate
adults population etc, is only rudimentary whereas performance was better taught
how an aphabetic orthography maps the phonemic structure of speech. This is
attributed to the spelling knowledge which facilitates the awareness of sounds in
words and aso provide visble symbols for conceptualizing sounds as separate

units and for manipulating them conscioudly.



Reading Comprehension

Reading can be considered to comprise two component skills - word
recognition and comprehension. To read effectively a child must be able to
identify the individual words of a text and integrate the meaning of these words
and sentences to comprehend what is being read (Gough and Tunmer, 1986).

Hulme (1988) suggests that short term memory skills are important in the
development of comprehension skills. Reading is a multidimensiona activity
and skilled reading requires an awareness of strategies involved in the process to
monitor and evaluate their own comprehension (Ryan, 1981).

The studies on reading comprehension indicate that children with reading
comprehension problem aso have generally poor language comprehension skills
and that comprehension skills vary with verbal ability such that reading
comprehension difficulties constitute one component of a more general language

comprehension impairment.
Relation between reading and orthography

Orthography is a graphic representation of language. The existing
writing systems across the world may be classified into three main types on the
bass of their level of representation.

> |deography represents language at the level of morphemes eg;
Chinese script.

> Syllabary represents language at the level of syllables, eg: Japanese
Kana

> Alphabetic system represents language at the level of phonemes, eg;
Roman script.

The psycholinguistic anaysis (Coltheart, 1984) of this linguistic
classfication of orthography provides insight into the processes involved in



reading. A reader, while reading a particular type of script is required to have
access to the level of representation encoded in the print, which in turn, would
have differentia influence on reading. Syllabary is presumed to be cognitively
easier to read than the other two systems (Mattingly, 1980).

Over the decades various writing systems have evolved in the form of
logographic, syllabic or aphabetic reflecting the language's unique phonology
and morphology (Scheerer, 1986, Mattingly, 1972).

The match between writing system and language ensures a degree of

efficiency for the reading and writing process (Katz and Frost, 1992).

Orthographic awareness is the awareness of the principles of the writing
system. In order to be a proficient reader one is required to develop a conscious
awareness regarding the way language is represented in writing. Children who
speak a particular language should develop adequate awareness of that particular
language's orthographic principles. In the context of alphabetic scripts the
importance of metaphonemic awareness could be related to the concept of
orthographic awareness. Since the alphabetic scripts represent language at the
levels of phonemes, it becomes imperative for a child to master the principle with
which language is encoded or represented in print. In this way, phonemic

awareness becomes a part of orthographic awareness for alphabetic scripts.

Students focusing on orthographies of English and other languages view
that reading processes cannot be explained without considering the readers
linguistic environment in general and the characteristics of his writing system in

particular (Frost, 1993).
Reading in nonalphabetic scripts

The earlier presumptions of the models and stages of literacy
proposed for alphabetic languages are questioned by the findings observed in
non-alphabetic orthographies (Hatano, 1986; Read, Zhang, Nie and Ding 1986;

17



Karanth and Prakash, 1996). Segmental awareness, which is considered to be a
reliable predictor of reading achievement, is supposed to play avitd role in the
acquisition of aphabetic literacy (Morais, Bertelson, Carey and Alegria 1979,
1986). Read (1986) found that people who did not have direct experience with
alphabetic orthography were unable to carryout phonemic segmentation
tasks. They conclude that the ability to hear spoken language as a sequence of
phonemes is a by-product of experience with an alphabetic orthography. Similar
findings are reported by Prakash and Mohanty (1989), Malini (1996) and Rekha
(1996) for Indian children.

Reading Disability

From the turn of the century until the 1950s, it was commonly
understood that dyslexia was a biologically determined condition. Perception
and neurological anomalies were centrally featured in theories as the disorder.
In the 1950s and 1960s it became increasingly common to attribute reading
and writing difficulties to inadequate or incomplete education. Beginning in the
1970s, many began to ascribe the cause of dydexia to a "language disorder”
and especiadly to a deficient phonological awareness. Tonnessen (1999) Boden
and Brodeur (1999) reports three patterns of reading disability profiles

(&) poor decoding but adequate comprehension

(b) adequate decoding but poor comprehension

(c) poor decoding and poor comprehension

The most broad based and least discriminating definitions is that dyslexia
is amply "difficulty in reading" (Kolb, and Whinshaw, 1980).

Thomson (1990) defines developmental dyslexia as a severe difficulty
with the written form of language independent of intellectual, cultural and

emotional causation. Various classification of dyslexia has been put-forth.



Frith (1985) divided it as

Type A : adequate spelling and reading
TypeB : good reading impaired spelling
TypeC : poor reading impaired spelling

Three types if dydexias which are "single -component", is reported by
Seymour and Evans (1999).

() Literal dydexia - defined as difficulty in acquiring the identities,
sounds and written forms of individual letters.

(i) Alphabetic dydexia - able to acquire the letter sounds but have
difficulty in applying them to the decoding of unfamiliar forms.

(i)  Logographic dydexia- has aspecia difficulty inlearning to treat
words as multi-letter segments that can be stored in memory and

linked to their spoken names and meanings.
Assessment

A magor percent of the population have difficulties with simple reading
tasks such as following directions or reading novels, traffic signs etc. A delay
or deviance in reading has to be measured (Pillner and Reid, 1972). The
procedure to know the child's skills necessary for success in beginning reading is
known as 'Reading Readiness Assessment Procedure'.

The purpose of assessment are categorized as, classification testing and
Diagnostic testing and that assessment should be both functiona and
descriptive. Thomson (1990) states that assessment has three mgjor functions:
diagnosis, delineation of specific difficulties, and guide to remediation.
Assessment is not merely a sterile process of putting a label, but should have
implications for teaching. Assessment is on-going. One kind of assessment tool
is the 'Profil€. A profile chart is an attempt to summarise the most frequently
occurring indices of normal and abnormal skill development and to provide a

aufficient basis for plotting patterns of progress.



Indian Studies

Research in the field of reading is one of the most active fields of
research. A large number of studies have been conducted in the west, where

asresearch in Indiais scarce.

Research in reading acquisition and reading disorders have been
undertaken in few Indian languages. There are many types of reading tests
developed to serve varied purposes such as screening, survey, achievement,
reading readiness, diagnostic. Some of the tests are Oral reading test in Kannada
(Bai, 1985), Reading readiness test in Kannada (Devi, 1978), Reading
comprehension test in Kannada (Ramaa, 1985), Graded eading comprehension
test in Oriya (Mohanty and Sahoo, 1985), Sentences comprehension test in
Gujarathi (1987), Diagnostic reading test in Kannada (Purushothama, 1991).

Jagadish  (1991) explored logographic reading skills during the initia
stages of learning to read. Forty five pre school children were presented with
forty seven items in four formats. The results indicated the presence of
logographic reading skills and a developmental trend in the acquisition of reading
skills.

Gokani (1992) compared the extent of relationship between phonological
awareness and orthographic features in learning to read. Gujarathi speaking
children were selected. The test of listening comprehension, word reading
(English medium) and word recognition (Gujarathi medium) was administered.

The results showed.
> Rhyme recognition scores of the two groups are smilar

> Syllable stripping scores of the children exposed to semi-syllabic script
are dightly better than those exposed to alphabetic script, however the

difference was not significant.
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> There was a dgnificant difference in phoneme stripping task between
English and Gujarathi medium children in favour of the English
medium children. This shows that phoneme level tasks are sensitive to

orthographic variations.

Loomba (1995) investigated the sequential progression of English reading
ills in Indian children.  Informal reading test was administered on forty
normal school going children studying in the class range of 1-VIII. All subjects
were Hindi speaking. They had no exposure to English at home and started
learning English only in school. The results indicated that the sequence of
progression of reading skills was in consonance with acquisition of reading by

native English speakers. However, alag was observed in adl the skills.

Mullimani  (1997) evaluated the listening and reading comprehension
difficulties in primary school children of Grade Ill and IV. A moderate
correlation was found between reading and listening comprehension among

Grade Il and VI.

Prema (1997) profiled acquisition of reading and writing skills in
Kannada speaking children. The results showed that

> There was a developmental change aong the four magor areas of
reading acquisition, reading and writing, knowledge of orthographic
principles and reading comprehension across the five grades under

study. The changes were not uniform.

> There was a hierarchy of skills which could be considered as

predictors of reading ability in learning to read Kannada..

> Features of Kannada orthographic system have an influence on

reading and writing behaviour.
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> The profile helps in identifying reading disability, if any.

Anne (2000) designed a study to find out if there is any relationship
between reading comprehension and listening comprehension and aso any
difference in performances of 11l and IV graders. A moderate correlation was

found to exist among grades, but no differences between boys and girls.

Akila (2000) studied the relationship between phonological awareness
and orthographic skills in Tamil spesking children. 40 children of grade Il and
IV were administered the tests for phonological awareness and orthographic

principles.  Results found significant relationship between the two.

lyyer (2000) studied the relationship between reading acquisition and
metaphonological awareness among Maayalam speaking children of grade |
through grade 1V. Participants were four groups of subjects from four grades
(I-1V) each consisting of 20 children. The results showed that both reading
measures and phonemic / gyllabic segmentation skills improve over the

grades.
The main conclusions were;

> In reading acquisition Maayalam speaking children show

developmental trend, ie., it improves over grades.

> Phonological awareness, which plays an important role in aphabetic

literacy, seems to be dgnificant factor in Malayalam reading also.

Swaroopa (2001) aimed to develop achecklist to identify children with
language based reading difficulties. Subjects were 24 children who were native
Malayalam speakers of age range 36 months - 60 months.Results were

> On rhyming and aliteration tasks, there was a significant

difference across dl the age groups.
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> High correlation was found between rhyming and alliteration

task and nonverba imitation.

> Rhyming and aliteration, rapid naming, language expression and
listening skills and nonverbal  imitations were identified as

potential variables to identify language based reading disability
Description of Malayalam language and script

Malayaam is one of South Indian Dravidian language with aliteracy

history of over eight centuries.

Influence of Sanskrit on Maayaam is evident in the aphabet,
phonology and vocabulary and to a lesser extent in morphology (Sreedevi,
1991). Modern Maayaam has an orthographic structure comparable to other
Indian scripts. It has fifty four basic letter symbols, which are arranged in the
same spectacular phonetic manner like in other Indian scripts (Appendix V).
There is amost one to one grapheme-phoneme correspondence between syllabic
representation of the language and the pronunciation. The script is "phonemic”
in so far as it encodes most contrasts at the classical phonemic level of
representation with a few exceptions, a character in the script denotes a vowel by
itself, or one or more consonants followed by a vowel (Daniels and Bright,
1996).

A consonant character by itself has the value of a syllable onset followed
by the vowe /a/ . When a syllable is followed by a vowel other than /a/, the

vowel isindicated by a diacritic on the letter, rather than the full vowel character.

g Jpl + [il = 1P

al + 9 = nﬂ
Jf o+ Jol = kol
B + G» = 6O
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Malayalam, which is one of the mgor Dravidian language has an
orthographic  structure comparable to other Indian scripts. Malayalam
language differs from other Dravidian language in the way in which aphabetic
scripts, where graphemes (written symbols) represent language at the basic sound
level, are put down. When Maayalam and Kannada are compared we can see
that while Maayalam is phonemic Kannada is semisyllabic, there is a
difference intheir script layout. In Kannada script, the consonants have an
independent graphemic form while, the associated vowels are attached onto
the consonants in the secondary forms (vowels are fused with the consonant to
form the syllabic letter). That is, it is easy to visuaize the consonantsin
an utterance for a Kannada speaker, while it isnot so for the associated vowels
in their secondary form. In the case of Maayalam script, consonants have an
independent graphemic form and the associate vowels are not attached onto
the consonants in their secondary form (vowels are not fused with the consonant
to form the syllabic letter), they also have an independent graphemic form.
So for a Maayaam reader it is easy to visudize both the consonant and
associated vowels in their secondary forms in an utterance and hence it becomes

a phonemic script.

Review of literature shows that there have been studies conducted on
reading acquisition in the west as well as a few Indian studies. However,
reading acquisition in Maayalam has received scanty attention. Also, mgjority
of our clinical population reporting to us fdl in the age range of secondary
Grades and that often teachers and parents identify the problem at this age.
Hence, as clinicians, we are in great need of reading tests at secondary Grade

level.

There are no such tests available in Maayalam for the secondary Graders,
which has necessitated to develop a profile of their performance in reading and

writing.
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CHAPTER 111
METHOD
Objectives
The objectives of the study are :
1. To develop a profile of reading skills of secondary graders.

2. To study the performance of children of Grade V and VII on various

reading and writing tasks.
3. To check for difference in performance between genders.

4. To identify senditive parameters to detect reading difficulties, if any.
Subjects

A sample of school going children of grade V and VII (20 from each
grade, M-10, F-10) studying in Maayalam medium were selected as subjects
(Table-1). They ranged in age from 10-12 years.

V Grade VIl Grade
Number of Subjects 10 Mdes 10 Males
10 Females 10 Females

Table-1 : Number of subjects taken in each Grade

The following criteria were used for selection of subjects; personal

interview with children and teachers report formed the basis for selection.

() Children studying in Malayalam medium (V and V11)



(i) Children having no significant exposure to other languages except

English and Hindi, which form a part of school curriculum.

(@ii)  No sgnificant medical/family history.

(iv)  Children with no physical, sensory or psychological problems.

(V) Children were screened for speech and hearing deficits usng a
screening  checklist, which was developed at Department of
Audiology as a part of prevention of deafness project (POD)
(Appendix 1).

Test Material

Study intended at profiling the secondary graders on various reading,
writing and metaphonologicals skills. For this the test developed by Iyyer (2000)
served as the basis. The am of her study was to analyse the development of
reading in relation to phonological awareness in Malayalam speaking children of
grade | - IV. Her test included measures of reading, writing phonological
awareness and non-verba intelligence. The test was adopted and modified for
the secondary graders (V and VI1). Test stimuli were taken from the Government
text book in MalJayalam of V and VII grades. Items were arranged in hierarchical
difficulty. The test had subtest of reading and writing skills, reading
comprehension, metaphonological skills and SHWA test (a test to check for
sengitivity to phonemic/alphabetic principles).

A pilot study was undertaken before the finalization of the test material.
Four children studying in Maayalam medium were selected for the pilot study.
Two students in each grade, one mae and one femae were individualy
administered the complete set of tests.
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On the basis of the pilot test results, the following modifications were

carried out.

a) Ora reading test had one hundred and fifty words and writing test had
fifty words when pilot study was undertaken. As some of the items were
redundant and also time consuming, the number of items was reduced to
twenty five for both the subtests by eiminating the ones that fetched
100% score, were reported to be very easy.

b) Number of items in al the subtests for metaphonological test was
equalised to twelve.

c) It was found that children needed more illustrations before the actual test
administration. So, the number of demonstration items was increased to

five.

Modifications in the test material as mentioned above were incorporated
in the lest, which was used for the final study (Appendix I1). The parameters
included are given in the Table-2.
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TEST DOMAINS

Subtests Number of items
|. Ora reading 25 words
I1. Writing 25 words
[11. Metaphonological tests
(8 Rhyme Recognition (R.R) 12 pairs
(b) Syllable Deletion (S.D) 12 words
(c) Syllable Reversal (S.R) 12 words
(d) Phoneme Oddity (P.O) 12 items
(e) Phoneme Deletion (P.D) 12 words (2-3 syllables)
(f) Phoneme Reversa (P.R) 12 words (2-3 syllables)

V. Reading comprehension

- GAP test 1 simple, 1 complex
- Passage 1 simple, 1 complex
V. SHWA test 2 Phonemes and 4 vowels
- Ord
- Written

Table-2 : Test items

(1) Ora Reading: Twenty five words selected from the text books of V and VI
Grades were used. They were arranged based on complexity and were
administered as single word at a time individually.

(2) Writing: Writing to dictation task was carried out using twenty five words.
It was done as a group task

(3) Metaphonological Tests: It includes six subtests.
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(b)

(©

(d)

(€)

(f)

Rhyme Recognition - Twelve pairs of rhyming and non-rhyming
words (six rhymes and six non-rhymes) were used. The pairs of
words was presented oraly to the children and they were asked to
identify whether the paired words are rhyming or not (eg: manam —
panam).

Syllable deletion - Twelve words were taken and on presentation
children had to delete a syllable indicated and say the rest of the
word. (eg: maranam — delete /m /).

Syllable reversal - Children were presented with twelve words and
were asked to reverse the word syllabically ( eg: padala - ladapa.).
Phoneme Oddity - Twelve sets of four non words each with CVCV
configuration were presented orally to the children. They were asked
to listen to the non words and choose the one that did not belong to
the set ( eg: ijc{i. bika, tjema, tjn!i},

Phoneme Deletion - Twelve words were presented and were asked to
listen to the words and delete a smdl part of the word and say the
rest, (eg: vatil, delete /1/ and say the rest of the word).

Phoneme reversal - Twelve words were presented oraly and were
instructed to say the word by reversing the word phonemically (eg:
pa:l-la:pa).

(4) Reading comprehension : It was assessed by two methods.

(i)

GAP test - Passages were chosen from the text books of V and VII
standard. Children were asked to fill up the 'GAPS' in the two
graded passages where, every fifth word was chosen to be a 'GAP' on
the lines of 'cloze’ technique. The responses were dlicited by asking
the children to choose the correct response from a closed set of

anSwWers.
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(i) Passages - Two passages were chosen. Children were given a
passage and a set of questions to answer. Responses were dlicited in

the written mode.

(5) SHWA Test: Test item consisted of two phonemes which are not present in
the Maayalam language and two vowels lil and /o/ - their both long and
short form. Here the child requires to combine the given vowel with a
phoneme represented by a visua symbol (grapheme) both of which do not
exist in the particular orthography. For eg: /Z"/ will be combined with/ i, i,

0,0 /.
Procedure

A Maayalam medium school located in Kerala was chosen where there is
co-education. This was done to take both male and female participants from the
same school in order to control the variability in terms of the quality of education
imparted to them. An upper primary school that has Maayalam as medium of
instruction located at Trivandrum was selected for the study.

Subject selection criteria for the study was informed to the teachers.
Subjects were selected based on the teacher's report and personal interview.
These subjects were administered a checklist to rule out any other abnormalities.
Subjects were told about the nature and purpose of the study and the test material
used. Test was conducted in two sessions, morning and afternoon for different
Grade children. Each subject needed about 40 - 50 minutes for the completion
of test.

Before administering the actual test, demonstrations were given. Subjects

were asked to listen carefully to the instructions given for each task.

Complete test was administered to al the subjects.
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Reading comprehension (GAP | & 11, passage | & Il) writing to dictation
were administered as group test. Rest were administered individualy.

Subjects were tested in a quiet room with less distraction. At the end of

each session, each subject was given some reinforcement like sweets.
A score sheet was developed (see Appendix [11).

The responses of the subject were recorded for al the tests. Each correct

response was given a score of 1 and any incorrect response was given 0.
Statistical Analysis

Data obtained was subjected to a suitable statistical analysis. The
performance of the subjects was also anaysed qualitatively and discussed.
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CHAPTER IV

RESULTS AND DISCUSSION

The objective of the study was to profile reading, writing,
metaphonological skills, reading comprehension and knowledge of orthographic
principles of grade V and VII Maayalam speaking children. The data obtained
was subjected to quantitative analysis with the help of statistical procedures. In
addition qualitative analysis of the data was aso done.

A. Quantitative Analysis:

a. Mean and SD scores

Mean and standard deviation scores on al the subtests were computed
and a comparison of these means and SDs across grades V and VII and between

males and femaes is shown in the Table - 3
Oral Reading Test

Test included 25 words arranged in a hierarchy of complexity. Mean
scores of grade V approximated the maximum score of 25 (grade V mean =
24.8), whereas the grade VIl achieved the maximum score (25). SD scores were
high in grade V compared to VIl (grade V SD = 0.52 and grade VII SD = 0).
Between grade V femades and males, SD scores show higher variability for males
than females (males - 0.67, femaes - 0.32)

Mean approximating the maximum score by grade V is suggestive of
either oral reading being achieved by grade V or that the complexity of the
stimulus itself is too less for grade V thus giving a floor effect. However, further

studies are required to resolve this issue.



V Male V Female VIl Male VII Female
Skills

Mean | SD | Mean | SD | Mean | SD | Mean | SD

Oral reading (25) 2470 | 0.67 | 24.90 | 0.32 | 25.00 | 0.00 | 25.00 | 0.00
Writing (25) 2210 | 256 | 21.10 | 191 | 2330 | 177 |23.10 | 191
RhymeRecognition( 12) | 12.00 | 0.00 | 12.00 | 0.00 | 12.00 & 0.00 | 12.00  0.00
Syllable stripping(12) | 11.60 | 052 | 11.80 | 0.42 | 12.00 = 0.00 | 12.00 | 0.00
Syllable reversal(12) 1120 | 099 | 1160 | 0.70 | 11.70 A 0.67 | 11.80 | 0.63
Phoneme oddity (12) 730 | 164 | 770 | 134 | 860 171 | 7.20 | 169
Phoneme stripping (12) | 740 | 084 | 9.00 | 149 | 9.10 120 | 970 | 164
Phoneme reversal (12) 100 176 | 590 | 179 | 7.10 285 | 520 | 225
GAP 1(10) 950 | 097 | 970 | 067 | 9.80 063 | 990 | 032
GAP11 (10) 8.30 157 | 920 | 103 | 1000 | 000 | 10.00 | 0.00
Passage | (5) 400 | 000 | 450 | 053 | 410 | 032 | 470 | 048
Passage 11 (5) 350 | 108 | 380 | 103 | 390 | 074 | 470 | 048
SHWA O (8) 480 | 413 | 720 | 168 7.60 126 | 640 | 3.37
FHWA W(8) 360 | 397 | 640 | 206 | 500 253 | 520 | 367

Table - 3 : Mean and SD Scores between grades and gender
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Writing test

Mean scores of grade V was 21.6 and grade VII was 23.2 for a maximum
of 25. Scores of grade VII was better than grade V, indicative of improved
scores for the higher graders. SD scores of grade V was 2.23 and VII was
1.84. The variance between grades was statistically significant (p< 0.01).

SD scores show a greater variability for males in grade V than females.
SD for males was 2.56 and femades was 191 where as for grade VII femaes
showed a compartively higher variability than males. SD for grade VII males
was 177 and femaes was 1.91. However the difference was not statistically
significant.

Considering that the lists for reading and writing were of equal difficulty
as they were derived from the text books and also piloted, the difference in mean
scores between oral reading and writing suggests that acquisition of writing
follows acquisition of reading.

M etaphonological skills
Six tests were administered for the assessment of metaphonological skills.

(i) Rhyme Recognition Task : Among the sx tests administered
for metaphonological skills, rhyme recognition task was found to
be the easiest. Mean scores of both the grades showed a maximum
of 12 (Figure 1). Males and femaes performed equally well in
this task. It indicates that acquisition of rhyming skill is complete
before grade V (Figure 2 & 3).

(D) Syllable stripping Task : The mean scores of grade V was
11.70, approximating the maximum of 12, while grade VII
achieved the maximum score (Figure 1) . Ingrade V mean scores
of females was 11.80 and maes 11.60 (Figure 2) and the SD
scores were 0.52 for maes and 0.42 for females. In grade VII
both males and femaes performed equaly well. There is a
statistical significance between grades (Refer Table-4 ).
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(iii)

(iv)

v)

Syllable Reversal Task : Scores of both the grades approximated
the maximum score. Mean scores of grade V was 11.35 and VI
was 11.75 for a maximum of 12 (Figure 1). Scores of grade VII
was better than grade V. Grade V maes has a mean score of
11.10 and SD of 0.99 and femdes mean score was 11.60 and
SD 0.70 (Figure 2). Mean score of grade VII males was 11.70
with an SD of 0.67 and femades was 11.80 and SD was 0.63
(Figure 3). Femdes performed better in both the graders with a

lesser variability in SD scores.

Phoneme Oddity : The mean scores on phoneme oddity for grade
V was 75 and VII was 7.9 for a maximum of 12 (Figure 1).
Scores show that performance of grade VIl was better than grade
V SD for grade V was 147 and grade VII was 1.80. Grade V
maes had a mean of 7.30, while femaes had mean scores as 7.70
(Figure 2). Grade V male's SD was 164 and females SD was
1.34. Grade VII mde participants show a mean score of 8.60 and
femaes mean score was 7.20 (Figure 3). Male's SD was 1.70 and
females SD was 1.69. Mean scores of maes and femdes of
grade VII shows a difference of 14. As per the mean scores and

SD, VII grade femdes performed poorer than grade V females.

Phoneme stripping : Performance of grade VII was better than V
on this task. When grade V achieved a mean score of 8.20, grade
VIl showed a score of 9.40 for a maximum of 12 (Figure 1).
Females performed better than maes in both the grades. Grade V
femades had a mean of 9 and maes 7.40 (Figure 2), whereas for
grade VIl femdes had mean of 9.7 and males 9.1 (Figure 3). SD
scores for grade V was 144 and for grade VII was 143. SD
scores for grade V male was 0.84 and femde was 1.49, whereas
for grade VII mades had an SD of 120 and femde 1.69.
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Statistical significance was seen for this task between grades and
gender (Refer Table - 4).

(vi) Phoneme Reversal : Mean scores of grade V was 3.45 and grade

VIl was 6.15 for amaximum of 12 (Figure 1). In grade V femaes
performed better than maes and achieved a mean of 5.90 while
males had a mean score of 100 (Figure 2). GradeV femde had
an SD of 1.79 and mades was 1.76. In grade VIl maes performed
better with a mean of 7.10 than femaes with a mean of 5.20
(Figure 3). Male's SD was 2.85 and female's SD was 2.25.
Scores on this task showed high variability between and within
grades. An increase in score was seen for males from grade V to
VII, while grade VII femdes scored poorer than grade V.
Statistical significance between grades and gender was seen
(Refer Table - 4).

Reading Comprehension Tests : Two tests were administered to assess reading

comprehension. It included Gap test and Passage, two, each varied in

complexity.

(i)

GAP test : Mean scores for GAP | showed that grade VII (9.85)
performed better than V (9.60) for a maximum of 10. Within
each grade femdes dpwed. a better performance than mae.
Grade V maes mean score was 9.50 and femdes 9.70. Grade VI
males had a mean score of 9.80 and females mean was 9.90. For
grade V maes had an SD of 0.97 and femaes 0.67. Grade VII
males had an SD of 0,63 and female's SD was 0.32. For GAP I,
the grade VIl reached the maximum score of 10. Whereas the
mean scores for grade V was 8.75 and Femaes had a mean of
9.20 whereas mae had a mean of 8.30. Within grade V, femaes
showed better scores than males with a lesser variability in their
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(i1)

SHWA Test

It is

SD scores. Female's SD was 1.03, and male's SD was 1.57. As
the grade VII achieved maximum scores there was a statistically

significant difference between grades (Refer Table - 4)

Passages : Scores for passage | approximated the maximum of 5
for both grades. Mean scores for grade V11 (4.40) was better than
that of grade V (4.25). Within each grade females performed
better. Mean scores for grade VII maes was 4.10, females was
4.70 and for grade V males was 4.00 and females 4.50. SD scores
for grade V mae was 0 and femae 0.53 whereas, for grade VII
males had an SD of 0.32 and femaes 0.48. SD scores of grade V
did not show any variability.

Smilar results were seen for passage Il also. VII grade
males had a mean of 4.20 with an SD of 0.48, and femaes had a
mean of 3.90 and SD was 0.74. Females of grade V had a mean
of 3.80 and SD of 103 whereas males had a mean of 3.50 and SD

of 1.08. Significant difference was seen between gender for both

the passages.

a specid test used to check the senstivity to phonemic/

alphabetic principles. Thiswas conducted in two modes, oral and written.

() Oral mode : Mean scores show that grade VI is better than V (7.00

and 6.00) for a maximum of 8. In grade V femaes performed

better with mean of 7.20 and male's 4.80. Males showed a higher
variability in SD scores (M - 4.13, F - 1.68). Whereas in grade VI,

males showed a better performance with lesser variability in SD.

Mean of grade VII male's mean was 7.60 and female was 6.40. SD

scores for male was 1.26 and femae was 3.37.
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(i) Written mode : Here &so grade VII performed better, but mean
scores were not varied much. Grade V had a mean of 5.00 and grade
VIl 51 for a maximum of 8.  Within grade V, females performed
better with lesser variability (6.40 and 2.06 for females, 3.60 and
3.97 for males). Similarly in grade VII females showed better scores
(5.20 and 5.00) , but males performed with less variability (M - 2.54,
F - 3.67).

Mean scores on SHWA 'O’ being always greater than the mean scores
on SHWA 'W is in consensus with the scores on ora reading and writing
(subtest 1 and 2) suggesting that acquisition of writing aways follows
acquisition of reading in children learning to read and write Malayaam

language.

Mean and SD analysis (Table - 3) as well as analysis of percentage scores
(Figure 4) on performance of children learning to read and write Malayalam
language helps us to draw a profile of grade V and VII children on a range of
skills. The objective -1 of the present study that proposed to profile and see the
differences, if any, between grades and gender have been fulfilled by the above

analysis.

41



120

OV Std.

OVl Std.

g'eo _ |
939[ i g VNI £ T | VIR I R A T A
/8| -
Gl v
og | .
0L - o e e —
o[ ____ N
o7 :
004 |
g8’
G'86 |
€15
g8zl
£8.|
€89
869 |
gzl
66|
66 |
00t [
646
00l
00l
826 [
98| -
00t [_
266 |
o (=] o o & -
= " © < o~

42

M VMHS

O VMHS

|} abessed

| ebessed

I1dVO

| dVO

o'd

S'd

O'd

R- B

'S’S

N

Bunum

40

Figure-4 : Percentage scores between grades V and VI



b. Resaults on Analysis of Variance ANOVA

In order to trace the course of developmental differences across the
skills, for both the groups ie., mae Vs femde as well as grade V Vs VII, the

results were analysed by employing two-way ANOVA. The results are presented

inthe Table - 4.
Between
) Betwn. Betwn.
Skills grade &
Grades | Gender
gender
Writing 0.019 - -
Syllable stripping 0.007 - -
Phoneme stripping 0.007 0.013 -
Phoneme reversal 0.000 0.038 0.000
GAP I 0.000 - -
Passage | - 0.000 -
Passage Il - 0.053 -
SHWAO - - 0.055
Total Metaphonological skills 0.000 0.029 0.000

Table - 4 : ANOVA results showing significance at 0.05 level



Table - 4 indicates statistically significant difference between grades for
writing, syllable stripping phoneme stripping, phoneme reversal, GAP Il and
total metaphonological skills and between gender for phoneme stripping,
phoneme reversal , passage | and Il and total metaphonological skills. These

differences are also evident through the mean and SD score analysis.
c. Correlation

Pearson's correlation anaysis indicated high correlation among a few

parameters, low or absence of correlation among the rest as depicted in Table- 5.
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The profile of reading, writing, metaphonological skills, reading
comprehension and knowledge on orthographic principles of Grade V and VII
children learning to read and write Malayalam has indicated many similarities as
well as differences from that of western and Indian studies.

The mean and SD analysis of the scores on reading and writing are
suggestive of the fact that while word reading is achieved by grade V,
acquisition of word writing continues even beyond grade VII. The results are
further supported by ANOVA (Table - 4) which showed sgnificant difference
in variance between grades for writing but not reading. When compared to
Chdl's (1983) stages of reading acquisition, the present study indicates that the
children are at the stage 3 ("Reading to learn") as proposed by Chall suggesting
that decoding skills become fully automatized, thus freeing up attentional
resources to focus on text comprehension and learning. Also, acquisition of
reading being ahead of acquisition of writing is aso in support of Boder,
(1973); Bryant and Bradley, (1980). Their results show that writing follows
reading. Writing skills are not fully attained even by VII grade. This is
supported by the observation that adults and children, both good and poor
achievers often read words they cannot spell. This is aso supported by
Karanth and Prakash (1986) and Prema (1997).

While Mean and SD scores on rhyming, syllable stripping and syllable
reversal tasks were either equal or nearer to the maximum score (Table - 3)
that of phoneme stripping, phoneme oddity and phoneme reversal were far
below that of syllable tasks.

A comparison of performance on syllable and phoneme tasks reveals
that while syllables are real and probably the basic units of speech perception,
phonemes being abstract are difficult to conceptualize and manipulate. Hence,
although, Malayalam script is reported to be phonemic (Daniels and Bright,
1996) acquisition of awareness of syllables is found to be prior to acquisition
awareness of phonemes. These results arc in agreement with Lihri, (1975);
Treiman, (1985); Goswami and Bryant, (1990). Study done by Liberman,
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Liberman, Mattingly and Shankweiler, (1980) also support the fact that
gyllablic tasks are easier than phonemic tasks. They postulated that a greater
level of maturity was necessary to analyse words into phonemes than into
gyllables. Whereas, study done by Karanth and Prakash (1996); Rekha (1996)
on the metaphonological skills in beginning readers of non aphabetic scripts
reved that development of phoneme awareness is greatly influenced by
alphabet like features. Morais et a (1986) had aso proposed that segmental
awareness, which is considered to be a reliable predictor of reading achievement
and that is supposed to play a vita role in the acquisition of alphabetic literacy in
influenced by the scripts specific features of the language

Among the three phonemic tasks (phoneme stripping, phoneme oddity,
phoneme reversals) phoneme stripping and phoneme reversal showed a
sgnificant difference in variance between grades and genders (Table - 4). The
result suggests that these two tasks should be incorporated as potential
tasks to test metaphonological skills of grade V and VII children learning to
read and write Maayaam language. The total metaphonological scores show a
correlation (Table - 5) with writing, GAP Il and SHWA 'W but not with reading
or other tasks. It implies that in Maayalam metaphonological skills are
important  for writing than for reading. Metaphonological skills are important
for writing and comprehension than for mere decoding ie., reading.

Mean, SD scores on reading comprehension (GAP and Passages) showed
a dgnificant difference in variance between grades on GAP-11, between
genders on passage | and Il. The results suggest that of the four subtests used
for study of acquisition of reading comprehension, GAP -II is a potential task to
differentiate the two grades. The objective 3 of the study was to check for
gender difference within and between grades. Hence, ANOVA (Table — 3) was
carried out along with calculation of percentage scores on metaphonological
skills (Figure 5 & 6). The results indicate that a significance difference can be
seen between gender on Phoneme stripping, Phoneme reversal, Passage | and |1
and total metaphonological skills.
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The correlation study (Table - 5) of reading comprehension task with
respect to other tasks in the profile showed that passage | and Il has high
correlation between them. But GAP -II showed correlation with writing,
SHWA 'W' and syllable stripping suggesting that for reading comprehension
of passages with GAPS, the above skills are quite essential.

A quditative anadysis of performance on reading comprehension
showed that while the children could perform on literal comprehension of
material, inferential comprehension was poor, again supporting that the above
ills facilitate literal comprehension.  Knowledge of language skills if tapped

in these grades could further help in understanding of these processes.

While mean and SD scores on SHWA 'O' and 'W did show
difference in dsgnificance between grades and genders of moderate degree (P <
0.055) (Table - 3). The correlation study (Table - 5) indicated that SHWA 'O
and 'W had high correlation with phoneme stripping but not with oral reading
and writing suggesting that the underlying skills for acquisition of reading
and writing are different from that of acquisition of sensitivity to phonemic or
alphabetic principles, which seems to be dependent largely on metaphonological
Kills.

In the quditative anadysis of the data, where the performance of
children was analysed on each of the subtests, it was observed that the children
who had least scores on SHWA 'W' had aso less scores on other subtests. An
estimate of the percentage of such children with reading disability was about
15-17% (5 out of 40). These findings are in consensus with Akila (2000).
However, it may be mentioned that as the estimate was not made through

statistical procedures, the incidence findings may be dightly on the higher side.

The results in genera revea that of the range of tasks incorporated in
the profile, writing, phoneme reversal, phoneme stripping, GAP - Il and
SHWA could be potential indicators of reading ability. One of the objectives
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of the study (Objective - 4) being identification of potential task/s, it may be
proposed that writing, phoneme reversal, phoneme stripping, GAP-I1 and SHWA
could be treated as potential tasks to differentiate good readers from poor readers.
However, the difference in performance of children of grade V and VII on
various tasks strongly suggest that the crucia parametersto indicate reading
ability or disability would vary with age and grade (V and VII). This should
be taken into cognisance while- developing tests or profiles for assessment of
reading.

B. Qualitative Analysis:

In addition to statistical analysis, qualitative analysis of the data was also

done.

* On ora reading task, subjects took a longer time to read the words with

clusters and blends.

* Metaphono logical test had 6 subtests. Of the gx tests, rhyme
recognition was the easiest and the subjects responded faster also.
Floor effect was seen on the task and hence was easier for the children.
Syllable tasks were easier than phoneme tasks. Among the phoneme
tasks, phoneme stripping and phoneme reversal were difficult.  Subjects
asked for more illustrations for those tasks.

* For the phoneme oddity tasks subjects asked for more repetitions of
each test item. Few subjects took more time in answering. On phoneme
reversal task some of them could not answer any item correctly even with

repeated illustrations.

* Phoneme stripping was comparatively easier to respond but some did
mistakes on few items. Some who got poorer scores on other phoneme

tasks found this easier, and got better scores.

51



* Sublests for reading comprehension was administered as a group task
and response was €licited in written mode. In GAP test few made
mistakes like putting the same answer in more than one GAP. Passages
had questions which were direct (literal) and indirect (inferential).
Some difficulty in literal comprehension was evident in answering but

inferential comprehension was poor.

* SHWA test needed repeated illustrations. Subjects performed
comparatively better on oral mode than written mode. Addition of vowels
/i, o/ in oral mode was correct for most of them. When they were asked
to combine the phoneme with the vowel and say, they added vowel in
front of the phoneme eg: / Z" + i /was said as/iZ" /or/Z"/and/i/and
not / Z" /. Whereas in written mode, some made similar errors in
writing also. Errors for the vowel combination of /o/ and /o:/ was
more than /i/ and /i:/. Different kinds of errors by the same subjects in

oral 'O" and written "W' mode indicate use of different strategies.

Jol and. [o:/
When childwen were asked to combine ‘with phoneme / K" / and write,

they wrote it wrongly.

Aclina L Torgek
eg; Regponse @g)&ﬂ
[os] + el - o OB
[Cf + [o:/ - 6RO 698

Most of them wrote only the initial part, either & or ¢ and did not add the ",
eventhough they said it correctly in oral mode. Most of the subjects required
more time. Subjects who performed poorly in SHWA did perform poorly in
other subtests also.
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CHAPTER YV

SUMMARY AND CONCLUSION

The present study aimed at profiling the secondary graders (V and VII)
on various parameters of reading, writing and metaphonological skills.
Subjects participated in the study include 20 children from each grade (10
maesand 10 femades), studying in Malayalam medium.

A test which measures reading and writing, metaphonological skills,
reading comprehension and sendtivity to orthograpliic principles was

administered on the subjects.

Data obtained was subjected to statistical analysis.  Also qudlitative

analysis was done. A summary of the results is as follows :

I. A profile of reading, writing, metaphonological skills, reading comprehension
and sengitivity to orthographic principles has been established on grade V and
VII children learning to read and write Malayalam language.

(@) Syllabic tasks were easier to perform compared to phoneme
tasks.

(b) Acquisition of writing skill follows acquisition of reading
skills.

(c) Performance on writing to dictation, shows that writing skill is

not complete even by grade VII (12 years).

(d) GAP Il showed correlation with writing, SHWA 'W and
gyllable stripping suggesting that these skills are essentia for

reading comprehension.



VI.

VII.

VIII.

(e) Subjects in the present study were above the age range of
stage 3, 9-14 years proposed by Chall (1983) in terms of their

performance on reading.

Significant difference was seen between gender for phoneme stripping,

phoneme reversal, passage 1 and |1 and total metaphono logical skills.

(@) The potential tasks to find out any problem in reading could be
writing skills, phoneme reversals, phoneme stripping, GAP Il and
SHWA for the age range of 10-12 years.

(b) Potential tasks to identify reading ability/disability vary with age and
grade.

The present study on Madayadam language, which is phonemic, in
contrast to the western and Indian literature which highlight that the
acquisition of phonological awareness is dependent on script specific
features. The results indicate better performance on syllables than
phonemes. Further studies on different grades and ages would be

required to resolve this contradictory findings

Metaphonological skills are important for writing and comprehension

than for mere decoding (reading) in Malayalam language.

Children who performed poor in SHWA consistently performed poor on
other subtests also.

Strategies used for reading and writing in Malayalam language could be
distinct.

The incidence of reading disability which was found on a qualitative
analysis was about 15-17% ie., approximately 5 out of 40.
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Implications

* The present study contributes to the literature on acquisition of reading

and writing in Malayalam, which is scarce.

* It can be used as a screening tool to identify children who are at risk for
reading disability.

* As most of the Indian languages being based on semisyllabic script, this
study contributes to the literature on reading processes from the
perspective of an Indian Dravidian language with a phonemic script
(Malayalam).

Limitations
» Asthe number of subjects was only 20 in each grade, the data is limited.

* Because for the secondary grade level only two grades are selected, the

results cannot be generalized.
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APPENDIX - 1

ALL INDIA INSTITUTE OF SPEECH AND HEARING
Manasagangothri, MY SORE - 570 006.
DEPARTMENT OF AUDIOLOGY

Checklist to be filled out by parents/ guardians.
Name of the child

Name of the person filling out the form

Relationship to the child : Mother/Father/Grandmother/Grandfather/Brother

Sister or Friend or Others (Specify)

Instructions : Each form is applicable to one child. If you need more forms, you may

Procure them from the above given address.

Read the following questions and circle 'Yes' or 'No'.

1. Isany one in the (child's) family, on the father's side or
mother's side, having a severe hearing problem since childhood

2. Is any one on the (child's) father's family or mother's family
having a speech problem?

3. Isany one in the (child's) father's family or mothers who has
adeft lip and /or deft palate?

4. Does the child have ears which look different i.e., abnormal
(too small, rather big, dightly away from where ears are
normally found)

5. Does the child have ears which look different i.e., dbnorma (too
small, rather big, dightly away from where ears are normally
found) —

6. Is the child'sjaw or tongue different i.e., abnormal?

7. Did the (child's) mother take any drugs during pregnancy ? YES NO

68

YES

YES

YES

YES

YES
YES

NO

NO

NO

NO

NO
NO
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8. Did the (child's) mother have illness such as meades, mumps,
chicken pox, etc., during pregnancy?
9. Did the (child's) mother require trestment for conditions such
as high/low blood pressure during pregnancy?
10. Did the (child's) mother notice bleeding during
Pregnancy?
11. Was the child's mother exposed to radiations, such as X-rays,
during pregnancy®
12. Weas the (child's) mother hospitalized for long prior to
delivery of the child? YES
13. Did the child weigh much less than normd at the time of
birth ?
14. Weas the child born prematurely? By how many weeks?
If yes, say the number
15. Was the child's appearance blue at the time of birth?
16. Did the child not cry immediately after birth but did so
after some time?
17. Was the child given blood transfuson soon after birth?
18. Was the child's appearance ydlow at the time of birth?

YES

YES

YES

YES

YES

YES
YES

YES

YES
YES

NO

NO

NO

NO

NO

NO

NO
NO

NO

NO
NO

If the answer to any one of the above questions is 'Y es', then contact any speech and

Hearing Center.

If you don't remember details regarding any of the above, can you get it from the

person who asssted you at the time of delivery?



APPENDI X - 1L

Oral Reading Test
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Word Writing Test
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Rhyme Recognition

Demonstration items
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Demonstration Items
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Syllable Stripping
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Syllable Reversal

Demonstration Items
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Demonstration Items
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Demonstration Hems
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Phoneme Reversal

Demonstration Items
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ﬁi’&odwa kubrikkidijunda: ((vunnu - &:

Saﬂd{):_ﬁkfu ku:vg&:ﬂ_ ka :clu Pu:kku.no.

va-ﬂ.z.'!;akkﬂ'&:f. ka:duw  kulunnsum .

&;in&:,ﬁ d_Q:fJ&PPQJ.;_tLL v&ﬂ,d&kkukéjﬂm
ejjum.  kuRatikke Lijude konds
ka&:du Vi &noi{:ju- &r(;in&:f, ella:

otaf:v;kagm ommi(r,ja:ﬁo:l:jiéju- “BarnovU

prajo:gitfu  nokkaim, kotfu Hfiland,

Van  kuRRikkilijucle ku:ttil

oditfivupnd vida:n  Eudassi . pu:ld
kl‘&jude, (:jr"‘!(,t kuwno MUY UVAN PD’E{l'gzUk
ﬁjul;ﬁr' ; afr';f):de, V&:.ﬂ,i.f&kk&:n

kaqija:te Qi /

Biog& o Ve dlum de:ﬁaﬂae’f;»@u L Va:Lidakkal.
kuARikkidi | pRYARRU | eppoiTum
pu: Lunol&: kki , a&king | k&:,tl;fie]



GAPTEST -11

AUMeBUmaIde8 ©@10la) GaSHIMBS MVAWAIWIOYAN),====nmmm=mem=n=m= AlOs
B0) S NIDTHNOMO ERS)HOOEID], =====n==mmammmmnnmn aneeud allcleomlg)ens.

al)MIOQ@®UB  al0OIMSHO)MYETE  ============mmemmmam- alOS)MYENE . al)@OB)OS  aljeml]

BMNISS)ENMAUOR @R&Bala)) MIBEMM@IEMEL) E)AIW)HS=======nm=nm=nun- '
@)S@ aemOMO MO CMAMM) ========sem=m==- 80) @)sleflemdo o)Q@w)----

80} MW@ HOQYME  &6ns).

[aleH]a 03, HHenzeelo, @A, Caloaiw8s, @ralles, smom),

&) 6O EOBB)A)6NE, MR, VIR, Mlam)]

3D



GAP_TEST - T

vansde:vadama:vkky éiqifj& po:kg:nulla SaME Ama.:
fiTnnuL. paTANNy 97U kug‘v&:mar(;;iodz

Pu: kkal virirBitt undg .

adukkg Lekki .
Pu:mb&:ﬁﬁ_&k&@ P&:vig&d&kkummd&

Pa:tbupa:dupnunels . pu:kkglude pundzidif wno
pu:mbcﬂ:!;f.&k&ﬂue& b‘&nﬁ\fjuﬂ& -+ AVQSL:NA&M
YL n&iﬂ& ‘kcﬁ:'yéj&\je_ggffum -cjukk&uu_m

m&gsavauwmkkgmde_ﬂafm b“u:mﬂ',‘L
po: k&:n pr‘odéu V&n&de:vaégfkkg vaLLA: L &

Vi [3m8nm - Eana:dadukkunp avave  &karfifu
nirbturntg:n Lo bi‘urmjuab_ - mu:dal
mansinde  nevtta 99w kucilinele
muttatty de:vada v S&: d‘usgqa-.

kavajunpats  kandu /

Eaakﬁk&g ,  kandglds Qe | pa:i’.g’u{?,‘f&,
aviole , éo:"f:‘p:‘/ kugguvn—r_ia._{’unauodé J

OLR&: V&éé& ) SVo“?bl\chV&fY) Qr'onﬂ

g1



PASSAGE1

CH0SIMBH0S] MEHU(@ETBG)e (NAOETBB)e DUBOAS®IT LD  (alalelo.  af)B;]
e @RMIORI 80) O&Iafj(VaNe DI@BIW MaMeS @D eales allel (aGOGBO
&@nE. @olwaqsiscamog. Mmaes ealwled co@acem =Rlumd mleimled
S0)M@. D@0 alel :e:orosmmg;mﬁ. Ra186 al)Qle (UIW) DONRIMSBOEM

60) @&O6Me.

1. (U IOR] 2ISEERUE agu?

2. c)2lW)OS (aICOYH® af)m ?

3. RIuad mlemlodendd cumR@ g ?

4. @@ (WadEWIM al)gle AUOW) AURIW. ©alPealsl0leeym) ?

5. Rlum  mlamledeanmaaumm) &EMeqS)M  aOQIY) (VaDTEWIOMo
Gald ?

¥



PASSAGE 1

/ko:d&:omko:cu nakfatvannglum 37&ﬁ:&88&1€m
udppettataing L paspandzan - &rjaiﬂ.um

atile oru kskjua«vakam ma:kdama:jq  nammude
L bhuemikks  Eida angckaéakafms-
arijoppekbidattofam nammuds bUinmjfil maikrama
déi:van Q?.ﬁap;ﬂkku:p?&gg ; ,zZLniina rals
kg:vandns@funds - s i ks Eutt ur Va: ja

wnelepnuddl b nu o9ct ka:q&p&m/

1) chpaodb&ééfﬂ& g’éﬂd&kaﬁza{z e:ve 7
&) b“u:mi\judﬂ P'T&rfijﬁk&ﬁ& QQQ(S ?
@déi:v&n Qiﬂani.ﬂ,kkél:n vz:ndaga 2!3_9’97

) e:ta (c]w&ﬁaaésog utbum vaju valgjam
gtdjarapg,@g;i?fkkupgu ?

@dél’auan pilanilkkunpuvennu ka?a'{:appedu_‘nga

mattoru 8wal«&,éér‘ng{a Pe=‘¥8?

23



PASSAGE L

amay® mo2)aslde: Rlallm. ARO.ElEOME &) eHl)Bo] MIMWeqgoem.
sodm amenglad mlm a0l amaud (scasm maeloloasglad aomua)oaql
2\Gl@e6Me . agymoem @eaeo meToloaRElEd anda)oafleacm cludleflaj®?
zeljomlendo aemews a’lmlem eagwosiom)sers] (éeaem almallslam. aud
20861WEMI @Y. cagwos] wlala)eadm@Imis@led @& &oglad
mlan) emM)e anei?)eddlé:8)e CUDEUGla] GaloM). HIS)GEIT ®Ya)uusdmIn)
M €aldSe, CUOOMI, OME] M)SEBIWAUWOS WOMETBS) Q) GUOEURle] @RUE
melay). @RI allel womyesBwd aeplod allem). @RAU alm)edd )88
@OM)e MSEUE]. EEBOHM @)Bajjus8dm mumyyeEeg mieledla omyaud

(Beaem AloWeeoMm)e 2)8a)) AUOYMAUOD aldlaoelendm)e al0lafle)eeem..

l.amaiyyd@ mogjanle =®lalm. EBEElL® @0 MICWeal506m?

2, & 0] @RBERIW] @ROEla® afeTRem?

3, & alenoumIw ceIS&EBEUd  agau?

4. 40548108 aimlgloy)m amjaiee maelonleaBgl@d aodajioaflesom
elaudlaflajomm?

5. esusmEmln) cauensl @pEla aMad@ g eaiD@)?
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PASSAGE I

m&nu_fa‘r ga:mu: hika déhv'rtam &-"!&mbl?kkupgaég
kaufijumas i band’appetta:ng - idatuappa  varann ik
NLOAU  Ma:vi m&ﬂujja‘?’ kaame:na n&cji:f,g“"&;;ﬁ&g‘i
va: 8amud appit fivikkg@nam - end@:nd  Qvave padi:tiad -
FRalil  paippusappikkan  preaippitfats 7 dielatiede
L&bj}if.'s: mi:ning v.e:(:fj-acj&:diéudaﬁr?{ kagme:ng mi:n
Pi@[qééﬁm v&f&ma;kbj&ﬁ,s: &:vinm.*© ve:_tl;%ia:olf
dgivitfu  popaticidsajil  8viikal ka:btil nipeu bepum
p"aﬂamu:.ﬂa:g“kaﬁwn fe:k“a‘riéju Poinu - ka:dukalil
é&'{alifuva{&dﬁivu"n?& gO::(&m) 83:&&”3!38} nells
tudansijavajude d“a:rzj&a’xﬁm matbum fe: Kaailfs
vay suikfitfu. aLik Eida dt%l‘-r\:j&ga«f m&nild  viipa-
ava  patukke mufgtfu  vafaranum Euclansi - iasne
mufatfu valsrng sasanle nivikfi Ha m&nuijm kdame:na
vitafkkanum  mufatfu VATUORYA pﬂwp& tlikkanuon p&é itfvikangm.

)m&nufJav s8Q:muw: hika dé vitams &damlmkkatu erduma: | J
bana&f:peﬁpa 597

Dkl a:djama:ji  &:rambitfatu esZane 9
D kaufikka: vafjamars  gadakansad  2:iva g
}) ka: d_,_Lk&ﬂ_ ol vcg_gfﬁjwur)& m&ﬂujJ&‘)’ﬁ r‘)&,d: £ W&nn&f.ﬁ_
P&: A ppupRikk&: r pre: i /Jr.u tfat encld 9
@b“&kjapaggiou ve:neli &:dima manu [jas
erdu Efejba 9
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Demonstration Items
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Reading Acquisition in Malayalam : A Profile of the secondary graders

APPENDIX

(RAMP) score sheet

Max, | 20|V Standard | VI Standard
ills <o ~ | Obtain
'S o | Men SD  Men SD
Reading & | Ordreading | 25 - 2480 052 2500 0.00
Writing Writing 25 - 2160 226 | 2320 179
Rhyme
12 - 1200 000 | 1200 0.00
Recog
Syll
T 12 - 11.70 047 | 1200 0.00
Stripping
M etaphono Syll.Rev. 12 - 1135 088 | 11.75 064
logica skills Phon.
_ 12 - 7.50 147 | 790 180
Oddity
Phon.
. 12 - 8.20 144 | 940 143
Striping
Phon. Rev. 12 - 345 305 615 268
GAP-1 10 - 960 082 | 98 049
Reading GAP-2 10 - 8.75 137 | 1000 0.00
Comprehenson | Passage- 1 | 5 425 044 | 440 050
Passage - 2 5 - 3.65 104 | 430 075
Sengtivity to SHWA '0' 5 600 331 700 255
Orthographic
principles SHWA ‘W 5 - 500 340 | 510 3.07




APPENDIX -1V

MALA\/A LAM SCQ\PT

Vowel Symbols (svaram ); Vowel-Consonant Combinations

Svaram Transliteration Pronunciation Diacritic (with p-)
an a (a] = ol
@ a [a:] = - add

0 i (i) = ail
a9 i (i) =1 adl

) u (u] = ay

a7 u {u:] = o)

=] I [ri] = al
ag) e (e] e— el
ag) ¢ (e:] c— cal
ag) ai (ai] fe—. Ol

3! _ 0 (o] -2 ©ndd
a2 ] [o:] ¢—2 ¢aJd

67 au (ay] ¢—" Gadm
o (o] = ul®

Consonant Symbols (vyanjanam)

VOICELESS PLOSIVES VoICED PLOSIVES

Unaspirated Aspimred__ Unaspirated Aspirated NASALS
Velar = k[ e kn(k] o gla c~esghld] e 0 (0]
Palatal al c [] ae ch [I7) 2 j [&] ow jh '] eo 0 (0]
Retroflex s t U o i) aw d (@ oo dh[d] em n [
Dental @ t ] w th e d[[ w d[gl @ n (o]
Labial ol plp]l an ph(p eu b [b) @ bh[p] @ m [m]
Sonorants w y Ul @ r (1] er 1[I o v [v
Fricatives n § k& @ s U av s [5] an h [A]
Miscellaneous 8 | [U &3 ks (kJ] w 1 [1] o 1 [r]



