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CHAPTER |
INTRODUCTION

Language is a code of rules. Language learning is similar across cultures and children
exposed to different languages follow similar developmental paths. Reading is holistic and more
difficult than speaking, as awareness of the sound structure is required to break the alphabetic
code. The basis of scaffolding written language and oral language is phonologic awareness
(Fletcher, Shaywitz, Shankweiler, Katz, Liberman, Stuebing, Francis, Fowler, & Shaywitz,
1998). Children benefit the most from formal reading instruction on school entry called pre-
reading or emergent literacy skills, which are acquired in early childhood and have a high
correlation with later reading ability (Scarborough, 1989). Knowledge about books and
recognition of alphabet are the two emergent literacy skills that are highly predictive of reading
ability. Learning to name the letters i.e. the sounds they represent, leads to an understanding of
the alphabetic principle which is considered the single most important concept for learning to
read (Adams, 1990).

Reading comprehension is composed of two equally important components:
i.  Decoding is the ability to translate text into speech and the elements supporting it are:

» Cipher Knowledge: Certain conventions which loosely govern spelling and
pronunciation are collectively known as the cipher. Reading improves spelling and
spelling improves reading (Goswami & Bryant, 1990).

» Lexical knowledge

« Phoneme Awareness: Phonemic awareness is the understanding that speech can be
segmented or broken into individual sounds which differ in meaning. Phonics is the
understanding that segmented units of speech can be represented by printed forms
(Foorman, Francis, Fletcher, Schatschneider, & Mehta, 1998).

» Knowledge of the Alphabetic Principle

» Letter knowledge

» Concepts about print



ii. Language comprehension is the ability to understand spoken language. The elements
supporting language comprehension are:
« Background Knowledge: It is used as a reference for interpreting new information.
« Linguistic Knowledge: Reading is superimposed on language (Maltin, 1995) and

language proficiency makes the comprehension of matter that is read possible.

The process of making meaning from text is called reading comprehension. In order to
understand the text in a meaningful way, readers integrate the meanings of successive sentences
to establish local coherence and also try to establish how the information fits together as a whole,

that is, global coherence. There are four categories or levels of comprehension:

« Literal or text-explicit comprehension: The reader processes information that is explicitly
stated in the text, and thus requires a lower level of thinking skills.

« Interpretive or text-implicit comprehension: The reader processes ideas based on what
was not explicitly stated in the text.

» Critical or applied comprehension: The reader integrates their thinking with the facts
from the text.

« Creative comprehension: The readers develop original ideas and use divergent thinking
skills.

Reading is a psycho-linguistic process (Scot and Clinton, 2002). It is socially mediated
language learning. The reader depends on three kinds of information for adequate reading:
graphic information, semantic information and syntactic information. Other factors include
purpose (which focuses the readers’ attention and helps them understand the text), being an
active reader, the type of text used, the quality of literacy instruction, interest and independent

practice.

Reading development is a language-based process (Catts & Kambhi, 1999) that begins at
birth and continues through the lifespan (Wolf, 2007). Central to this definition is the idea that
the language (s) in which children learns to read determines the different patterns of strengths

and weaknesses children bring to the learning task. Perfetti (2003) illustrates this same notion



through the language constraint on reading. Accordingly, the connection that readers make
between a graphic form and meaning is mediated through language. Therefore, the idea that
learning to read is predicated on a foundation of oral language means that both the speech that
children hear, and the language they use to construct meaning from their everyday experiences
are implicated in reading development.

Reading development is constrained by the orthographic transparency and the degree of
grapheme-phoneme correspondence in the language (s). The degree of consistency between
sound/letter in orthographies slows down or facilitates reading acquisition (Ziegler & Goswami,
2005). While reading in different languages, there are differences in cognitive demands which
are explained by the orthographic depth hypothesis (Frost, 2005). Reading acquisition thus
differs according to the orthography which is referred to as the ‘Orthographic Depth Hypothesis’
(Lukatela, Carello, Shankweiler & Liberman, 1995).

India has various written languages. The extremely opaque English and the transparent
Hindi orthography are used by the same group of children. Orthographies have graphemes
representing only one phoneme are called ‘Shallow’ or ‘transparent’, and those with individual
graphemes representing a number of different phonemes are called ‘deep’ or ‘opaque’
orthographies (Spencer & Hanley, 2003). Hindi has a transparent orthography, i.e. grapheme to
phoneme mapping is largely consistent, with complex graphemic features. The letters in Hindi
are classified by place of articulation and the alphabet arrangement is phonetic (Bright, 1996).
The script has syllabic and alphabetic properties. According to Vaid and Gupta (2002), Hindi
resembles a syllabary. Hindi is a SOV (subject-object-verb) language, wherein the verb agrees
(in gender, number and person) with the subject of the sentence and this information appears on
the verb as suffixes or auxiliaries. The distance between the verb and the subject is greater than
English. Hindi makes extensive use of post-positions and suffixes to mark the
grammatical/thematic roles of nouns in a sentence. It has a rich system of inflectional
morphology and the word classes in Hindi are noun, number, pronoun, adjective, verb, and

adverb.



The characteristics of the child (age, gender, etc.), the school (type, facilities available,
teacher characteristics, etc.), and the household (parents’ education, household income, etc.)
along with the child’s innate ability, affects reading skills. It is thus necessary to cater instruction
to the individual strengths of each child as they come with diverse backgrounds and skills. The
assessment areas vary depending on when they are administered. The various tasks to measure
phonemes awareness are sound comparison tasks, phoneme segmentation tasks, phoneme
blending tasks, etc. As the cognitive processes contributing to reading comprehension are covert
and complex, therefore it cannot be directly observed or measured. Tests of reading

comprehension vary in terms of the nature of text and the response format.

Standardized tests are low cost appropriate tools that are often used to detect reading
writing difficulties. As a majority of these tests are usually available in English, it is always
necessary to translate to the native language when used in non-English speaking communities.
However, there are difficulties in the process of proper translation, and the lack of a local
language version can become a barrier in assessing and reporting such deficits. Translated
versions are needed in detecting health problems that will also allow cross-countries and as well
as cross-cultural comparisons (Hunt, Alonso, Bucquet, Niero, Wiklund, McKenna, 1991).

1.1 Need for the Study

« Performance norms of most reading assessments available in India have been developed
with populations of children in other countries. The level of performance on reading tests
depends largely on reading curricula and programs, thus, some discrepanciesmay be
present between the average Indian reader and the average reader represented in the
norms established in other countries (Misra, Sahoo, &Puhan, 1997). A review of the
Indian studies also points towards the lack of an adequate assessment tool to identify

children with reading disability.

» In a multilingual country like India, it is imperative to develop and standardize tests in all
languages. With the availability of variety of such tools the speech language pathologist

can obtain complete profile of reading disabled, to make or confirm diagnosis so that



directives for reading intervention can be determined early.

Differences may exist among average readers in different Indian provinces or languages
(Indo-Aryan and Dravidian). The review highlights the paucity of appropriate tools in
Hindi to identify children with reading disability. A reliable basis for interpreting test
scores and guiding educational decisions and actions can be achieved by research on the

development of reading performance norms relevant to Hindi speaking Indian children.

Most of the Indian children start to learn Hindi at home. But their sequential acquisition
of Hindi reading skills remains unexplored. As reading is an individualized process and
varies with language dialect and instruction, an urgent need has been felt to obtain

normative data on Hindi Reading Tests for Indian population.

Earlier tools for reading assessment, e.g.: Diagnostic Reading Test in Kannada
(Purushothama, 1992) have concentrated on assessing skills like reading speed, reading
accuracy, reading efficiency, etc, and also they usually assessed children in higher
grades. Presently, there is no assessment tool for measuring reading-related skills in

school going children of primary to secondary grades in Hindi.

The number of children enrolled in English-medium schools from Classes | to VIII has
shown a 27.4% rise since 2003-04 (NUEPA, 2011).Differences in development of
reading in children with different languages as medium of instruction (mother tongue and

English) needs to be investigated.

In the Indian scenario, wherein the schooling system is organized differently in terms of
government and/or private enterprises, it is important to investigate the influence on

reading skills, if any, of this characteristic feature of the Indian educational system.

There is a need to examine the relationships of various reading and reading related skills

to reading performance for disadvantaged (lower Socio Economic Status) children.



» The presence of reading disability cases in our schools is a serious problem at all levels
of academic ladder. Especially in Indian society where public awareness is minimal, the
instances of reading disabled children remains in oblivion, and as a consequence the
child goes through emotional trauma. Thus there is a need for diagnostic instruments
which can identify reading disabled as efficiently as possible.

Therefore, this project attempted to address the above mentioned areas and tried to find out

certain observations and facts related to these problems which are much needed.

1.2 Aims & Objectives of the study:

The present study was aimed to translate and adapt Early Reading Skills proposed by Rae
& Potter (1973, 2nd edition in 1981) in the book titled “Informal Reading Diagnosis: A Practical
Guide for the Classroom Teacher” in Hindi language. The present study also considered and
incorporated the suggestions reported in “Descriptive Analysis of the Sequential Progression of
English Reading Skills among Indian Children” by Monika Loomba (Unpublished Masters
dissertation, 1995), later edited by Jayaram, Prema and Savithri (2003) as a publication of All
India Institute of Speech and Hearing, Mysore. Further it is also aimed that this adapted tool
serve as a measure to assess the sequential acquisition of the continuum of Hindi reading skills in
children of Grades I to VIII. Accordingly, the study aimed to investigate and explain the
presence of literary deficits in Hindi speaking children with Learning Disability.

Organization of Remaining Chapters

In Chapter Two, the literature was reviewed, and key thoughts were brought to the
forefront. Chapter Three encompassed a detailed description of the research methods and how
the study was set into motion. Results of the data analysis were synthesized and discussed in
Chapter Four. Last, the study was summarized in Chapter Five with a review of further

implications for research.



CHAPTER I
REVIEW OF LITERATURE

II.L1 Literacy

Literacy is a human right as well as a tool for empowerment, personal fulfiliment, and
education (UNESCO, 2008). Literacy is considered the key for socio-economic progress in
the Indian scenario. The literacy rate in India has grown from 12% at the end of British rule
in 1947 to 75.06% in 2011 (Nayaka & Nurullah, 1974; Census of India, 2011). In the age
group of 6-14 years, 95.7% of children were enrolled in some form of elementary school
(Annual Status of Education Report, ASER, 2008). 80% of schools in India are government
schools (DISE, 2005).According to ASER (2005), the performance of government schools in
the State in reading and math was better than that of private schools. But in 2008 the
performance of children from the latter almost equaled. The predominant perception is that
privately funded schools provide a better quality education primarily because of better
teacher attendance and an English medium of instruction, which leads to better job prospects.
Children of classes 1-5 who could read at least a class 1 level text, was 43.6% in government
schools and 52.2% in private schools (ASER, 2009). Among students of Grades 1 to 8, only
41% were able to read simple stories in both government and private schools. On an all India
basis, private schools continue to maintain a marginally higher level than the government
schools. Differentiated or quality demand is generally met by private schools, therefore
attracting children from higher-income and advantaged social groups (Tilak, Jandhyala and
Sudarshan, 2001).

1.2 Reading

Reading is the “gatekeeper to academic success” (Snow, Porche, Tablors, & Harris,
2007). It can be viewed as a two level process. Level one comprises of foundation skills of
word recognition, decoding, fluency, and vocabulary knowledge and level two comprises
higher order reading processes. These procedures are used to make connections among

words and between existing knowledge and text information (Pressley, 2000).
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The following three groups of skill sets are involved in reading (Chall, 1967):
prerequisite reading skills, model building skills and applied comprehension. While
prerequisite reading skills are needed to understand print including oral reading fluency,
word recognition, and decoding (Vellutino, Tunmer, Jaccard& Chen, 2007); model building
skills are necessary to construct meaning from either decoded text or spoken language.
Integrating information from multiple documents (Goldman, 2004), critical thinking
(Graesser, Wiley, Goldman, O’Reilly, & McDaniel, 2007) and the work on explanation and
question asking (Graesser, & Person, 1994) is a part of applied comprehension.

11.2.1 Reading Acquisition

There exists a developmental continuum which facilitates the development of reading
skills. Early reading skills and reading competency are the two skill sets which are closely
interrelated and have a mutual effect (Yopp, 1992). There are two major stages of reading
development as identified by Chall (1983): period when children “learn to read” (grades 1, 2,
and 3) and period when children “read to learn” (grades 4 and beyond). The standard model
of reading acquisition was proposed by Frith (1986). The first logographic (logo means
picture/symbol) stage when the child processes words like visual object or symbol. In the
alphabetic stage the child represents ordered sequences of letters and in the orthographic
(spelling) lexicon the child stores whole-word grapheme sequences. Goswami and Bryant
(1992) assert that knowledge of spelling helps the ability to spell. Ehri’s (1992) four stages of
reading development: in the Pre-Alphabetic Stage the reader uses visual clues of the printed
word to identify the word as no appreciation of the alphabetic principle exists. In the Partial
Alphabetic Stagethe reader focuses on specific and easily identifiable parts of the word. In
the Fully Alphabetic Stage the words are memorized as a unit known by sight. In the
Consolidated Alphabetic Stage the readers store letter patterns across different words after
repeated encounters with the words. A six phase acquisition of reading was described by
Spear-Swerling and Sternberg (1996).



11.2.2 Factors Influencing Reading

Cognitive There are some specific cognitive abilities (Fletcher, Foorman, Shaywitz,
& Shaywitz, 1999) which discriminate good readers from poor readers. Successful
readers have better cognitive skills (Lonigan, Anthony, Bloomfield, Dyer, &Samwel,
1999).

Phonological Skills: Phonology plays a fundamental role in reading development
(Goswami& Bryant, 1990). Considerable research across many languages has centered
on the phonological aspects of language as strong predictors of reading outcomes
(Ziegler & Goswami, 2005). Phonology is universal, because it has been found to be
predictive of developmental outcomes in reading across languages that differ in their
orthographic transparency (Ziegler & Goswami, 2005). Phonological skills having an
important role in reading are: phonological processing ability and phonological
sensitivity. Poor readers generally lack phonological awareness (Share, Jorm,
MacLean, & Matthews, 1984).

Role of Morphology: The role of morphology in reading has been central across
languages such as English (Singson, Mahoney, & Mann, 2000). In a recent study,
Kieffer and Lesaux (2008) found that morphology was related to reading
comprehension and consequently necessary for understanding how reading develops
and for predicting reading comprehension (Carlisle, 2000). This ability is considered
essential for predicting reading outcomes both at the word reading level and the
reading comprehension level (Ku & Anderson, 2003).

Effect of Oral Language: Nation and Snowling (2004) found that language variables of
semantic skills, listening comprehension and vocabulary accounted for a large variance
in reading comprehension skill at age 8.5. Recently, mounting evidence underscores
the importance of other aspects of oral language, namely morphology and semantics,
in predicting reading outcomes (Cain & Oakhill, 2007). Researchers have

conceptualized reading as a language-based activity (Wolf &Vellutino, 1993).



According to Perfetti (2003), the close relationship between oral language and reading
is attributable to the Universal Language Principle, which posits that the written form
of any language must map onto its oral form. Oral language skills can predict reading
comprehension and other literacy skills (Mehta, Foorman, Branum-Martin, & Taylor,
2005).

Oral Language

\

Decoding

Comprehension

Phonological
Awareness

Letter
Knowledge

Figure 1. A diagramatic representation of the relational model of oral language
to reading comprehension as conceptualized by Perfetti (2003).

Effect of Orthography on Reading: Transparency plays an important role in reading
development in children across languages (Zielger&Goswami, 2005). The
transparency of orthography has a direct effect on reading development (Wimmer &
Goswami, 1994). A highly transparent orthography, has easier to detect and use
grapheme-phoneme correspondences; causing an early mastery of phonological
processing skills (Wimmer & Goswami, 1994). A less transparent orthography such as
English has one-to-many grapheme-to-phoneme correspondence and the mastery of
phonological processing skills occurs later in the early school years (Ziegler &
Goswami, 2005).
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Vi.

Vii.

Influence of Cultural and Socioeconomic Status: Reading and classroom instruction is
a cognitive as well as social behavioral activity (Pressley 2002). Students differ in
reading because of the varying social and cultural environments (Dickinson, 2004).
Self-perceptions and motivation are directly and indirectly influenced by all social and
cultural activities (Pressley 2002). Experiential and instructional factors are the result

of most early reading difficulties (Vellutino, Fletcher, Snowling, & Scanlon, 2004).

Socioeconomic status (SES) plays an important role in reading development. Word
knowledge of the children entering school differ socioeconomic status (SES) and
experiences at home (Hart & Risley, 1995). The pace of reading development is
differentially impact by socioeconomic status (SES; Duncan & Seymour, 2000),
home literacy (Burgess, Hecht & Lonigan, 2002) and instruction styles. Community
SES and child development (physical and psychological health, cognitive and
linguistic development) was related to early literacy scores (letter, word recognition
and phonological awareness) of kindergarteners (Lesaux, Hertzman, Siegel,
&Vukovic, 2006).

11.2.3 Reading Comprehension

Comprehension involves the ability to break the code (Adams, 1990) and extract

meaning (Vellutino et al., 2007). Three levels of complex processes are involved in

successfully comprehending a text (Van Dijk & Kintsch, 1983): Linguistic level, (word

decoding and recognition), text base level (extracting explicit meaning) and dynamic mental

representation (Kintsch, 1998).

Variables impacting comprehension:

Walberg and Tsai’s (1983) term “Matthew Effect,” —*“the rich get richer and the poor
get poorer”, has been adapted by Stanovich (1986).1t describes the concept that the
“rich” (students with a well-developed vocabulary) read more and learns more words.
The link between vocabulary and reading comprehension accounts for both word

reading and text comprehension (Cain & Oakhill, 2007).
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ii.  Comprehension ability is highly predicted by decoding ability and word recognition
skills (Perfetti & Hart, 2001). Poor accuracy of word-reading has negative influences

on reading comprehension and fluency (Mastropieri, Leinart, & Scruggs, 1999).

iii.  Working memory correlates positively with reading comprehension level (Cain,
Oakhill & Bryant, 2004). It determines the number of connections a reader can make
between concepts presented in a text (Kintsch, 2005). Reading-disabled individuals
have difficulty with working memory (Chiappe, Hasher, & Siegel, 2000) and are
found to have a generalized difficulty with working memory regardless of language
background. Radvansky and Copeland (2004) pointed out that working memory span
might be a good measure of lower levels of comprehension (e.g., text level), but may
not be so good at higher levels of comprehension (e.g., mental models).

1.3 State of Reading Research in India

Mohanty (1990) investigated the degree of relationship between reading
comprehension and various measures of metalinguistic skills and found that the good readers
were better able to use words flexibly and in a context free manner, and could differentiate
words based on their salient characteristics. Gokani (1992) compared the extent of
relationship between phonological awareness and orthographic features in learning to read in
Guijarati; using tests of listening comprehension, word reading, and word recognition and
speech segmentation. Rhyme recognition and syllable stripping scores were similar, phoneme
stripping was better for English medium children, and word reading and speech segmentation
ability were poorly correlated in Gujarati medium children. This shows that phoneme level

tasks are sensitive to orthographic variations.

Prema (1997) profiled acquisition of reading and writing skills in Kannada and found
a developmental change in reading, writing, knowledge of orthographic principles, and
reading comprehension across the 5 grades. Mullimani (1997) and Anne (2000) found a
moderate correlation between reading and listening comprehension among Grade 11l and 1V

children. Akhila (2000) found a significant relationship between phonological awareness and

12



orthographic skills in Tamil speaking children of Grade Ill and IV. lyer (2000) found that
reading skills and phonemic/syllabic segmentation skills improve over the grades in
Malayalam speaking children of Grades | to IV. Sonali Nag (2007) found that early reading
of 5-10-year-olds (a) took longer for akshara knowledge acquisition and (b) slower to

emergence of phoneme awareness than English.

Phoneme is the critical unit involved in reading development in alphabetic languages
(Seymour et al., 2003). Hindi has a transparent orthography and predominantly uses
alphabetic strategy (Wimmer& Hummer, 1990). Smythe, Everatt and Salter (2004) argued
against relying solely on phonological awareness and proposed considering the transparency
(the extent to which graphemes of a language map onto its phonemes) of a given language in
reading acquisition and how transparency could differentially predict reading outcomes.
Jamal and Monga (2010) found that reading accuracy in case of words as well as non-words
to be significantly greater in Hindi than in English. These findings are similar to the findings
of Seymour et al. (2003). Orthographically transparent Hindi dyslexic readers read by using
phonological strategies (grapheme-phoneme conversion rules), and orthographically opaque
English dyslexic readers read by a combination of phonological and visual strategies
(Zoccolotti, DelLuca, DiPace et al.,1999). Gupta (2003) indicated that children were reading
in Hindi by attempting to follow GPC rules and in English, by making use of partial visual
analysis to produce a response. A study by Gupta and Jamal (2006) was also in accordance

with the linguistic interdependence hypothesis.

1.4 Assessment of Reading Skills

Early Identification of reading problems constitutes the first step in reducing its

incidence or severity. Early identification research is based on the strength of correlations

between pre-literacy skills and reading ability in kindergarten or first grade.
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I11.4.1 Reading Assessment Components

I.  Perceptual Skills: It is essential for beginning readers of any orthography, to visually
differentiate and remember various orthographic shapes, spoken words, phrases, and
sentences. Many children with delayed language and reading development have
auditory processing difficulties (Macaruso and Hook, 2001). These perceptual skills
are acquired in early childhood before the beginning of formal learning. The authors
have also associated it with Piaget’s sensory motor period, where concepts are built
and expanded based on the child’s interaction with his/her world. This includes the
following tasks:

v" Auditory identification

v Auditory recall: Knowledge of letter names is linked with reading skill. The

ability to label an object helps children store it in memory, recognize letters
quickly and automatically.

v" Auditory discrimination: It is well correlated with reading ability.

v Visual discrimination: A visual perceptual skill referring to the ability to

differentiate one object from another visually in terms of color, foreground-

background, form, shape, pattern, size, and position in space.

ii. Phoneme Grapheme Correspondence: Phonemes in spoken are represented by
graphemes in written. Past research studies indicate reliability estimates exceeding
0.90 (Satz, Taylor, Friel, & Fletcher, 1978). Measures of phonological awareness
include matching tasks, representational tasks, production tasks, deletion tasks, broad
phonological awareness tasks (rhyme judgment, rhyme generation), fine-grained
phonemic awareness tasks (spoonerism and phoneme deletion). Breaking spoken
words into parts, blending parts of a word into one word, (Wren, 2004), etc. are some

assessment measures to test phonemic awareness skills.

iii.  Structural Analysis: Structural elements of words follow predictable patterns and the
process of interpreting word parts that make up a word is called structural analysis.

Readers combine phonics letter—sound patterns into large, multi-letter chunks due to

14



an increased awareness of phonetic and structural patterns in words, thus developing

spelling consciousness, and leading to improved encoding accuracy.

Blending: A key skill taught to beginners as it mimics the process readers go through
to sound out a word. Smooth blending, the foundation for proficient reading, is

critical for the development of independent word attack skills.

Reading Comprehension: It is a combination of decoding of words and the
attachment of meaning to those words. Oral reading allows us to directly observe the
children applying their acquired reading skills. Comprehension, a complex higher
level skill, means acquiring meaning from the text. Different types of reading
comprehension assessments are: reading an appropriate level passage and then
answering factual questions, inferential questions, filling in missing words from a

passage or retelling the story in own words (Wren 2004).

11.4.2 Assessment Selection Considerations

Specific tasks useful in distinguishing children exhibiting RD, depends on the timing

of the screening. Screening later than kindergarten reduces the over-identification (Torgesen,

Burgess, Wagner, & Rashotte, 1996) while identification before receiving reading instruction

over predicts RD (O’Connor & Jenkins, 1999). Researchers also suggest use of a layered

approach for screening and intervention, so that prediction is interfaced over time (Simmons,

Kuykendall, King, Cornachione, & Kame’enui, 2000). Vocabulary measures or concepts

about print also lead to under prediction of RD.

1.5

Tests Available For Assessment in Different Indian Languages

Oral reading test in Kannada (Bai, 1958) is a screening test to identify children at risk
for reading disability.

Reading Readiness Test in Kannada (Devi, 1978) assesses auditory discrimination,
visual discrimination and vocabulary and can be administered on children from 3

years to 6.5years.
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Reading comprehension test in Kannada (Ramaa, 1985) is both for diagnosis and
remediation of dyslexia. The test assesses auditory reception, visual reception, visual
verbal association, word recognition, letter recognition, aural comprehension word
analysis, reading comprehension and academic achievement inventory.

Graded reading comprehension test in Oriya (Mohanty and Sahoo, 1985).

Diagnostic Reading Test in Kannada (Purushothama, 1991) helps to identify good
readers from poor readers on the basis of the factors of automaticity rules of
orthography and sequential processing.

Shipra (1992) developed a test of word finding abilities in children in Hindi language
and found this skill showing a developmental trend.

Yashoda (1994) developed a tool to assess the acquisition of writing and found that
children studying in Kannada medium schools did not fully develop writing skills till
the age of 7-8 years.

Loomba (1995) administered the informal reading diagnosis by Rae & Patter (1975)
on Indian children studying in class I to VIII with Hindi as their mother tongue and
English exposure since start of schooling. The results showed that the sequence of
progression of reading skills was in consonance with acquisition of reading by native
speakers of English, but with a lag as English reading instruction and exposure began
only in school.

Checklist for screening language based reading disabilities (Che-SLR) was developed
by Swaroopa (2001) in Malayalam and rhyming, alliteration, rapid naming, language
expression, listening skills, and non verbal imitation were identified as potential
predictor variables.

Seetha (2002) profiled V to VII graders on various parameters of reading,
metaphonological skills in Malayalam.

Jayashree (2003) developed a tool for screening children with writing difficulties
(TOSC-WD).

Shilpashri (2004) developed a Remedial Manual of Metaphonological Skills
(Kannada).
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CHAPTER Il
METHOD

The aim of the present study was to translate and adapt the tool named, ‘Early Reading
Skills (ERS), proposed by Rae & Potter (1973) in Hindi language. It also considered and
incorporated the suggestions reported by Monika Loomba (Unpublished Masters dissertation,
1995).This chapter describes the method used to investigate this aim of the study.

Early Reading Skills (ERS), proposed by Rae and Potter (1973) in the book titled
“Informal Reading Diagnosis: A Practical Guide for the Classroom Teacher” published in the
year 1981, is a test devised to assess the developmental progression of English reading skills in
school going children. It is an informal test that gives information on immediate learning
objectives and provides specific information on each child in relation to an explicit criterion,
therefore acting mainly as a profiling tool. Though this test was primarily designed to provide
teachers with diagnostic instruments in major skill areas of reading, it was chosen for this study
as it provides an assessment of a wide range of reading related skills of children ranging from
initial perceptual discrimination skills to the more complex structural analysis of words. It also
constitutes metaphonological skills as a part of phonics and decoding process assessment. In
short, almost all the essential spheres of reading have been included in this test as an aid to
teachers for an educational assessment of reading disabled children. The test materials are also
simple and provide adequate information to recognize any obvious reading deficit and also

specific pupil need.

The adaptation of Early Reading Skills (ERS) in Hindi language was done in five phases:

» Phase | — Translation of the Test Material

» Phase Il: Pilot Testing

» Phase Ill: Administration of the test onTypically Developing Children (TDC)
» Phase IV: — Checking Reliability and Validity of the Test
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Phase | — Translation of the Test Material

The test items of ERS (Rae and Potter, 1973) were translated into Hindi in the first phase
of the study. Baraha, a Unicode text editor for Indian languages, was used for typing in the Hindi
font. A review of the available literature on sequential reading acquisition skills were made by
referring to books, journals and web based sources and existing tools in India. After preparation
of the final test, it was submitted to a linguist, to judge appropriateness of the content of the
items to the sub-processes to be measured. On the basis of the comments, items were modified,

added and deleted when necessary, from the test.

Phase II: Pilot Testing

The second draft of the test was subjected to Pilot Testing. The pilot study was carried
out as a preliminary try out and for familiarization of administration. Prior to data collection, a

pilot study was conducted to evaluate aspects of the data collection procedures.

The primary aim of this pilot study was to determine if the test battery made and
procedures selected were appropriate and would meet the aims of the study. Its other objectives
were:

« To determine the time period required for the administration of the full test battery

« To establish whether the instructions used for tasks required modification

» To determine if the number of items included were adequate

» To determine if any of the test items required any modification

« To determine if the methodology was adequate

Testing was done on a total of 16 children (two of each grade) who were not included in the
final sample. After the pilot study, the following modifications were made regarding the test
battery and the data collection procedures:

« Instructions were largely adequate, though examples were required for many sections. In

order to maintain the consistency of instructions and examples, examples were added as a

part of the test battery for all sections.
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» There were some typographical and formatting errors which were corrected.

» Certain words were observed to be unfamiliar to the students, and were replaced by more
familiar words.

« The performance of the children on the section assessing syllabication was found to be very
poor. Even children belonging to higher grades found it difficult to comprehend the
instructions and perform appropriately. This section was then removed from the final version
of the test.

« The Level | passage was found to be too difficult for the participants of I** Standard and thus
was replaced by another reading text for I* Standard.

* Number of test items of the section assessing perceptual skills was reduced, as even the
younger participants performed well.

« In order to control for educational background, and to some extent, socioeconomic status, it
was decided that data collection would be done from a single locality.

» The pilot showed a possibility that the test battery, if validated only on English medium
students, could give false positives for students from a Hindi medium. Therefore, the data set
was divided into two equal groups in order to accommodate an equal number of participants
from both Hindi medium State Government school children (Lower SES) and English
medium public/private school children (Middle SES), so that test items specifically sensitive

to differences across both the group of participants could be revealed.

The Hindi adaptation of Early Reading Skills, originally developed by Rae & Potter
(1973), had suitable modifications incorporated. As the complete profile of informal reading
diagnosis is very lengthy and time consuming, the sections of receptive and generative language
skill, assessment of silent reading and close reading were omitted. The final draft was subjected

to scrutiny by a speech language pathologist and a linguist.
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Table 1: Summary of the Subsections of the Hindi Adaptation of Early Reading Skills

Sections Subsections Levels [ Notations | Maximum Score
Perceptual Auditory lIdentification Level - AIL 26
Discrimination Auditory Recall Level - ARL 26
Skills

Auditory Discrimination - AD 30
Auditory Perceptual - AUD 82
Visual Discrimination 1 VD1 17
2 VD2 17
Visual Perceptual - VIS 34
Phoneme/syllable Beginning Consonant 1 PGCT1BC 18
Grapheme/letter Ending Consonant PGCTL1EC 15
Correspondence Consonant Blends PGCT1CB 20
VVowel Sounds PGCT1VS 10
Beginning Consonant 2 PGCT2BC 30
Ending Consonant PGCT2EC 30
VVowel Sounds PGCT2VS 10
Blending Test - 1 BT1 12
- 2 BT2 8
Structural - 1 SAT1 10
Analysis Test - 2 SAT2 10
- 3 SAT3 24
Reading - 1 RP1 4
- 2 RP2 4

Passages
- 3 RP3 4
- 4 RP4 4




After pilot testing and modification of the second draft, a final draft of the test was
administered on 160 typically developing children (TDC).

Phase 1V: Administration of the test on a normal population

This study had participants with only Hindi as their and their parents’ native language. A
total of 160 participants between the ages of 6-13 years studying in any Standard between | to
V11, 20 children (10 males and 10 females) from each grade participated in this study. All the
participants were typically developing children (TDC), without any speech and language deficits
and delayed milestones and with no present/past history of any neurological, psychological
problems and/or sensory deficits. It was required that participants should not have repeated a
grade at any point in their school career, and should have completed all their schooling, thus far
in an ordinary school. In addition, their last school report had to indicate at least 60% marks
(fourth grade/B2/Good with a grade point of 7) for the language and literacy areas. These criteria
were included to avoid the possibility of including children with subtle, previously undetected
language disorders. Participants were selected from a single locality in order to control for

ethnical background.

Selection Criteria for Schools: Participants were from local Government and Private
schools and tuition centers. Several schools in the city of Delhi were contacted to obtain
permission for the same. The study was discussed verbally with each principal and an
authorization letter from All India Institute of Speech & Hearing (AlISH, Mysore) was provided.
The letter outlined the purpose and the value of the study; what they were asked to do; and
identified possible benefits. Six schools located in the same neighborhood were approached, but
two of them did not consent for the study. Finally four schools (two private and two government)
were finalized for the study. Once the principal consented to the study, staff members at the
school were asked to identify candidates.

The private schools in Delhi are primarily English medium or teach English earlier than
the government schools (ASER, 2009). Children were thus divided into two groups according to
the medium of instruction in the respective schools: TDC who were being educated in a Hindi
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medium school (TDCH) or TDC who were being educated in an English medium school
(TDCE). Each group had 80 TDC belonging to I to VIII standard.

Selection Criteria for TDC studying in a Hindi medium school (TDCH): TDCH children
came from Hindi speaking homes with Hindi being their medium of instruction at school also
since the start of their schooling. These children had very limited exposure to a second language
at school (30 min per day maximum) or at home. TDCH belonged to Government schools under

the administration of the Delhi Government.

Selection Criteria for TDC studying in an English medium school (TDCE): TDCE
children came from predominantly Hindi speaking homes with English being their medium of
instruction at school since the start of their schooling. TDCE were from Private schools and were
exposed to Hindi and English since the start of their schooling and spoke both the languages on a
daily basis. Children who spoke languages other than Hindi and English were not included.

Participants were mainly from low to middle socioeconomic status (SES), but no specific
information about SES could be collected because schools as well as parents refused to divulge
facts about household income status. Private school enrolment has been clearly associated with
higher income and education of the household (ASER, 2008). Since previous research does
predict a predominantly higher SES opting for private education (Tilak, Jandhyala and
Sudarshan, 2001), the two groups of TDCH and TDCE can be to a certain extent assumed to
represent a lower and a higher SES respectively. In order to control for SES to some extent,
approximately equal numbers of participants from each group attended government and private
schools. In order to ensure that participants were as homogeneous as possible in terms of socio-

demographic variables, schools within the same geographic area in Delhi were selected.
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Table 2: Participant Selection Criteria

Participant Selection Criteria TDC
TDCH TDCE
General Criteria Age 6-13 years
Native Language Hindi
Number of Participants Eighty (10 of each grade)
Gender 40 boys and 40 girls
Medium Of Instruction | Hindi English

Socio-economic Status

Primarily Lower SES Predominantly

Families Higher SES
Language Language Status At least 60% marks (fourth grade/B2/Good
with a grade point of 7) in the language and
literacy areas.
Academics Academic Status No repetition of a grade at any point in the

school career, and all schooling in an ordinary
school.

Exclusionary
Criteria

Intelligence

Average intelligence with no formal/informal
reports of any degree of mental retardation

Medical status

Normal

Speech

Exclude voice and fluency disorders.

Oral Structure and
Function

Exclude marked abnormalities of oral
structure and function

Social interaction

No marked severe restrictions of social
interaction

Procedure of administration: To eliminate the effects of the tester's bias, the investigator
personally administered the test on the children, scored and analyzed the data. To maintain
consistency in administration, the instructions were read out from the booklet to the participants.

Care was taken to make the participants feel comfortable before and during the testing. The
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duration of administration was 30 minutes, depending on the motivation and cooperation of the
child. The study was explained verbally to the participants. Each participant was given a copy of
the test along with a pen/pencil. The audio video recordings of the sessions were carried out
while administering the test. Each participant was given reasonable amount of time to respond. If
required stimulus word or instructions were repeated again. When the correct response was
obtained, verbal reinforcement was given to maintain motivation level. Before testing rapport
was established and after testing appropriate rewards were given to the child. The following were

the section specific administration instructions:

Section I: Perceptual Skills- Testing of perceptual skills included:

« Auditory Identification Level: The test has 26 items. e.g.: point to the letter A along that row.

» Auditory Recall level: This test requires the child to read the underlined letters in each row.
There are 26 items in this test. e.g.: tell the name of the letter underlined N.

« Visual discrimination test: This test begins with items that are dramatically different from
each other. There are both letters and shapes. It consists of matching to given sample items.
In each problem, a figure, letter, or letter group is given first and a series of items appear to
its right. The test is administered in two parts: Level |1 (geometric shapes and individual
letters) & Level Il (words and nonsense syllables). There are 17 items each in both levels.

« Auditory discrimination test: The test contains 30 word pairs, 21 of the pair are dissimilar (7
varying in the beginning, 7 in the ending and 7 in the medial position). The other 9 are

identical pairs to ensure that the child is not responding by rote. e.g.: pat — pan

Section 1I: Phoneme/Syllable - Grapheme/Letter Correspondence Test- Phoneme-grapheme

correspondence test does not necessarily require knowledge of spelling, but rather an

understanding of the letters is related to particular sounds in words. It is assessed in two levels:

Level 1: This level assesses the ability to write the correct letter from a word clue.

« Beginning consonant: It consists of 18 words and the child is asked to identify initial
consonant sound of the words. e.g.: write the beginning letter of dog - d

» Ending consonant: In this identification of single consonants at the end of words are tested
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using a list of 15 words. e.g.: write the letter at the end of dog - ¢

» Consonant blends: This part deals with identification of the letters constituting a blend. The
child is instructed to write the two letters that form the blend sound at the beginning of the
word said by the tester. It consists of 20 blends. e.g.: write the two letters t the beginning of
blast - bl

* Vowel sounds: This part tests the student’s ability to recognize vowel sounds: both long and
short single vowel sounds that appear in the middle of the word in the consonant vowel
configuration. The child is provided by a list of the vowels in Hindi and asked to identify the
vowel in the word named by the tester. The test has 10 words. e.g.: hen - e

Level 2: This tests the identification of the initial/final consonant of a word, when a target

consonant is provided before starting the test. The child is instructed to put a (\/ ) mark in the

box beside the number of the word on the answer sheet, if the word said by the tester begins/ends

with the sound of the target consonant.

« Beginning consonant: It consists of a list of 30 words, testing 6 consonants at the initial
position.
e.g.: b. 1. bat 2. cat 3. big 4. beautiful

b. 1. o 2. x 3. o 4, o
Ending consonant: It consists of a list of 30 words, testing 6 consonants at the final position.

e.g..t. 1. get 2. come 3. fat 4. forget
t. 1./ 2.x 3./ 4./

» Vowel sounds: This tests the identification of medial vowels. The examiner says three words,
out of which two have the same middle sound. The child is asked to tell the two words which
have the same middle sound. e.g.: “bet mess bill” --- bet & mess have same middle sound.
(Since Hindi is a semi-syllabic/syllabic language, an adjustment for this test was done where

the prominent consonant or vowel of the syllable/semi-syllable was considered for the test).

Section I11I: Structural Analysis Test - It is also tested in different levels:

Level 1: It deals with the earlier set of regular and irregular inflectional endings within contexts.
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It has 10 fill-in-the-blank sentences with 3 options for each.
e.g.: The boy was the horse. (ride/riding/rided)

Level 2: It deals with a series of affixes and requires identification of words according to
meaning of affix. It has 8 items with three items in each set.
Circle the word which indicates plural: baby babies baby’s babied

Level 3: It deals with the child’s ability to identify roots within words. The test had four rows of
words each out of which three have a common root. The fourth word looks as if the root could be
the same, but the meaning and/or pronunciation identify it as being different from others. The
child must cross out the word that doesn’t belong to the group.

e.g.: underline the root word: recount country counties uncounted

Section I1I: Blending Test - It is assessed in two levels:

Level 1: It uses picture clues in Rebus style and is meant for less mature children. It has 12

items.

e.g.t+ m: train

Level 2: It requires more reading skills but uses the identification level for answers. It has eight
items. e.g.: str+ite  str+ide str+eed

Section 1V: Oral Reading - This test included four short passages. The passages were arranged in

the order of decreasing level of cohesion and increasing level of complexity. All the first three
passages are narrative while the last one is an expository text. The passages contained the
following number of words: Passage 1 (44 words), Passage 2 (227 words), Passage 3 (357

words) and Passage 4 (522 words).

Items: Four questions were created for each passage, which also vary from simple to complex

(requiring inferential skill).
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Scoring: A common scoring system was used for all the subtests. A score of 1 was given for
each item answered correctly. Therefore, the maximum score for each subset varied according to
the number of items in it. The method for scoring for identification of medial vowels was slightly
different. Here the score of 1 was given if the participant answered both the questions correctly.

If 1 question was answered, then half point was given.

Group Administration: A group of five students were selected randomly for a group
administration of the test in order to test the feasibility of the test in a classroom setting. The
student group testing took place in a spare room of the school. Free from ample distracting
stimuli, it provided a more comfortable environment. The group administration was recorded and

the session continued for 30 minutes.

Phase 1VV: — Checking Reliability and Validity of the Test Material

Reliability refers to the extent to which assessments are consistent. Internal consistency
refers to the degree of confidence one can have in the precision of scores from a single
measurement. The inter judge reliability were carried out. The data was audio video recorded,
out of which 10% was retested by another SLP.

Validity refers to the accuracy of an assessment -- whether or not it measures what it is
supposed to measure. About 10% of students were randomly selected from the original sample
and were used to provide evidence of the validity of the adaptation. The test was also
administered on sixteen children with learning disability (CLD). All the children in the CLD
group were studying in schools located in central Delhi and lived in areas which were considered
equivalent from a socio-economic point of view. Consent from parents to participate was
obtained for all participants. The diagnosis of learning disability (dyslexia) had been given by a
multidisciplinary team comprising of pediatrician, clinical psychologist, speech language

pathologist and special educator.
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Table 3: Participant Selection Criteria of CLD

Participant Selection Criteria

Children With LD (CLD)

General Criteria

Age

6-13 years

Native Language

Hindi

Number of Participants

Sixteen (2 of each grade)

Gender

12 boys, and 4 girls

Medium Of Instruction

English

Socio-economic Status

Predominantly Higher SES

Language

Language Status

Diagnosis of LD by a multidisciplinary team
of pediatrician, clinical psychologist, speech
language pathologist and special educator.

Academics

Academic Status

Poor academic skills, but no grade retention.

Placement in ordinary school

Exclusionary
Criteria

Intelligence

Average intelligence with no formal/informal

reports of any degree of mental retardation

Medical status

All children had normal vision and hearing;

they had no gross neurological abnormalities,
or severe emotional disturbances or behavior
disorders; No otitis media externa in last six

months.

Speech

No voice and fluency disorders.

Oral Structure and
Function

No marked abnormalities of oral structure and

function.

Social interaction

No marked severe restrictions of social

interaction.
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Data compilation and analysis of results: Obtained scores were tabulated and appropriate
statistical analysis was carried out. Data was analyzed with SPSS 17.0. The performance of

children was also qualitatively analyzed and discussed.
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CHAPTER IV
RESULTS

The aim of the present study was to translate and adapt Early Reading Skills proposed
by Rae & Potter (1973) in Hindi language. After pilot testing and modification of the test, a
final draft of the test was administered on 160 typically developing participants (TDC) from
Grade | to Grade VIII separately. The descriptive analysis of the data has been dealt with
both test section wise as well as grouped according to the medium of instruction.

Table 4: Summary of the Subsections of the Hindi Adaptation of Early Reading
Skills

Sections Subsections Levels [ Notations | Maximum Score
Perceptual Auditory Identification Level - AlL 26
Discrimination Auditory Recall Level - ARL 26

Skills

Auditory Discrimination - AD 30
Auditory Perceptual - AUD 82
Visual Discrimination 1 VD1 17
2 VD2 17
Visual Perceptual - VIS 34
Phoneme/Syllable Beginning Consonant 1 PGCT1BC 18
Grapheme/Letter Ending Consonant PGCT1EC 15
Correspondence Consonant Blends PGCT1CB 20
Vowel Sounds PGCT1VS 10
Beginning Consonant 2 PGCT2BC 30
Ending Consonant PGCT2EC 30
Vowel Sounds PGCT2VS 10
Blending Test - 1 BT1 12
- 2 BT2 8
Structural - 1 SAT1 10
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Analysis Test - 2 SAT2 10
- 3 SAT3 24
Reading - 1 RP1 4
- 2 RP2 4
Passages
- 3 RP3 4
- 4 RP4 4

The mean and standard deviation was deduced for each task. The mean score was

then converted into percentage score. These percentage scores were used to graphically

represent percentage performance of each class across different subtests. Qualitative

analysis of the data was done to evaluate the pattern of errors exhibited in each task at each

level.
Table 5: Performance of the eight classes on the test
Test Sub- | Max |[Obtained Scores Across Grades
sections | Score | Scores
I I 11 v \Y/ VI VII | VII
Mean |[24.60 [25.55 [25.90 [25.90 | 26.00 |26.00 |26.00 | 26.00
AlL 26
S.D. 219 |1.00 |045 031 |0.00 |0.00 |0.00 |0.00
Mean [25.55 [25.70 |[26.00 [26.00 | 26.00 |26.00 |26.00 | 26.00
ARL 26
S.D. 0.76 |0.73 |0.00 [0.00 (0.00 (0.00 (0.00 [o0.00
Mean |29.30 | 29.65 [30.00 {30.00 |30.00 |30.00 |30.00 [30.00
AD 30
S.D. 1.26 |0.88 |0.00 |[0.00 |0.00 |0.00 |0.00 |0.00
Mean |79.45 |80.90 [81.90 ({81.90 | 82.00 |82.00 |82.00 [82.00
AUD 82
S.D. 3.46 |245 (045 (031 |0.00 |0.00 [0.00 |{0.00
Mean |14.35 |15.40 |16.80 {17.00 |17.00 |16.90 |[17.00 [ 17.00
VD1 17
S.D. 1.79 |1.76 052 |0.00 [0.00 |0.45 |0.00 |0.00
Mean 14.20 | 15.60 | 16.45 |17.00 | 17.00 [16.40 |[17.00 | 17.00
VD2 17
S.D. 1.32 |154 |1.10 |0.00 [0.00 [1.23 |0.00 |0.00
Mean |[28.55 [31.00 |33.25 [34.00 | 34.00 |33.30 |34.00 | 34.00
VIS 34
S.D. 267 |[285 |1.37 |0.00 |0.00 (142 [0.00 |0.00
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Mean |108.0 | 111.9 [115.2 |115.9 | 116.0 |115.3 [116.0 | 116.0
PS 116
S.D. 497 477 [1.66 (031 |0.00 |1.42 ([0.00 [0.00
Mean |15.90 |16.95 [17.60 [17.85 | 17.35 |17.55 [18.00 | 18.00
PGCT1BC | 18
S.D. 121 [1.47 (094 037 |0.81 [0.61 |0.00 |0.00
Mean [12.40 | 13.00 | 14.10 |14.85 | 15.00 |[15.00 |15.00 [ 15.00
PGCTI1EC 15
S.D. 135 (138 133 |0.37 |0.00 [0.00 |0.00 |]0.00
Mean [1.95 |7.85 [13.00 |15.35 [15.80 [16.15 |18.05 [ 18.05
PGCTICB | 20
S.D. 1.70 1478 (333 335 [217 [260 |150 ([1.91
Mean [2.40 |3.70 [4.00 485 [535 |580 |6.35 [6.65
PGCT1VS | 10
S.D. 226 |232 (162 179 [1.73 188 |166 [2.16
Mean |32.65 | 41.50 [48.70 |[52.90 | 53.50 |54.50 [57.40 |56.80
PGCT1 63
S.D. 3.70 [712 494 |321 |282 |353 [2.48 |5.80
Mean |25.85 | 27.80 [29.70 |30.00 | 30.00 |30.00 [30.00 |30.00
PGCT2BC | 30
S.D. 573 349 [0.73 |0.00 |0.00 |[0.00 ([0.00 [0.00
Mean [21.65 | 26.10 | 26.45 |26.65 | 28.40 [29.00 |29.30 [ 29.55
PGCT2EC | 30
S.D. 6.53 |[540 (497 |3.63 |230 [1.59 [1.17 [1.23
Mean [0.00 |0.65 [1.65 |590 [6.10 |7.25 |8.20 [8.95
PGCT2VS | 10
S.D. 000 [1.04 203 [269 [290 |245 [1.64 |1.28
PGCT?2 Mean [48.80 | 54.55 [57.80 |62.55 | 64.50 [66.25 |67.50 [ 68.50
70 S.D. 1430 | 6.77 | 418 |587 [4.41 |329 |240 (212
Mean |0.00 3.60 | 425 1950 |9.90 ([12.15 [12.80 |13.25
BT1 12
S.D. 0.00 462 | 452 (365 |339 |208 (147 |168
Mean |0.00 0.00 | 0.00 |440 |6.25 |[6.50 |[6.50 |7.25
BT2 8
S.D. 0.00 0.00 | 0.00 (190 |145 |136 (110 |0.91
Mean |0.00 3.60 | 4.25 |13.90 | 16.15 [18.65 [19.30 | 20.50
BTT 20
S.D. 0.00 462 | 452 (517 |410 |274 (153 |1l61
Mean |0.00 3.60 [ 590 |6.90 |840 (845 [9.30 |9.45
SAT1 10
S.D. 0.00 330 | 227 259 |182 |1.67 [0.73 |1.05
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Mean |0.00 1.05 [ 1.95 |3.90 [14.55 [17.70 |18.60 [ 19.85
SAT2 10
S.D. 0.00 147 | 161 [2.08 (552 |3.83 |3.09 |2.60
Mean |0.00 0.00 | 0.00 [7.35 |9.15 |9.20 (9.40 |9.40
SAT3 24
S.D. 0.00 0.00 [ 0.00 |2.11 |0.99 [0.89 |0.82 |0.82
Mean |0.00 465 | 7.85 [18.15 |32.10 |35.35 |37.30 | 38.70
SATT 44
S.D. 0.00 459 | 3.36 (444 |6.63 |4.73 [3.34 |3.66
Mean |[1.65 225 | 355 |3.80 |4.00 |4.00 (4.00 |4.00
RP1 4
S.D. 1.63 1.80 | 0.89 |0.41 |[0.00 (0.00 |0.00 |0.00
Mean [0.20 0.75 | 1.40 (238 |3.70 |3.80 (4.00 |4.00
RP2 4
S.D. 0.52 091 | 119 (092 |0.57 050 (0.00 |0.00
Mean |0.00 0.05 | 025 |0.60 |225 (298 |[3.78 |3.83
RP3 4
S.D. 0.00 022 | 055 (082 |119 |138 (0.62 |0.37
Mean |0.00 0.00 | 0.00 |0.00 |0.38 [1.28 |2.75 |2.88
RP4 4
S.D. 0.00 0.00 | 0.00 [0.00 |0O0.76 |143 (095 |1.20
Mean |1.85 3.05 | 520 |6.78 |10.33 [12.05 [14.13 | 14.70
RP 16
S.D. 1.98 267 | 217 (176 |203 |262 (238 |141

The above table contains the mean scores and their standard deviations of the eight

grades of participants across the reading tasks. This provides us with valuable information

which can be used for comparing participants suspected of reading deficits. The scores

showed that performance on each task varied with grade level and showed a developmental

sequence. It is essential to compare the Hindi reading performance of Indian participants

with Indian norms. The mean scores obtained here can be used to evaluate the performance

of the child in comparison with his peers. However one should bear in mind that
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application of these scores is relevant to participants whose mother tongue is Hindi and

have had no significant exposure to any other language.

120 -
100 -
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—|-VIS
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20 | —¥=SATT
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Figure 2: Percentage Scores on Reading Tasks across Grades

The above figure depicts the percentage scores for the sections of auditory and visual
perceptual skills, phoneme grapheme correspondence, structural analysis, blending and
reading passages. It can be clearly observed that while earlier tasks such as perceptual skills
(auditory and visual discrimination and identification), phoneme grapheme correspondence
(alphabet test, identification of beginning and final consonants, etc.) and reading passage
comprehension were attempted by all of the classes, tasks of blending and structural analysis
(identification of root words, etc) could be attempted by participants studying in grades
higher than Grade I. The overall performance of higher classes was better than the rest,
although in complex tasks such as structural analysis, blending, etc. hundred percent
performance wasn’t obtained even by the Grade VIII participants. The following sections

deal with the results of the analysis in a section wise manner:

Section I: Perceptual Skills

The perceptual skill assessment section tested both auditory and visual perceptual

skills of the participants. As observed in Figure 3, the scores of the perceptual skill section

34



increased gradually from Grade | to Grade VIII, with participants performing relatively better
in auditory perceptual skill section than visual perceptual skill section. While performance on
visual perceptual tasks showed a steep rise till Grade IV when it reaches the full score mark,
auditory perceptual tasks were relatively well performed by participants of earlier grades also

and reaches plateau a grade earlier.

105 +

100 - / l\=/l |

95 -

90 - == AUD

g5 | —=-Vis

75 T T T T T T T 1
| Il 1 v \ Vi Vil Vil

Figure 3: Percentage Scores of Perceptual Skill Section across Grades

Figure 4 below shows the relation between the subsections of auditory identification,
auditory recall and auditory discrimination. Auditory identification was the most difficult task
among the auditory perceptual skills assessed and it was only from Grade V onwards that
participants reached the full score mark. Auditory recall was slightly better than auditory
discrimination in Grade | participants, but was scored at level with each other by all the

participants of higher grades and reached full score mark, together at Grade I1I.
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Figure 4: Percentage Scores across Grades in Subsections of Auditory Perceptual Skills

A qualitative analysis of the perceptual section showed that errors in the perceptual
section were shown predominantly by participants of first three grades. They had problems in
maintaining line orientation while attempting the items of this section and had to be prompted
to use an external marker. Auditory recall of some letters was done by verbally associating it
with a word starting with that letter, e.g.: the child recalled aloud /mat"sli/ and then parsed it
in order to recall /m/. Errors were observed for visually similar letters and sounds differing in
only one distinctive feature. Some letters showed higher degree of inaccuracy. Consonants
were identified and recalled with a higher accuracy than vowels. In the auditory
discrimination task, difficulty with final consonant minimal distinctive pair (e.g.: /khat-khal/)
and difficulty with medial vowel minimal distinctive pair (e.g.: /hal-hll/ were the primary
error patterns observed. Some participants showed difficulty in recognizing similar words

(e.g.: /sara-sara/).
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Figure 5: Percentage Scores across Grades in Subsections of Visual Perceptual Skills

Figure 5 above shows the relation between the two levels (Level 1 dealing with
discrimination of shapes/sizes and Level 2 with visual discrimination between similar looking
letters) of visual discrimination. Scores on both levels increased gradually and reached the
plateau of full score together from Grade IV onwards. Level 2 was found more difficult by
participants of all grades except Grade Il, where scores on level 2 were higher than Level 1.
There was a sudden dip in scores of Grade VI participants in both the levels of the visual

perceptual section.

The qualitative analysis of the visual perceptual skills section showed many different
patterns of errors; however the frequency of the occurrence of these errors was more in the
first three grades. Orientation error and visually similar letter confusion error were most
commonly found. The discrimination of shapes was relatively better in all the classes,

although few participants of Grade | presented selected scattered errors in few shape patterns.

Section 1l: Phoneme Grapheme Correspondence

The phoneme grapheme correspondence assessment was done in two levels: Level 1
assessed the ability to write the correct letter from a word clue and Level 2 tested the
identification of the initial/final consonant of a word, when a target consonant was provided
before starting the test. As observed in the Figure 6, the scores of this section increased
gradually from Grade | to Grade VIII, with participants scoring consistently better in Level 2
than Level 1. Though participants of higher grades scored better, but full score was not
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obtained on either level by participants of any grade.
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Figure 6: Percentage Scores of Phoneme Grapheme Correspondenceacross Grades

Figure 7 below shows the relation between the subsections assessing identification of
beginning consonant, ending consonant, consonant blends and medial vowels. Identification
of consonants constituting blends and identification of medial vowels were the most difficult
tasks and while participants of lower grades didn’t even score 50% on these tasks, the highest
grade participants also failed to a score a 100% on this task. Among Grade | participants the
performance varied greatly between these two subsections, with very poor scores in
identifying blends. But from Grade Il onwards vowel identification was relatively more
difficult and even the higher grades performed poorly. Identification of final consonants was
relatively poorer till Grade Ill, after which the participants of higher grades obtained full
scores in both the subsections assessing identification of final and initial consonants. Grade V
and Grade VI showed a slight drop in scores in the section assessing identification of initial

consonants.
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Figure 7: Percentage Scores across Grades in Subsections of Phoneme Grapheme
Correspondence (Level 1)
The error analysis of this section showed that most of the participants had difficulty in
identification of initial consonants in words with a similar sounding initial and final

consonant (e.g.: /dOt/) and words beginning with aspirates (e.g.: /ch"otorl/). Maximum

numbers of errors were observed for words like: /vidz9j/, /jarl/. A similar pattern of errors
was observed in the section assessing final consonant identification, i.e.: difficulty in
identification of final consonants in words with a similar sounding initial and final consonant
and words ending with aspirates (e.g.: /saf/). Maximum numbers of errors were observed for

words like: /tfaj/. A majority of the participants had aspirated-unaspirated confusion in the

phoneme grapheme correspondence section. There were several instances in which though
the child could name the required initial/final consonant but had difficulty in recalling the
orthographic form of the first/last letter of words. Consonant blends were correctly identified
most successfully when the blend consisted of the consonant /r/ (e.g.: /b"rOm/) followed by
blends consisting of the consonant /I/ (e.g.: /klef/) and consonant /s/ (e.g.: /svOr/). Almost all
the participants attempting this section showed error in correctly identifying the blend in
words like: /bOlla/. Many participants also showed a tendency to add vowels in front of
blends. Vowel identification was highly erroneous with confusions primarily between long
and short vowels of /e/, /o/ and /u/. Many younger participants could verbalize the vowel
occurring in the CV combination, but failed to correctly identify the corresponding

orthographic representation. The vowel identified most accurately was /a/ (e.g.: /dan/) and the

vowel identified most inaccurately was />/ (e.g.: /kon/). The identification of long vowels was
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better compared to short vowels across all the grades.
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Figure 8: Percentage Scores across Grades in Subsections of Phoneme Grapheme
Correspondence (Level 2)

Figure 8 above shows that even in Level 2 vowel identification scores were the
poorest. The participants of middle grades (Grade 1V, V and VI) performed relatively better
than the higher grade participants in vowel identification. The sections assessing the
identification of initial and final consonants showed a constant increase in scores with
identification of initial consonant proving to be easier than identification of final consonant,
till they reach the same level at Grade IV. Grade V onwards, participants scored full in
identification of ending consonant, but full scores in initial consonant identification were not
achieved till Grade VII.

The qualitative analysis of Level 2 of phoneme grapheme correspondence section
showed that it was performed with relative ease as compared to Level 1. Errors were
observed mostly in the form of false positives when the given consonant occurred in any
position other than the one required according to section instructions, i.e. false identification
of /m/ as beginning consonant when it actually occurs in final position (e.g.: /&lobam/). Other
errors observed were aspirate/unaspirated confusions and the most number of erroneous
identification of words beginning with /v/ and /d/. A word ending with the consonant /z/ was
consistently identified as ending with consonant /s/ (e.g.: /roz/) by participants of grades up to
Grade 1V. Participants were frequently found to mark the beginning consonant even in the
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final consonant identification section and instructions had to be repeated. Most of the
participants across all the grades found it difficult to comprehend the instructions correctly
for the identification of two words out of the three options which had a common medial

vowel. The item where the medial vowel to be identified was />/ (e.g.: /gadzor/, /kon/,

Jchokst/) had the most number of wrong attempts. Even in items where the two options had
the same initial consonant were wrongly identified as having the same medial vowel too (e.g.:

/dzap/, /k"et/, /d=zell). Another type of error was observed in medial vowel identification:

difficulty in distinguishing words which differ in terms of long and short middle vowels
(e.g.:/k"Un/, 1dz"Ut", IK"ufy).

Section Ill: Structural Analysis
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Figure 9: Percentage Scores of Structural Analysis across Grades

Structural analysis section was scored by participants of Grade Il onwards. A gradual
rise was observed across the grades, but the hundred percent score was not obtained by even
higher grade participants. This was one of the most difficult tasks. Participants of Grade I
onwards could attempt Level 1 (dealing with the earlier set of regular and irregular
inflectional endings within contexts) and Level 2 (dealing with a series of affixes and
requiring identification of words according to meaning of affix) successfully. Level 3
(dealing with the ability to identify roots within words) could be attempted successfully after

Grade I11. In all the three levels, 100% scores were not obtained in any.

Figure 10 below shows that among the three levels, Level 2 was the most difficult,
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with performance on this consistently below all the other levels. While participants in Grade |
couldn’t attempt this section at all, Grade II and III participants scored on the first two levels,
but Level 111 could be attempted from Grade IV onwards only. Performance on Level 1 and
Level 2 showed a gradual rise from Grade |1 till Grade VIII. Level 3 could be attempted by
Grade 1V participants only and the scores reached plateau soon, without any one reaching the

full score mark at any grade level.
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Figure 10: Percentage Scores across Grades in Subsections of Structural

Analysis

In Level 1 participants of Grade 11 and I11 showed difficulty in person, tense, number,
gender markers and comparatives, while participants from Grade IV to VI, had more
difficulty in choice of past tense marker, comparatives and plural markers. Confusions were
observed mostly in subject-verb agreement and substitutions of future tense markers in place
of past tense markers. Participants of Grade VII and Grade VIl performed better, with errors
made only in unfamiliar past tense markers and comparatives.

Performance on Level Il showed that the affixes for plurality and tense markers were
first to appear and they were stabilized by Grade IV. Errors were observed in the plural
marker for mass nouns (e.g.: /vichar/) and for past tense marker substitution by future tense
marker. Tense marker errors were observed more in unfamiliar/irregular words.

Comparatives were not identified till class 1V, and their stabilization was not observed till
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class VIII. Errors shown were the inability to identify abstract comparatives and
generalization of markers of comparatives to non comparative words. The response for
negative markers was obtained only after Grade Il and by Grade VI, all participants could
identify negative markers. Identification of affixes for ‘— again’ (/pun:/), ‘-without’(/ni/) and
‘~before’(pUrv) was obtained by participants of Grade V first and stabilized in the majority
of participants by Grade VIII. Identification of words with the affix ‘—with’ (/dzonak/)

showed poorest scores even among the participants of senior grades. Level 111 was a difficult
section and could be administered only on participants from Grade IV onwards. The younger
participants couldn’t perform even when examples were given.Most of the participants had

difficulty in identification of root and non root words, especially in the last item of this level.

Section IV: Blending Test

Scores on blending test couldn’t be obtained until Grade II onwards and even the
highest grade participants couldn’t achieve full scores. While Grade II and Grade IlI
participants performed almost uniformly, Grade IV participants’ scores showed a sudden

jump and the rise in scores continued till the highest grade.
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Figure 11: Percentage Scores of Blending Test across Grades

Figure 12 below clearly shows that participants of all grades except Grade V and
Grade VIII performed better on Level 1 of blending test. Level 1 could be attempted only by
participants of Grade Il onwards and showed a sudden increase in scores in Grade IV, after
which they steadily increased till Grade VIII. Level 2 proved difficult and could be attempted
Grade IV onwards only. Though scores on blending test showed a gradual rise, but even the

highest scorer couldn’t obtain the maximum marks.
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Figure 12: Percentage Scores across Grades in Subsections of Blending Test

The common error across all the grades was in identification of words created by
blending pictures with a single consonant or CV combination. Most of the participants in this
section had difficulty in blending picture and syllables to form words, especially the
trisyllabic word. The difficulty encountered was relatively more when the picture formed the
initial part of the word. In Level 2, the scores were poorer in items wherein all the three
options had the same word segmented differently (e.g.: /tohotkI+kat/, /tohokI+kat/,
/t+hokI+kat/). Participants in lower grades had confusions in items wherein two options had

aspirated-unaspirated minimal pairs as initial consonant as (e.g.: /chat+pata/, /ch"st+pata/).

Section V: Oral Passages / Reading Passage (RP)

The figure 13 below shows that there is a gradual progression of performance in oral
passage comprehension scores of participants across Grades I to Grade VIII. Even the highest
grade participants didn’t score full on this section. Reading thus followed a gradual upward

course with increase in educational level.
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Figure 13: Percentage Scores of Reading Passage across Grades

Figure 14 below shows that performance on the four reading passages followed the
same pattern in all the participants across all the grades, i.e.: scores decreased as the passages
increased in complexity from reading passage 1 to reading passage 4. While the first two
passages were attempted by participants of first two grades, passage 3 was attempted by
Grade Il onwards and passage 4 by Grade V onwards. Scores of the passage 1 reached the
hundred percentage mark in Grade V and scores of passage 2 reached full scores in Grade
VII. The performance on the other two passages though improved steadily across the grades,
failed to reach the full score mark. Passage 4 was scored best by participants of Grade VI,

even better than participants of higher grades.
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Participants of Grade | could read passage 1 and passage 2. However there was
considerable difference between the performances across these two passages. Letter by letter
reading was accurate for most of the words of passage 1, but they had difficulty in reading the
multisyllabic words of passage 1. Greater difficulty was observed in reading words with CV
combinations in which the vowel was not the schwa vowel. They could answer only the very
simple oral questions from this passage. While the majority had to refer back to the passage
to answer the questions, few could recall the questions from memory. In case of passage 2,
Grade | participants had poor oral reading fluency and read most words in a letter-by-letter
fashion. Frequently they just omitted the words of the passage. They couldn’t join letters to
from words except for the simple words. They had a poor comprehension of the passage as
well as of the questions asked. Only few participants attempted to answer the questions after
a lot of prompting. Most of the Grade | participants just copied phrases of the question for the
answer and very few were able to answer the initial setting inference question and the one
requiring either an affirmation/negation as an answer. Problems in maintaining line

orientation were also observed.

Grade Il participants could read passage 1 with good fluency and had to resort to
letter-by-letter reading for multisyllabic and unfamiliar words of passage 2. But
comprehension still remained poor especially for questions requiring inferencing and “why”
questions. Silent reading was also found present in few Grade Il participants. Passage 2 was
read word-by-word and the reading thus sounded choppy without any intonational contours.
They read by putting stress on each word, and were unaware of punctuation markers.
Mispronunciations were also plenty and some showed a tendency to skip words. Inspite of
oral reading shortcomings, comprehension was found to be fairly good and they could answer
questions at least by pointing to the line concerning the answer. Passage 3 could be attempted

by a select few only.

Grade 11l participants obtained good scores in passage 1 and only the last question
was found difficult by few of them. Passage 2 was read silently and was interspersed with
lots of mispronunciation on unfamiliar words like: /mae dak/, /chattan/;but as all the questions
following this passage required more than one line as an answer, most of them answered
incompletely. The last question of this passage was tricky, as the reader had to detect the lie
of one of the characters of the story, but almost all of them failed to understand the truth
value of the statement. Word reading was present for passage 3 and they skipped difficult
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multisyllabic words. Longer words were read letter-by-letter, but the participants could grasp
the overall meaning. This passage had a greater proportion of “why” questions which caused
a lot of confusions and the last question required higher level inferencing skills of the mental
state of one of the characters, which was maximally attempted unsuccessfully.

Participants from Grade IV performed little better than their pervious grade
counterparts. They could answer most of the questions of the first two passages and at least
two from passage Ill, in spite of number or oral reading errors. Most of them read all three
passages silently, except few who lip read the passages. Many participants of this grade
adopted an efficient strategy of reading, in which they read the questions first and scanned the
text for answers, thus saving time. Almost all of the Grade IV participants answered the
questions from memory after they had read the questions.

By Grade V they could answer all questions from passage 1 and answered just one or
two questions incompletely of passage 2 and 3. In this Grade passage 4 was attempted for the
first time and a few could even answer at least one question from passage 4. As observed in
earlier classes answers were mostly given by reading the lines concerning the answer without
any attempt to formulate them. Oral reading, especially of passage 4 was full of

mispronunciations. But the rest of the passages were read silently and fluently.

Performance of Grade VI participants followed a similar trend as Grade V
participants, but with significant gains in marks obtained in passage 3 and passage 4. While
oral reading was fluent for even the more complex passages, inferencing questions were still
inaccurately answered. They had fairly good oral reading except mispronunciation of

multisyllabic, difficult new words like /kIremokore/, /lokarbag"g"e/.

Grade VII participants scored full on the first two passages and even questions of
passage 3 were answered completely, except the more complex inferencing questions.
Comprehension had significantly improved and they could answer more questions in a
relatively lesser time. Even reading speed increased and almost all the participants read the
questions first and scanned the passage for the relevant text. The grammatical formulation of
answers also appeared first in Grade VI participants.

Oral reading of oldest Grade VIII participants was fairly fluent. But they exhibited
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tendency to falter at few multisyllabic and unfamiliar words. They had inability to expand on
or elaborate the answer beyond what’s given in the passage. They required minimum
instructions and read the questions first. Answers were well formulated, complete and were

given from memory.

Performance of TDC of Hindi Medium (TDCH) v/s TDC of English Medium (TDCE)

Performance was compared across the two groups of TDC, i.e.. TDCH and TDCE

across all the sections and subsections of the Hindi validation of ERS.

Section 1: Perceptual Skills

Both auditory and visual perceptual skills showed a marginal difference between the
performance across TDCH (indicated in red colour) and TDCE (indicated in blue colour)
during the early grades, with participants studying in an English medium school performing
just slightly better than their Hindi medium counterparts. The performance across these two
groups in auditory perceptual skills merged in Grade V and in visual perceptual skills merged
in Grade IV. The difference in mean scores among TDCE and TDCH was observed more on

auditory perceptual tasks than visual perceptual ones.
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Figure 15: Percentage Scores across Grades in Perceptual Skills

A detailed viewing of the mean scores in each subsection of perceptual skills across
all the grades and across TDCH and TDCE, showed that in all the tasks of auditory
perceptual section, the TDCE group performed better than TDCH in the earlier grades and

the scores on all the tasks of various subsections merged in Grade III.
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Figure 16: Mean Scores across Grades in Subsections of Auditory Perceptual Skills

An anlysis of the scores obtained by the two groups of typically developing

participants (TDC) showed that TDCE performed marginally well in both the levels of visual

discrimination section, the difference being more prominent in the early grades and merging

later on in participants of higher grades (Grade Il in case of Level 1 and Grade IV in case of

Level 2). a small drop in scores was observed in participants of TDCH of Grade VI.
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Figure 17: Mean Scores across Grades in Subsections of Visual Perceptual Skills

Section 2: Phoneme Grapheme Correspondence

This skill was assessed in two separate subsections and TDCE showed a consistently
better performance across all the grades and in both the subsections. While in case of Section
1 of phoneme grapheme correspondence, the difference in the mean scores between TDCE
and TDCH merge only in Grade IV participants, TDCE participants scored better across all

the grades in Section 2 of phoneme grapheme correspondence.
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Figure 18: Percentage Scores in Subsections of Phoneme Grapheme Correspondence

An analysis of the specific tasks in Phoneme Grapheme Correspondence — Section 1
showed that TDCE scored better than TDCH in all the tasks of this section. While in tasks of
identification of beginning and ending consonant scores merged in Grade IV, they again dip

down in participants of TDCH and achieve at par performance with TDCE only again in
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Grade VII. Identification of consonant blends was scored equally by TDCE and TDCH only
Grade VII onwards, while in that task of identification of vowel sounds TDCE scored

consistently better across all the grades
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Figure 19: Mean Scores in Subsections of Phoneme Grapheme

Correspondence-I

Section 2 of Phoneme Grapheme Correspondence showed the same pattern as
Sectionl, and TDCE scores were better in the tasks of identification of beginning consonant
and ending consonant. While scores merge on Grade IV in initial consonant identification
task, the difference between TDCE and TDCH scores remained across all the grades in final
consonant identification. Vowel sound identification is one task in which TDCH scored better
than TDCE till Grade Ill, but after this TDCE participants showed a sudden jump of scores

from Grade IV onwards.
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Figure 20: Mean Scores in Subsections of Phoneme Grapheme Correspondence-I1

Section IlI: Structural Analysis
Grade | participants were unable to obtain positive scores in this section and Grade Il
onwards, TDCE scored consistently better than TDCH.

50
40
30
20
10 e TDCH

0

= TDCE

| i m v v v Vil Vi

Figure 21: Percentage Scores on Structural Analysis

Structural analysis section was scored only by Grade 11 onwards and the subsection 3
of this section could be attempted only by participants of Grade IV onwards. Across all the
tasks and grades, TDCE performed better than TDCH. Scores of TDCE on the first task of

this section progressed unevenly with dips in scores of Grade 1V and Grade VI participants.
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Difference in the mean scores between TDCE and TDCH was greater in earlier grades in the

first task and in the middle grades on the second and third tasks of this section. The last task

showed minimum difference in scores across the two groups of TDCE and TDCH.

SAT 1 SAT 2
15 30
10 20
———TDCE ———TDCE
5 10
———TDCH ———TDCH
0 0
==2>53%Z TT=2>53%%
Figure 22 a Figure 22 b
SAT 3
15
10
‘7 ———TDCE
5
0 ———TDCH
T==2>53%
Figure 22 ¢

Figure 22: Mean Scores in Subsections of Structural Analysis

Section I11: Blending Test
In this section, TDCE and TDCH showed significant differences; with TDCE scoring Grade

Il onwards while TDCH could attempt this section only Grade IV onwards.

BT

100
80
60
40
20

e TDCE
== TDCH

I i m v v v

Vil Vil

Figure 23: Percentage Scores on Blending Test
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Level 2 of Blending test was scored quite uniformly by participants of both the groups
of TDCE and TDCH, but Level 1 of this section could be scored positively by TDCH only

Grade IV onwards. TDCE in this level 1 showed an irregular pattern of performance with

dips in scores in Grade 11l and Grade V.
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Figure 24: Mean Scores on Subsections of Blending Test

Section IV: Oral Reading

Oral reading was scored consistently well by TDCE, with a significant difference

in scores, except in Grade IV, where the scores were approximately equal. Scores on this
section of TDCE showed a slight fall in Grade I11.
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Figure 25: Percentage Scores on Reading Passage

TDCE group scored better than TDCH in all the levels of the reading comprehension

tasks. The difference in scores was more in early grades for reading passage 1, in early and

middle grades for reading passage 2, middle grades in reading passage 3, and middle and

higher grades for the reading passage 4. Full scores on Level 1 were achieved by both groups

simultaneously in Grade V, though TDCE group achieved full score in Grade Il too, before




dipping in Grade 1VV. TDCE and TDCH had approximately equal scores in Level 2 and finally

equal scores Grade VII onwards. TDCE achieved full scores in Grade V only. Passage 3 was

not attempted by TDCH before Grade 1V, while TDCE started scoring positively on it from

Grade Il onwards. Scores on passage 3 and 4 were never equal and passage 4 could be

attempted by TDCH a grade later than TDCE (i.e.: Grade VI onwards).
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Figure 26: Mean Scores on Subsections of Oral Reading
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The current data set had medium of instruction, grade and gender as independent

variables (IVs) and all the parameters of the test as dependent variables (DVs). A multivariate

analysis was thus used to analyze it. A p value < .005 indicates that the interaction is

statistically significant. MANOVA results indicated that medium of instruction [Wilks'
Lambda = .872, F (3, 126) = 6.138] and grade significantly showed main effect [Wilks'
Lambda =567, F (21, 362.354) = 3.768] on the combined dependent variables of the test

parameters. Since there was a statistically significant difference, further follow up tests were

done.

Table 6: MANOVA Values of Variables Tested

Vs Wilks' Lambda F p | Hypothesis df Error df
Medium |0.87 6.14 | 0.00 |3.00 126.00
Grade |0.57 3.77 | 0.00 |21.00 362.35
Gender |0.97 1.49 [ 0.22 ]3.00 126.00
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» Results of The Test of Between-Subjects

In case of perceptual skill section the test of between-subjects revealed that medium of
instruction and grade significantly affected the perceptual parameters of Auditory
Identification Level (AIL), Auditory Discrimination (AD) and Visual Discrimination Levels
one and two (VD1 & VD2). But Auditory Recall Level (ARL) was not affected by the
medium of instruction of the participant. In the phoneme grapheme correspondence section,
all the subsections were significantly affected by the independent variable of medium of
instruction and Grade in school. But identification of consonant blends in Level 1 was
unaffected by the medium of instruction of the participant. Scores of all the subsections of
structural analysis, blending test and all the four oral reading passages were affected
significantly by medium of instruction and grade of the participant. Thus, a test of between-
subjects on the total scores of each section showed that while medium of instruction and
grade of the child significantly affected the performance, gender was found to be an

insignificant variable.

* Results Of The Univariate Analyses (Repeated Measure ANOVA) For Medium Of

Instruction

Univariate analyses for medium of instruction revealed that AIL, AD and both the visual
perceptual tests (VD1 and VD2) main effect in case of both Hindi and English medium of
instruction, while ARL was not affected by this variable. Analyses for the combined auditory
perceptual tests scores (ARL, AIL and AD) and combined visual perceptual tests scores
(VD1 and VD2) revealed both Hindi and English medium of instruction affected both the
perceptual scores. Other than the task assessing identification of consonant blends, all the
other tasks of phoneme grapheme correspondence section were significantly affected in both
TDCE and TDCH groups. All the subsections of structural analysis, blending test and all the
four oral reading passages were significantly affected in both the Hindi and English medium
of instruction groups. Thus, a univariate analysis of the total scores of each section showed
that scores were affected in both TDCE and TDCH groups.

« Results Of The Univariate Analyses For Grade

Univariate analyses for the effect of medium of instruction on grade in the perceptual
section revealed that while all the auditory perceptual variables of AIL, ARL and AD showed
main effect only in Grade I, both the visual perceptual tests showed main effect in Grade |
and Grade Il. Vowel identification task of Level 1 and final consonant identification of Level
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2 of phoneme grapheme correspondence was affected by medium of instruction only in
Grade | participants. Scores of Grade | and Grade Il participants was significantly affected by
medium of instruction in the task of beginning consonant identification (in both Level 1 and
level 2). Along with Grade I and Grade II, even Grade III participants’ scores on
identification of final consonant and consonant blends in Level 1 were affected by medium of
instruction. The medial vowel identification task in Level 2 was affected till Grade V. Scores
on Level 1 and Level 3 of structural analysis were significantly affected by the medium of
instruction till Grade IV and Level 2 till Grade V. Level 1 of blending test was affected by
medium of instruction till Grade V and Level 2 of this section was affected till Grade V.
Scores of reading passage 1 were significantly affected only in Grade | and Grade Il
participants, while reading passage 2 scores were affected till Grade IV. Scores of
participants till Grade VI were affected by medium of instruction for passage 3 and passage
4.

It was found that the combined auditory perceptual scores were affected by medium
of instruction only in Grade | and combined visual perceptual scores (VIS) showed main
effect in Grade | and Grade Il. Phoneme grapheme correspondence scores were affected by
medium of instruction till Grade Ill, structural analysis and blending test till Grade V and

reading passage scores till Grade VI.

Table 7: Descriptive & Inferential statistics of ERS Sections

Dependent Variable | Mean |S.D. | Sig.

Parameter | Medium

AlL Hindi 25.56 | .080 | .002

English 25.92 | .080 | .002

AD Hindi 29.73 | .050 | .000

English 30.00 | .050 | .000

ARL Hindi 25.83 | .037 | .010

English 25.97 | .037 | .010
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VD1 Hindi 16.11 | .082 [ .000
English | 16.75 | .082 | .000
VD2 Hindi 16.05 | .091 | .000
English | 16.61 | .091 | .000
PGCT1BC | Hindi | 17.050 | .079 [ .000
English | 17.750 | .079 | .000
PGCTLEC | Hindi | 14.075 | .084 | .000
English | 14.513 | .084 | .000
PGCTLICB | Hindi | 13.113 | .276 | .407
English | 13.437 | 276 | .407
PGCT1VS | Hindi | 4.212 | .208 [ .000
English | 5.562 | .208 | .000
PGCT2BC | Hindi | 28.487 | .203 | .000
English | 29.850 | .203 | .000
PGCT2EC | Hindi | 25.112 | .359 | .000
English | 29.163 | .359 | .000
PGCT2VS | Hindi | 4.237 | .161 | .000
English | 5437 | .161 | .000
SAT1 Hindi | 5.700 | .174 | .000
English | 7.300 | .174 | .000
SAT2 Hindi | 8.225 | .255 | .000
English | 11.175 | .255 | .000
SAT3 Hindi | 5.262 | .092 | .000
English | 5.863 | .092 | .000
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BT1 Hindi 6.187 | .198 | .000
English | 10.175 | .198 | .000
BT2 Hindi 3.625 | .111 | .003
English | 4.100 | .111 | .003
RP1 Hindi 3.037 | .071 | .000
English | 3.775 | .071 | .000
RP2 Hindi 2.287 | .073 | .000
English | 2.769 | .073 | .000
RP3 Hindi 1.400 | .066 | .000
English | 2.031 | .066 | .000
RP4 Hindi .694 .080 | .000
English 1.125 | .080 | .000
AUD Hindi 81.138 | .131 | .000
English | 81.900 | .131 | .000
VIS Hindi 32.163 | .136 | .000
English | 33.363 | .136 | .000
PGCT1 Hindi 48.225 | .452 | .000
English | 51.262 | .452 | .000
PGCT2 Hindi 58.163 | .605 | .000
English | 64.450 | .605 | .000
SATT Hindi 19.187 | .340 | .000
English | 24.337 | .340 | .000
BTT Hindi 9.812 | .233 | .000
English | 14.275 | .233 | .000
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RP Hindi 7.319 | .193 | .000

English | 9.700 | .193 | .000

e Inter-rater reliability

Internal consistency was assessed by statistically analyzing the consistency of results
across items within the test using the most common internal consistency measure of

Cronbach's alpha. 0.7 is generally considered a satisfactory value of alpha (Nunnally, 1978).

Table 8: Reliability Statistics of ERS Sections

Test Subsections [Cronbach's Alpha
AIL .887
AD 824
ARL 838
AUD .823
VD1 976
VD2 934
VIS 965
PS 926
PGCT1BC .860
PGCT1EC .850
PGCT1CB .984
PGCT1VS 930
PGCT1 .986
PGCT2BC 993
PGCT2EC 991
PGCT2VS .959
PGCT2 994
SAT1 .986
SAT2 997
SAT3 993
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The Cronbach's alpha is greater than 0.7 over all the subsections and therefore it
showed that all the sections of the Hindi adaptation of ERS were internally consistent. These

values indicate high agreement between the ratings by the two raters and thus suggest high

reliability.

« Validity

Validity was assessed by analyzing the scores of 10% of the total population on which the
normative values were determined. The mean of sixteen TDC was analyzed and it was found

that the scores for each of the sections of ERS lay between the confidence interval as

SATT .998
BT1 .996
BT2 990
BTT 997
RP1 981
RP2 970
RP3 971
RP4 920
RP 967

determined based on the normative data of 160 TDC.
Table 9: Descriptive Statistics of TDC and CLD

Test Subsections | Grade Confidence interval TDC | LD
Upper Bound | Lower bound
AlL I 24.92 24.28 243 | 19
I 25.87 25.23 254 | 24.5
I 26.22 25.58 25.7 | 24.5
v 26.22 25.58 258 | 25
\Y 26.32 25.68 26.1 | 26
\4 26.32 25.68 26.2 | 25.5
VI 26.32 25.68 26.2 | 23.5
VI 26.32 25.68 26.3 | 25.5
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AD I 29.50 29.10 29.2 | 26.5
I 29.85 29.45 29.5 | 275

Il 30.20 29.80 29.9 | 295

v 30.20 29.80 30.1 [ 285

\Y 30.20 29.80 30.1 | 27

VI 30.20 29.80 30.1 [ 295

VIl 30.20 29.80 30.1 | 29

VIl 30.20 29.80 30.1 | 28

ARL I 25.70 25.40 25 | 235
I 25.85 25.55 25.08 | 24.5

Il 26.15 25.85 254 | 24

v 26.15 25.85 259 | 24

\Y 26.15 25.85 259 | 245

VI 26.15 25.85 259 | 26

VII 26.15 25.85 259 | 245

VIl 26.15 25.85 259 | 255

VD1 I 14.68 14.02 14.3 | 12.5
I 15.73 15.07 153 | 13
I 17.13 16.47 16.7 | 14.5
v 17.33 16.67 17.1 | 16.5

\Y 17.33 16.67 17.1 | 16

Vi 17.23 16.57 17.2 | 13
VIl 17.33 16.67 17.3 | 16.5

VIl 17.33 16.67 17.3 | 17

VD2 I 14.56 13.84 139 | 12
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I 15.96 15.24 153 | 135

I 16.81 16.09 16.4 | 15

v 17.36 16.64 16.7 | 15

\Y 17.36 16.64 16.7 | 17
VI 16.76 16.04 16.7 | 16.5

Vil 17.36 16.64 17.1 | 16

VIl 17.36 16.64 173 | 17
PGCT1BC | 16.21 15.59 156 | 12.5
I 17.26 16.64 16.7 | 13.5
I 17.91 17.29 17.3 | 14.5
v 18.16 17.54 17.6 | 155

\Y 17.66 17.04 176 | 17
VI 17.86 17.24 17.6 | 17.5

VIl 18.31 17.69 17.7 | 16

VIl 18.31 17.69 18.1 | 18

PGCTI1EC I 12.73 12.07 123 | 11
I 13.33 12.67 12.7 | 12

I 14.43 13.77 138 | 14

v 15.18 14.52 14.7 | 13
\Y 15.33 14.67 14.8 | 15.5

VI 15.33 14.67 149 | 13

VIl 15.33 14.67 151 | 15

VIl 15.33 14.67 152 | 14

PGCT1CB I 3.04 0.86 103 | O

I 8.94 6.76 701 | O
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I 14.09 11.91 11.2 | 3

v 16.44 14.26 145 | 9
\Y 16.89 14.71 14.8 | 12.5

VI 17.24 15.06 155 | 14

Vil 19.14 16.96 173 | 13

VIl 19.14 16.96 18.5 | 16

PGCT1VS I 3.22 1.58 2.3 0
I 4.52 2.88 32 | 05

I 4.82 3.18 35 | 15

v 5.67 4.03 46 | 4.5

\Y 6.17 4.53 48 | 25

VI 6.62 4.98 5.3 5

VIl 7.17 5.53 57 | 6.5

VIl 7.47 5.83 6.2 | 75

PGCT2BC I 26.65 25.05 25.7 | 20
I 28.60 27.00 27.6 | 185
I 30.50 28.90 29.1 | 17.5
v 30.80 29.20 29.4 | 23.5

\Y 30.80 29.20 29.6 | 24

VI 30.80 29.20 29.7 | 27
VIl 30.80 29.20 30.1 [ 285

VIl 30.80 29.20 305 | 21

PGCT2EC I 23.07 20.23 205 | 21
I 27.52 24.68 248 | 235

I 27.87 25.03 25.7 | 25
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v 28.07 25.23 255 | 26
\Y 29.82 26.98 27 22
VI 30.42 27.58 27.8 | 275
Vil 30.72 27.88 27.9 | 27.5
Vil 30.97 28.13 30.3 [ 295
PGCT2VS I .64 -.64 0 0
I 1.29 01 1 0
I 2.29 1.01 2 3.5
v 6.54 5.26 5.4 5
\Y 6.74 5.46 6.5 | 85
VI 7.89 6.61 69 | 6.5
VII 8.84 7.56 74 | 6.5
VIl 9.59 8.31 8.6 7
SAT1 I .69 -.69 0 0
I 4.29 291 3 0.5
Il 6.59 5.21 56 | 35
v 7.59 6.21 6.5 5
\Y 9.09 7.71 79 | 45
VI 9.14 7.76 8.5 7
VIl 9.99 8.61 88 | 6.5
VIl 10.14 8.76 9 8
SAT2 I 1.01 -1.01 0 0
I 2.06 .04 1 0
Il 2.96 94 25 | 25
\Y 491 2.89 3.2 6
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\Y 15.56 13.54 145 | 14
VI 18.71 16.69 17.4 | 13.5
VIl 19.61 17.59 18.6 | 16
Vil 20.86 18.84 195 | 15
SAT3 I 37 -37 0 0
I 37 -37 0 0
I 37 -37 0 0
v 1.72 6.99 7 4
\Y 9.52 8.79 9 4
VI 9.57 8.84 92 | 75
VIl 9.77 9.04 93 | 55
VIl 9.77 9.04 9.4 8
BT1 I 79 -79 0 0
I 4.39 2.82 3 0
Il 5.04 3.47 4 2.5
v 10.29 8.72 9.3 6
\Y 10.69 9.12 9.5 | 105
VI 12.94 11.37 12.3 | 13.5
VIl 13.59 12.02 13.3 | 11.5
VIl 14.04 12.47 14 | 135
BT2 I 44 -44 0 0
I 44 -44 0 0
I 44 -44 0 2.5
v 4.84 3.96 43 | 65
\Y 6.69 5.81 6.3 5
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VI 6.94 6.06 6.5 | 85
VIl 6.94 6.06 6.6 6
VIl 7.69 6.81 75 | 95
RP1 I 1.93 1.37 1.5 0
I 2.53 1.97 23 | 0.5
I 3.83 3.27 35 | 25
v 4.08 3.52 4 2.5
\Y 4.28 3.72 4.1 4
VI 4.28 3.72 41 | 3.5
VIl 4.28 3.72 42 |3.25
VIl 4.28 3.72 42 |3.75
RP2 I 49 -.09 0 0
I 1.04 46 1 0
I 1.69 1.11 1 0
v 2.67 2.09 2 1.5
\Y 3.99 3.41 36 | 225
VI 4.09 3.51 4 | 275
VIl 4.29 3.71 41 |3.25
VIl 4.29 3.71 42 |3.75
RP3 I .26 -.26 0 0
I 31 -21 0 0
I 51 -.01 0 0
v .86 34 0 0.5
\Y 2.51 1.99 2 1.5
VI 3.24 2.71 28 |2.25
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VIl 4.04 3.51 3.7 | 2.75
VIl 4.09 3.56 4 | 275
RP4 I 32 -.32 0 0
Il 32 -.32 0 0
I 32 -.32 0 0
\Y/ 32 -.32 0 0
\Y .69 .06 0 1
VI 1.59 .96 1 1
Vil 3.07 2.44 2 2.5
VIl 3.19 2.56 3 2.5

The mean and S.D. of the test scores of the sixteen LD participants were compared with the

mean and S.D. of the 160 TDC participants and the results have been summarized section

wise:

« Section I: The perceptual skills section scores were compared for auditory and visual

dimensions separately. Auditory perceptual scores of CLD were significantly lower than

TDC in the early four grades, i.e.: Grade | to Grade IV. In case of visual perceptual scores

the scores were significantly poor only for the initial three grades (Grade | to Grade IlI).

Thus overall the scores were affected only in the primary grades.
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Figure 27: Mean Scores of TDC and LD on Perceptual Skill Section

« Section II: Phoneme grapheme correspondence was analyzed separately for the two

levels. Poorer scores of CLD on Level 1were obtained till Grade V and on Level 2 were

obtained even by the senior most grades, i.e.: till Grade VIII.
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Figure 28: Mean Scores of TDC and LD on Phoneme Grapheme Correspondence

Section

« Section Il Structural analysis tasks were generally scored poorly by both TDC and LD
participants of earlier grades, but CLD scored significantly poorer than TDC in the
middle grades of Grade V to Grade VII.
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Figure 29: Mean Scores of TDC and LD on Structural Analysis Section

» Section IV: Blending tasks were scored poorly by TDC and CLD in all the early and
middle grades. But CLD of senior grades, i.e.. Grade VI to Grade VIII, scored
significantly poorer than TDC.
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Figure 30: Mean Scores of TDC and LD on Blending Test
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Section V: Comprehension of reading passages was scored significantly poorer by CLD
in all the grades. It was observed that reading passages 1 and 2 were scored poorer in
early and middle grades (i.e.: Grade | to 1V) and reading passages 3 and 4 were scored

significantly poorer in middle and senior grades (i.e.: Grade IV to Grade VIII).
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Figure 31: Mean Scores of TDC and LD on Reading Passage Section

70



CHAPTER V
DISCUSSION

Reading serves as the critical foundation skill for all school-based learning (Lyon,
1998). However no effective assessment instruments exist to aid in reading pedagogy, in a
majority of the classrooms in India. The construction of a Hindi language reading assessment
is one of the many necessary steps needed to address the reading difficulties. This study thus
was an effort to make available an instrument designed to assess the early reading skills of

participants with Hindi as their native language.

The present study was aimed to translate and adapt the widely used Early Reading
Skills (ERS) proposed by Rae & Potter (1973) in Hindi language. The necessity for the
development of such an instrument was recognized in order to investigate the vernacular
reading abilities of students. It was generally assumed that the students can read in the
vernacular since it was, after all, the language used at home, but there are hardly any

standardized reading tests in existence for Hindi.

V.1  Translation and Adaptation of ERS in Hindi

Standardized tests are low cost appropriate tools that are often used to detect reading
writing difficulties. As a majority of these tests are usually available in English, it is always
necessary to translate to the native language when used in non-English speaking
communities. Translated versions allow cross-country as well as cross-culture comparisons
(Hunt, Alonso, Bucquet, Niero, Wiklund & McKenna, 1991). However, there are difficulties
in the process of proper translation, and the lack of a local language version can become a
barrier in assessing and reporting such deficits. It was felt that a Hindi translation of ERS
would be very useful, since there are 207 million people, mostly in India, who speak Hindi,
the fifth most commonly spoken language in the world (Grimes, 2000).The current study
reported the process of the development of an appropriate Hindi version of the ERS in a study
conducted in Delhi, India. The challenges faced and lessons learned during this translation
process were felt to be of potential significance and benefit in the light of their relevance and

applicability to similar situations in other cultures and countries.
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There is a lack of literature documenting the process of translation of such tests that
would enable their application in cross-cultural settings and standardization of the procedure.
To achieve a good quality translated version of the test, use of multiple methods of translation
such as forward translation, backward translation and committee translation are desirable
whenever possible (Capitulo, Cornelio & Lenz, 2001). Committee translation takes some
responsibilities of ensuring the equivalence of a test and thus has been used in this study to
achieve a high quality translated version of the test. This study utilized the approach of
committee translation, in which a group of experts consisting of a linguist, a speech language
pathologist and another qualified speech language pathologist in the field of clinical services
(both fluent in both Hindi and English, and with a recognized degree in their respective areas
of specialization) checked the quality of the translated test instructions and items of the ERS
from English into Hindi. The committee was involved in translating tests from source
language to target language, emphasizing more importance on thematic translation in local
languages rather than literal translation of a test (Peters & Passchier, 2006) because word-for
word translation can often be inadequate in addressing linguistic and cultural differences
(Hilton & Skrutkowski, 2002). Certain words were observed to be unfamiliar to the students,
and were replaced by more culturally and socially familiar words (e.g.: bread was changed to
[roti/).

Hambleton and Patsula (1999) listed five reasons for adapting tests. In thematic
translation, alteration or modification of test is allowed which is called adaptation, to capture
the linguistic and cultural values in the translation process (Kristjansson, Desrochers, Zumbo,
2003). In order to avoid cultural bias, adaptations were done for the accompanying verbal
materials (i.e. examples were added for each task) and score interpretation (for e.g.: scoring
of half marks was devised for the reading passage comprehension questions in order to
guantify even incomplete answers). Western children have a relatively high level of test-
wiseness (Malda, van de Vijver, Srinivasan, Transler, Sukumar & Rao, 2008). Thus, clarity

of instructions was especially focused upon with examples added compulsorily for each task.

It was found in the pilot study that the performance of the children on the section
assessing syllabication was very poor and even children belonging to higher grades found it
difficult to comprehend the instructions and perform appropriately. This section was therefore
removed from the final version of the test. In this study, in order to examine the cultural
suitability of the translation and adaptation of ERS, a priori measures such as quality checks
of translations, and pilot studies. Statistical procedures of reliability and validity tests were
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carried out to identify and reduce the bias in collected data. This study applied a judgmental
(qualitative) procedure for ERS adaptation which consisted of iterations of translating,
piloting, modifying the instrument, administering on a normative sample of participants and
finally checking the reliability and validity of the adapted test.

This study proposed and illustrated a systematic approach for adapting a widely used
reading test. One of them was analyzing the participant group in terms of socioeconomic
status, medium of instruction at school and mode of education (public v/s private.). In order
to control for educational background, and to some extent, socioeconomic status, the data was
collected from a single locality. The pilot showed a possibility that the test battery, if
validated only on English medium students, could give false positives for students from a
Hindi medium. Therefore, the data set was divided into two equal groups in order to
accommodate an equal number of participants from both Hindi medium state government
school participants (Lower SES) and English medium public/private school participants
(Middle SES), so that test items specifically sensitive to differences across both the group of
participants could be revealed.

The translated version of the test was piloted with 16 children of Grades I to VIII (two
of each grade). The documentation of the translation process and the lessons learnt would be
helpful in similar settings where tests need to be adapted for local use. The proposed
procedure was applied to adapt the Early Reading Skills (ERS) for 6 to 13 year-old Hindi-
speaking participants of Delhi, India. As no other Hindi language reading tests have been
developed or are available, there was a need for an instrument to collect data on students’
first language reading proficiency, and also as an assessment tool for LD. The administration
of this test yielded general information for both research and education interests, which are

summarized below.

V.2  Sequential Progression of Reading Skills across Grades

Prema and Jayaram (2002) found that there is a clear hierarchy of acquisition of
reading skills according to age. A developmental sequence of gradual rise in performance
was followed by TDC in all the tasks of ERS across all the grades in the present study as
well. The early stages of reading is dealt by the initial sections of ERS and even the primary
grade participants showed above average scores in this section. The scores across the sections
of ERS showed that the perceptual section was scored first, followed by phoneme grapheme
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correspondence and finally the structural analysis section lastly. These findings are in line
with the progression in early reading skills (Molfese, Modglin, Walker & Neamon, 2004).
Cognitive processes are significant in the development of reading skills (Siegel, 1993). The
present study also found that the participants scoring well in the tasks assessing the above
mentioned skills could only start scoring on the highest level task of reading comprehension.
Grade Il participants who scored poorly in visual discrimination or phoneme grapheme

correspondence, performed poorly on the more complex reading skills also (Badian, 1998).

Receptive and expressive vocabulary is significantly related to pre-reading skills, such
as phonological awareness, sound identification (Wise et al., 2007). This explains the rise in
scores of the sections assessing these skills, as the child reaches higher grades causing
expansion of vocabulary. Phoneme grapheme correspondence section scores of middle and
higher grade participants of the present study also increased marginally (Bowey, 1995).
Wilson and Rupley (1997) found that for children between second and fourth grades, mainly
word reading drove reading comprehension. A parallel steep increase in scores was observed
in the sections of phoneme grapheme correspondence and oral reading section between Grade
Il to Grade IV, supports the above claim. In line with the findings of Catts, Hogan, and Adolf
(2005), the middle grade participants of the presents study also showed a simultaneous rise
in scores of phoneme grapheme correspondence and reading comprehension, while in case of
higher grades phoneme grapheme correspondence section scores stabilized and structural
analysis section scores increased parallel with it. Thus, as children grow older, they became
reliant increasingly on metalinguistic skills—the ability to reflect deliberately upon and
manipulate the structural features (morphology and syntax) of spoken language—to aid their

reading comprehension.

The transition from ‘learning to read’ to ‘reading to learn’ in later stages of primary
education is thought to lead to what is referred to as the “fourth-grade slump” (Catts, Hogan
& Adlof, 2005). This was weakly reflected in scores on almost all sections, as none showed a
significant rise of scores from previous grade. A general consensus exists among researchers
that limited vocabulary knowledge, word length and complexity (Stahl, 1999), lack of
sophisticated decoding skills, and limited background knowledge contribute substantially to
the fourth-grade slump (Chall & Jacobs, 2003). In all the sections of the present study,
assessing these skill areas, the scores showed a steep rise after Grade IV only. This goes well

with the findings of the above studies.
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The data obtained is in consonance with normal development of reading skills. The
subjects of the study show an early acquisition of perceptual discrimination skills, alphabet
generation recall and identification of beginning and ending consonants. These are the most
plausible results as in the initial experience with any language the learner becomes sensitive
to the perceptual discriminative skills and alphabet system of the language. The visual and
auditory discriminative skills are prerequisites to the reading and usually are acquired during

early school years.

V.3 A Section Wise Analysis of Scores of TDC on ERS-Hindi

The present study also aimed that this adapted tool serve as a measure to assess the
sequential acquisition of the continuum of Hindi reading skills in participants in the Grade
range of I to VIII standard. An understanding of the performance on tasks of ERS in view of
the Indian educational system can enhance the effectiveness of assessment and treatment of
children with delayed literacy skills.

« Perceptual Skills

The descriptive analyses revealed that the data set was homogeneous in the pattern of
acquisition of perceptual skills, i.e. the scores on both auditory and visual perceptual sections
were poorest in the primary grades, showed a steady increase and finally achieved full scores
by around grade IV. Familiarity with print, auditory and visual discrimination skills were
characteristics of students that were related to success in learning to read (Bond & Dykstra,
1967). Thus, improvement in grade level led to increase in perceptual scores also. Perpetual
section scores, especially auditory identification and recall showed the greatest improvement
in performance form Grade | to Grade 111, which was in line with the findings of Wolf, Bally,
and Morris (1986). The subsections of auditory identification and recall showed a gradual rise
in scores attained with increase in grade level which was in line with the findings of
Scarborough (1998). King, Wood, and Faulkner (2007) had concluded that the discrimination
of visual stimuli develops concurrently with the development of the alphabetic principle. A
similar trend was observed in this study, as scores on sections of visual perception assessment
and phoneme grapheme correspondence showed a parallel growth. The study showed that
auditory and visual perceptual scores reach the plateau at Grade Ill, thus sensitivity of these
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tasks to detecting poor readers is limited to the primary grades only.

* Phoneme Grapheme Correspondence

A fundamental role in reading development is played by speech skills (phonology)
(Adams, 1990; Brady & Shankweiler, 1991; Goswami & Bryant, 1990; Liberman, 1973;
Wagner & Torgesen, 1987). The scores of this section increase gradually across the grades as
vocabulary expands with the child progressing to senior grades, which was in line with the
findings of Hohn & Ehri (1983) and Ehri (1989); and as observed in this study also, scores of
phoneme grapheme correspondence increase along with recognition and recall of alphabets.
Segmenting tends to develop among typical readers during kindergarten and early first grade
(Kaminski & Good, 1996; Vandervelden & Siegel, 1997). Thus, the section requiring the
segmenting of words for identification of initial/final consonants or medial vowels, shows
above fifty percentage scores even in Grade | and continues to show a steady increase after it
also. The scores of this section reach a plateau only in the middle and higher grades as before
variations are observed which is in line with the findings of the National Reading Panel
(2000). Anthony, Lonigan, Driscoll, and Burgess (2003) found that children typically
progress from combining phonemes to deleting or manipulating phonemes as they develop,
presumably the result of the cognitive load that increases according to task difficulty
(Anthony & Francis, 2005). Thus, Level 2 of this section requiring identification of correct
word fulfilling the criteria of a particular initial/final consonant is scored poorer than Level 1

which entails segmenting one word per item.

The orthographic markings of Hindi vowels vary in length, which is the reason for
maximum confusions in distinctions of short and long vowels (Gupta, 2003). Children need
to learn the specific features of Hindi script in the course of reading acquisition, for example:
consonant clusters may occur in word-initial and medial positions, which present a lot of
difficulty to learners of Hindi. This explains the poorest scores in tasks involving
identification of blends across participants of all the grades. Torgesen,Wagner, and Rashotte
(1994) concluded that phonological skills were related to one another in development. All the
subsections of phoneme grapheme correspondence section show a similar pattern of rise and

fall in scores across grades.

« Structural Analysis
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Duncan, Casalis, and Cole (2009) revealed that children’s morphological judgment
ability develops over time and relates to other factors such as vocabulary and years of
instruction children receive. Thus, the gradual improvement in performance of structural
analysis tasks across grades is supported by literature also. The difference in the pattern of
scores across grades between the sections of phoneme grapheme correspondence and
structural analysis is explained by the findings of Fowler and Liberman (1995). It has been
found to show a steady increase in scores from Grade | to Grade V, in line with the study of
Ku and Anderson (2003). Research has suggested that differences in this ability reflect

individual differences in word reading.

Several studies suggest that children in the elementary grades vary significantly in
their ability to manipulate morphologically complex words and these differences are often
linked to the difficulty of the task (Mahoney, Singson, & Mann, 2000; Nagy, Berninger, &
Abbott, 2006). This provides a reason for the poorer scores on Subsection 3 of structural
analysis section which deals with identification of root/non root word. Study by Carlisle
(2000) also indicated that children’s performance on the different morphological awareness

measures varied as a function of task difficulty.

The role of morphology in reading has been central across languages (Carlisle, 2000;
Mahoney, Singson, & Mann, 2000). In a recent study, Kieffer and Lesaux (2008) found that
morphology was related to reading comprehension in fourth- and fifth graders. This explains
the parallelism of rise and fall in sections of structural analysis and reading comprehension in
middle grade participants. Recently, mounting evidence underscores the importance of
morphology and semantics, in predicting reading outcomes (Cain & Oakhill, 2007; Carlisle &
Stone, 2005; Geva, 2008). Thus poorer scores in reading comprehension passages in earlier

grades can be attributed to poor performance on tasks assessing structural analysis ability.

« Blending Test

When a word is divided into multi-letter parts, there are fewer units to blend than
when analyzing a word into phonics letter patterns. This explains the poor performance on
the items requiring greater number of units to blend, since with fewer units to blend word

identification is faster. Variants of the sound-blending task include the child choosing from
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two or three pictures the word that is represented by a series of phonemes. This explains the
better scores on Level 2 of the blending test which assesses the same. The differences found
in Level 1 and Level 2 of blending test can be accounted by studies done by Yopp (1988);
Wagner, Torgesen, and Rashotte, (1994). Thus, the pattern of gradual rise across grades
reaching almost equal scores in the senior most grades observed in this study is in line with

other studies done by Hoien, et al., (1995); Stanovich, Cunningham, and Cramer (1984).

* Reading Passages

Individuals with inefficient word-reading skill (indicated by slow reading) must
divide their attention between word identification and comprehension, and comprehension
suffers. This is the case of participants of primary grades attempting passage 2 or 3, i.e..
though oral reading is fairly accurate yet scores on question answering was very poor. Tilstra,
McMaster, Van den Broek, Kendeouand Rapp (2009) found that in beginning readers, word
decoding is a significant impediment to reading comprehension and which explained the slow
rate of increase in scores of the reading comprehension section. The contribution of decoding
to variance in reading comprehension decreases with age (Willson & Rupley, 1997 and
Rupley, Willson and Nichols, 1998). Thus the scores seemed to stabilize in the study

population also.

Word recognition accounts for most of the variance in reading comprehension in
second grade readers and by eighth grade, reading comprehension and listening
comprehension in the same children were indistinguishable (Gernsbacher, 1990). This can
explain the variability in scores of this section in earlier grades and relatively uniform scores
across all the four passage in higher grades. In typical readers, once word recognition is
relatively automatised, listening comprehension and reading comprehension levels are
positively correlated (de Jong & van der Leij, 2002). Thus, in the senior grades efficient word
recognition causes fluent reading and accurate comprehension of text. Jenkins et al. (2000)
estimated that one new idea unit was introduced approximately every six running words and
the difference in the temporal contiguity of ideas may have consequences for comprehension.
Except for passage 4, rest all the passages reach almost equal scores in the senior most two
grades of this study.

Reading comprehension scores were the first to drop among fourth graders (Chall,
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1983), indicating that as the text concepts and language became more complex, contextual
support was no longer sufficient to compensate for word-meaning weaknesses. Even in this
study, Grade IV onwards, scores show a steep rise. Reading levels in elementary schools all
over India, as highlighted by the Annual Status of Education Report (2008), showed that the
percentage of children who could read a Std. Il level text were 8.8% in class Il, 56.2% in
class V and 84.8% in class VIII. A trend similar to findings of ASER (2009) was observed in
this study also. The plateau/dip in the scores of reading comprehension of children of Grade
IV-VI can be explained by Leach et al. (2003). As the difficulty and unfamiliarity of
expository texts makes the task difficult for participants of elementary grades and therefore
precludes the author from assessing any differences due to learning. Reading passage 4 was
an expository text and due to the reasons stated above this passage was found to be most
difficult by participants across all grades.

Questions assessing literal content were scored more accurately than the inferential
content ones. Young readers performed well on reading comprehension questions that relied
more on word decoding, and had quite simple linguistic contents. The setting of the story and
pieces of information vital to understanding the story are never explicitly stated in the
passages. All the questions assessing inferencing from the passage were scored lesser than the
rest of the explicit questions. Items requiring casual inferencing were scored relatively poorer
as the reader needs to weave together each event or fact to previous information (van den
Broek & Lorch, 1993). The scores for item 4 in reading passage 4, which scored poorest
across participants of all grades, indicated greater difficulty when the information to be
integrated is distally rather located (Bonitatibus & Beal, 1996; Ackerman, Jackson, & Sherill,
1991).

V.4  Issue of Public and Private Education

A lot of teacher factors and teaching practices also account for the differences in the
performances of children studying in Government and private schools (Amit Varma, 2007).
This fact can be used to explain the results of this study where the participants of private
schools scored better in almost all the tasks of ERS. The results of this study show that except
for participants of early grades, scores of participants of higher grades on almost all the tasks
was uniform in participants from both the types of schools; which is in line with Sarangpani
and Padma (2009). Findings of Wadhwa and Wilima (2009) can account for the marginal

79



difference between the two groups (TDCE and TDCH) across the tasks of ERS. Therefore, at
least in the case of reading in the local language private schools perform no better (or worse)

than government schools.

V.5  Effect of medium of instruction

Hindi is a language which is spread across several states in the north. English is the
third most important language in India by the medium of instruction at upper primary level. A
greater understanding is needed of how the medium of instruction relates to the development
of reading skills and the prevalence of reading deficits in early school children. The
participants of both Hindi and English medium schools were found to have better scores, on

almost all the sections of ERS, as the grade level increased.

V.6  Influence of socioeconomic status

This study focused on a comparison of findings of the participants belonging to
different socioeconomic groups. This was the picture of the results of the analyses of this
study as participants from a relatively lower SES scored marginally poorer than the higher
SES group. Children enter school with a wide range of word knowledge depending on their
socioeconomic status (SES) and their experiences at home (Hart & Risley, 1995). The
differences in scores across all ERS sections in primary grade TDC can be accounted by the
vocabulary gap, associated with social class differences (Hart & Risley, 1995; Juel,
Biancarosa, Coker & Deffes, 2003). All these factors explain the difference in aggregate early
literacy scores (letter, word recognition and phonological awareness) of TDCE and TDCH.
Findings of Noble, Farah & Mc Candliss (2006) can account for the lesser differences
between the two groups of TDC (presumed to represent a relatively lower and higher SES) in
phoneme grapheme sections, but increase in difference of scores for more complex tasks of

structural analysis.

There is a substantial private school advantage over government schools, and the
gains for students from lower SES were higher than those for upper SES students (Goldhaber,
1996). At upper income levels, the difference between private and government school
narrows considerably which explains the variation in the results of some sections in which the
scores of both the groups rise and fall irregularly. Droop and Verhoeven (2003) findings

explains the equality of scores of all sections eventually in higher grades. The findings of
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Morgan, Farkas, Hillemeier, and Maczuga (2009) can explain the difference observed across
all the ERS parameters, with English medium higher SES participants scoring better than
their Hindi medium lower SES counterparts. But most of these differences level out in higher
grades. SES scores were consistently correlated with reading achievement of children only
between the ages of 3 and 10, and not beyond that (Molfese, Molfese, & Modglin, 2003).
Studies also suggest that initial reading competence of children is correlated with the literacy
environment at home. Prema K.S. and Jayaram M. (2002) reported that children raised in
poverty, those with limited proficiency in English, those from homes where the parents’
reading levels and practices are low, and those with speech, language and hearing handicaps
are at risk of reading failure. Children from low SES environments acquire the language

skills more slowly, and are at risk for reading difficulties Aikens & Barbarin, 2008).

V.7  Deficits in Participants with Learning Disability (CLD)

The study also aimed to investigate the presence of literary deficits in Hindi speaking
participants with Learning Disability. The test thus also helped to understand the nature of
literary deficits in children with LD. CLD have problems with their short-term working
memory or attention or an additional comprehension deficit (Swanson, Howard & Saez,
2006). This can account for the poor performance of CLD on tasks assessing auditory and
visual perceptual skills. Siegel’s (1989) study reflected the significantly poor scores across all
the grades on the section assessing phoneme grapheme correspondence.

The reading problems of CLD can be traced to weaknesses in processing phonological
information including difficulties in developing phonological awareness (Shankweiler &
Liberman, 1989), reflected in poor scores in tasks assessing identification of initial and final
consonants of words; difficulties in accessing phonological name codes (Wolf & Bowers,
1999),as evidenced by poor accuracy in auditory identification of letters; and poorer memory
for phonological stimuli (Torgesen, Wagner, &Rashotte, 1994), explaining poor scores on
auditory recall section (Brady, 1991). A lack of familiarity with the sounds of the language
and the way they are represented in its alphabetic code might be the cause of poor scores of

CLD in sections assessing phoneme grapheme correspondence.

A simultaneous lag in scores was observed in the sections of phoneme grapheme
correspondence and reading comprehension. Children with dyslexia present with impaired
decoding but preserved linguistic comprehension (Catts & Kamhi, 2005),as observed in
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significantly poorer scores in phoneme grapheme correspondence section in early grades as
compared to the non-significant difference in scores between TDC and CLD in the section
assessing reading comprehension. Children with specific comprehension difficulties (poor
comprehenders) have impaired linguistic comprehension and intact decoding skills (Cain,
Oakhill & Bryant, 2000; Stothard & Hulme, 1995). This pattern was found in some senior
grade participants who scored significantly poor in reading comprehension section but had a
non significant difference in scores with TDC in section assessing phoneme grapheme
correspondence. Thus, we can conclude that the CLD sample of this study had a combination

of poor readers and poor comprehenders.

The typical “dyslexic” profile (Bruck, 1990; Nation, 1999; Shaywitz, 1996) has age
appropriate comprehension skills but exhibit deficits in reading (accuracy and speed),
phonological awareness and naming speed. Therefore the majority of primary grade CLD,
score non-significantly lesser in reading comprehension. Reading comprehension sections
showed significantly lower scores in CLD sample especially because of the items dealing
with inferential questions as more difficulties in making inferences when the information is
distally located in the text (Bonitatibus & Beal, 1996; Ackerman, Jackson, & Sherill, 1991).
Reading passage 4 was an expository text with a lower level of cohesion as compared to the
other three passages, and was scored poorest by CLD of even the senior most grades of
participants in the sample (McNamara, Kintsch, Songer, & Kintsch, 1996). Poor inferential
skills are linked to comprehension failure (Yuill & Oakhill, 1991) which was observed in the
present study also as reading passage 3 and 4, which required higher level inferential skills,
were scored significantly poorer by CLD than TDC. The underlying cause is an inability to
integrate text due to working memory deficits, a lack of background knowledge, and poor

metacognitive skills (McNamara et al., 2007).

82



CHAPTER VI
SUMMARY AND CONCLUSION

Reading ability forms the basis for all school-based learning. No research-based
instrument exists to measure the first language early reading abilities of Hindi native
language students. The purpose of this study was two-fold: (i) to describe the process of
translating and adapting Early Reading Skills (ERS) proposed by Rae & Potter (1973, 2nd
edition in 1981) and (ii) to administer the translated Hindi language early reading assessment
template on a typically developing population to assess the sequential acquisition of the

continuum of Hindi reading skills in participants of Grades I to VIII.

In this study, the literature addressed four major themes that guided the research: (i)
the most current or relevant research in early reading, (ii) the most current or relevant
research on the factors influencing reading achievement, (iii) state of reading research in
India, and 4) a section on test/assessment of reading and related skills. The information was
used as a structure of knowledge that provided the foundation on which the translation,

adaptation and administration of the assessment instrument was based upon.

The translation of the test material required a thorough review of the available
literature on sequential reading acquisition skills, followed by judgment of the
appropriateness of the content by a committee of experts consisting of a linguist, a speech
language pathologist and another qualified speech language pathologist in the field of clinical
services (all of them fluent in both Hindi and English, and with a recognized degree in their
respective areas of specialization). The committee was involved in translating tests from
source language to target language, emphasizing on thematic translation in local languages
rather than literal translation of a test (Peters & Passchier, 2006), because word-for word
translation can often be inadequate in addressing linguistic and cultural differences(Hilton &
Skrutkowski, 2002).

Finally a pilot study was carried out as a preliminary try out and for familiarization of
administration. The pilot showed a possibility that the test battery, if validated only on
English medium students, could give false positives for students from a Hindi medium.

Therefore, the data set was divided into two equal groups in order to accommodate an equal
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number of participants from both Hindi medium State Government school children (Lower
SES) and English medium public/private school children (Middle SES), so that test items

specifically sensitive to differences across both the group of participants could be revealed.

The final version of the test was administered on 160 typically developing children
(TDC) between the ages of 6-13 years studying in any Standard between | to VIII, 20
children (10 males and 10 females) from each grade. The participants were divided into two
groups according to the medium of instruction in the respective schools: TDC who were
being educated in a Hindi medium school (TDCH) or TDC who were being educated in an
English medium school (TDCE). Each group had 80 TDC belonging to Grade I to VIII. Since
previous research predicted a predominantly higher SES opting for private education (Tilak,
Jandhyala and Sudarshan, 2001), the two groups of TDCH and TDCE was to a certain extent
assumed to represent a lower and a higher SES respectively. The duration of administration
was 30 minutes and an audio video recording was carried out. The inter judge reliability was
done by retesting of 10% of the audio video recorded data and about 10 percent of
participants were randomly selected from the original sample to provide evidence of the
validity of the adaptation. The developed test was then administered on sixteen children with
Learning Disability (CLD).

The obtained scores were analyzed with SPSS 17.0 and the performance of
participants was also qualitatively analyzed and discussed. The means and the standard
deviations of the eight grades of participants across the reading tasks provided valuable
information for comparing participants suspected of reading deficits and showed a
developmental sequence of performance on each task, which varied with grade level. It was
clearly seen that while earlier tasks such as perceptual skills (auditory and visual
discrimination and identification), phoneme grapheme correspondence (alphabet test,
identification of beginning and final consonants, etc.) and reading passage comprehension
were attempted by all of the classes, tasks of blending and structural analysis (identification
of root words, etc) could be attempted by participants studying in grades higher than Grade |I.
The overall performance of higher classes was better than the rest, although in complex tasks
such as structural analysis, blending, etc. hundred percent performance wasn’t obtained even
by the Grade VIII participants. This was corroborated by the findings of Molfese, Modglin,
Walker and Neamon (2004).
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A section wise analysis of scores showed that the scores of the perceptual section
increased gradually from Grade | to Grade VIII, with participants performing relatively better
in auditory perceptual sections than visual perceptual sections. Auditory identification was
the most difficult task among the auditory perceptual skills assessed and a qualitative analysis
of the perceptual section showed that errors were shown predominantly by participants of
first three grades. Level 2 of visual discrimination was found more difficult by participants of
all grades except Grade Il. King, Wood, and Faulkner (2007) had concluded that the
discrimination of visual stimuli develops concurrently with the development of the alphabetic

principle.

The scores on the phoneme grapheme correspondence section increased gradually
from Grade | to Grade VIII, with participants scoring consistently better in Level 2 than
Level 1. Identification of consonants constituting blends and identification of medial vowels
were the most difficult tasks. The error analysis of this section showed that most of the
participants had difficulty in identification of initial consonants in words with a similar
sounding initial and final consonant and had aspirated-unaspirated confusion. Anthony,
Lonigan, Driscoll, and Burgess (2003) found that children typically progress from combining
phonemes to deleting or manipulating phonemes as they develop, presumably because of the

cognitive load that increases according to task difficulty (Anthony & Francis, 2005).

Structural analysis section was one of the most difficult tasks of this test and could be
scored by participants of Grade Il onwards. A gradual rise was seen across the grades, but the
hundred percent score was not obtained by even higher grade participants. Duncan, Casalis,
and Cole (2009) had also revealed that children’s morphological judgment ability develops
over time and is related to other factors such as vocabulary and years of instruction children
receive. Among the three levels, Level 2 was the most difficult, with performance on this
consistently below all the other levels. In Level 1 participants showed difficulty in person,
tense, number, gender markers and comparatives. Performance on Level 1l showed that the
affixes for plurality and tense markers were first to appear. Study by Carlisle (2000) had
indicated that children’s performance on the different morphological awareness measures
varied as a function of task difficulty. Scores on blending test showed a gradual rise, but even
the highest scorer couldn’t obtain the maximum marks. The common error seen across all
grades was seen in identification of words created by blending pictures with a single

consonant or CV combination.
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There was a gradual progression of performance in oral passage comprehension
scores of participants across Grades | to Grade VIII. Word recognition accounts for most of
the variance in reading comprehension (Gernsbacher, 1990).Performance on the four reading
passages followed the same pattern in all the participants across all the grades, i.e.: scores
decreased as the passages increased in complexity from reading passage 1 to reading passage
4. Tilstra, McMaster, Van den Broek, Kendeou and Rapp (2009) had found that in beginning
readers, word decoding is a significant impediment to reading comprehension, which

explains the slow rate of increase in scores of the reading comprehension section.

Participants of Grade | could read letter by letter and could answer only the very
simple questions. Grade Il participants had to resort to letter-by-letter reading for
multisyllabic and unfamiliar words and comprehension remained poor especially for
questions requiring inferencing and “why” questions. Grade III participants obtained good
scores in passage 1 and passage 2 was read silently, but most of the questions were answered
incompletely. Participants from Grade 1V could answer most of the questions of the first two
passages and at least two from passage Ill, in spite of number or oral reading errors. In Grade
V, the passages were read silently and fluently, and they could answer all questions from
passage 1 but just one or two questions incompletely of passage 2 and 3. Grade VI
participants showed significant gains in marks obtained in passage 3 and passage 4. Grade
VII participants scored full on the first two passages and even questions of passage 3 were
answered completely, except the more complex inferencing questions. Oral reading of oldest
Grade VIII participants was fairly fluent and their answers were well formulated, complete

and were given from memory.

Performance was thus compared across the two groups of TDC, i.e.. TDCH and
TDCE (presumed to represent a relatively lower and higher SES) across all the sections and
subsections of the Hindi version of ERS. The performance of the two groups is in
concordance with the finding of a study examining reading-related skills of participants from
diverse linguistic backgrounds by Chiappe, Siegel, and Gottardo (2002). Both auditory and
visual perceptual skills showed a marginal difference between the performance across TDCH
and TDCE during the early grades. In the phoneme grapheme correspondence section, TDCE
showed a consistently better performance across all the grades and in both the subsections.
Grade Il onwards structural analysis section was scored consistently better by the TDCE
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group. Difference in the mean scores between TDCE and TDCH was greater in earlier grades
in the first task and in the middle grades on the second and third tasks of this section. The last
task showed minimum difference in scores across the two groups of TDCE and TDCH.
Blending test scores showed significant differences between TDCE and TDCH, with TDCE
scoring Grade Il onwards while TDCH could attempt this section only Grade IV onwards.

TDCE group scored better than TDCH in all the levels of the reading comprehension tasks.

The current data set had medium of instruction, grade and gender as independent
variables (IVs) and all the parameters of the test as dependent variables (DVs). A test of
between-subjects on the total scores of each section showed that while medium of instruction
and grade of the child significantly affected the performance, gender was found to be an
insignificant variable. Noble, Farah and Mc Candliss (2006) had found that SES correlated
significantly with all the literacy measures. A univariate analysis of the total scores of each
section showed that scores were affected in both TDCE and TDCH groups. The Cronbach's
alpha was greater than 0.7 over all the subsections and therefore all the sections of the Hindi
adaptation of ERS were internally consistent. The values indicated high agreement between
the ratings by the two raters and thus suggested high reliability. Validity was assessed by
analyzing the scores of 10% of the total population and the mean scores of the sixteen TDC,
for each of the sections of ERS, were found to lie between the confidence interval of the
normative data of 160 TDC.

A comparison of the test scores of the sixteen LD participants and 160 TDC
participants showed that the overall scores of perceptual section were affected only in the
primary grades. LD participants have problems with their short-term working memory and
attention (Swanson, Howard & Séaez, 2006). Poorer scores of LD on Level 1 of phoneme
grapheme correspondence were obtained till Grade V, and on Level 2 were obtained till
Grade VIIl. CLD have unusual difficulties learning to use the regular patterns of
correspondence between letters and sounds in words (Siegel, 1989). Structural analysis tasks
were scored poorly by both TDC and CLD participants of earlier grades and blending tasks
were scored poorly by TDC and CLD in all the early and middle grades.

Limitations:

There were some issues regarding the translations, as it was felt that the important
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language features may have been lost in translation. The cross-sectional design of this study
did not permit the examination of the reading related skills in the course of reading
development because the study captured a snapshot of children’s reading development at one
time point, perhaps it was not representative of children’s overall reading performance. While
there was an attempt to control for SES, these factors were imperfectly measured and hence,
at least a part of the relationship between private schools and children’s educational outcomes
may be spurious. Simultaneously, the effect of constant literacy instruction throughout the
course of data collection, impact of home environments related to literacy experiences,
instructional differences among teachers, and simply the maturity of the child in the school

environment are all factors that were uncontrollable in the present study.

Implications:

This tool can be used for identification of reading deficits in Hindi speaking children
from Grade | to Grade VIII and also in planning appropriate management strategies for Hindi
speaking children with reading deficits. It can be utilized as a reference manual in speech and
language clinics for assessment of reading deficits in Hindi speaking children ranging from
Grade | to Grade VIII. The findings of this study strengthen the importance of assessing
reading related skills of school-age children who demonstrate difficulty in performing
educational tasks. Keeping in mind the results of this study may help avoid invalid
assessment results, inaccurate clinical reasoning, and ineffective treatment regimens due to
undetected or unsuspected deficits. The study also throws light on the possible role the
medium of instruction and SES plays in reading related skills. If the critical pre-reading skills
are evaluated and discovered earlier, future reading success can be predicted. These results
can be thus used in planning appropriate management strategies for Hindi speaking children

with reading deficits.

Future Directions:

This study highlighted several areas that deserve attention in future research. These
include the place of Hindi in reading research, the role of instruction, the role of social-
cultural context, and the role of early intervention. The confounded impact of reading level as
a function of age, instruction, parental involvement, and exposure to reading materials,

social-cultural context, the role of early intervention and other similar factors in children are
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ambiguous relationships, needs to be explored. Research studies aimed at examining the
burgeoning of language and how language and perception mediates the development of

reading in the early school years should be a future research goal.
Conclusion
These results, together with the literature support discussed, provide strong evidence

that deficits in several related skills may hinder reading development in the elementary

grades, but in higher grades a more complex interrelation of reading related skills exist.
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Appendix |

Early Reading Skills - Hindi (ERS - H)

I.  Perceptual discrimination skills:

A. Auditory Identification Level

fRr&ereT: atel 37T 37&RT T €1eT & Foi 3R o 38 e g3
Inlrdefon/: /bole goe okford ko d"jan se sUné or fIr Us okJor ko d"Udé/
3CTERUT: “Hh” gS,  “” &R G el ST,
/Udahoron/: /“k” d"Udg,  “k” okfor pe gola loga@/

/o/
2 g

I

b/

1q"

hl

lel

1t

U/

oy

It/

In/

1d3"/

K"

lal

i

It/

Il

q

Is/

v/

Il

g/

/d"/

It

In/
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o 30

N ol
H a1
Im/ 19/
T 3
lit 1l
H of
mi
T F
lil  Ih
< 3
It/ Irl
I B )
dsl il
[ 3

.
Il

q

Ipl

/kh/

/kfol

It/

Ids/

fa/



10

11

12

13

14

15

16

17

18

19

20

/kfol
13)
1d"/
=)
Ikl
3T

lal

[3)

I

g/

1d3"/

fu/

Jd"/

U/

1/

o/

v/
EC)
IK"/
of
Id3/
&

e/

K/

1t

lal

ol
T g
13" 1"
d @w
L7
g E
il ldi
> d
ul
da 9
o pl
[+} )
dr iy
T T
el
) of
i 3/
) E
it rdl
T 3
Il ol
I3
Idzl  Irl
®
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It/

Il

n

In/

b/

lil

Il

In/

"

U/

Ip/

In/

1

I\

Ih/

ljl

A

I

Is/

e/

Ir/

I\

/bh/

Ir/

Im/

L}

Is/

m/

Igjol

N

/"

/Kol

Yl

"/

ljl

$



woom
2l g @1 =
il 1d3" kg
22 7 3 &
/I ld3/
23 5 a «
LA VR |
22 S -
Irl ltral  [b/
25 g T g
I A TR .
26 a1 @ 4

Il 1d3" 1Y

B. Auditory Recall level

fA&ereT: Tanferd 378 &1 A1 g,
Inlrdefon/: /rek"aklt okfor ka nam bota@/

Irl

Ifl

K"/

A

I

Id/

Irl

U/
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/s/

Ir/

fu/

Is/

Id3/

Iyl

K"/

/s/

Ir/

fu/

o/

lil

n/

n

n

fu/

Is/

Im/

il

1+

Ir/

¥

Ipl

/K"



10

11

12

13

14

15

16

Iq"

K"/

el

1t

/kfal

1d"

Id3/

e/

W

[d3"/

b/

fu/
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In/

I\

1d3"/

il

Il

fu/

/m/

n/

o'}

It/

Ifl

i

Il

/ol

n/

14

In/

Il

Is/

<

*k
~

Y

In/

=2

e

Il

Ids/

o/

I

Itra/

Is/

lil

A

I

Igjol

e/

Ir/



1t a3l jol ke
17 3 33 3 g

U/ WA V), NI
18 3 3 T 7

It lo/ Irl /b"/
19 30 K T T

[ol [zl I/ ljl

20 T % P2l g
It/ ik Is/ hl
21 i 5] q 3

3" /sl lal
22 o o > g

In/ [d3/ ful n/

23 a 9T > o
Il I Jul N
24 T g ) 3

Itral  Jol 3"y
25 eT g 3 EC)

14" In/ Irl /K
26 £l 3 I y

3" ol gl Is/

C. Audltory discrimination test
fderer: 3 ar ersq avefel 31X 319 &Y GIelt HATET & AT HEVHHATS aelelr 3 3R &Y 3relaT §

ar 37eET/3TeTd SieleT.
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Inirdefan/: /ma do fobd bolUgl or agar vo dono saman ha to sehi/ssman bolona or agar vo
alog hee to alag/galat bolana/

118

3CTgIT; §H-PR 3791/ AST-ASY TN/
/Udaharan/: /bas/-/kar/ [alagl-Igalat/ Inadi/-/Inadi/  /sshi/-/saman/

1. Glei—amet 11. aferar — dferar 21. STaTe— SaTe
/donol- /dono/ Itoklja/-ltoklja/ /dzovab/-/dzovab/

G| [ G 1o 12. 8ol — e 22. YR — 9lsT
/K"at/-/k"al/ Thal/-Ihil/ Ipar/-Ipan/

. PR 13. QTS — 3718 23.gC gl
Ikor/-Ikar/ Isat"/-/at"/ /hot/~/hal/

. FIr—Fai 14, W-9R 24. el — dTel
[kjol-Ikjol Ipar/-Ipar/ /dal/-/tal/

)| ) 15. ehTel — hlell 25. faidy _ &Y
/t"ora/-/ t"ora / Ikal/-/kala/ JoTdi/-/bTdi/

. TS — & 16. gl — el 26. &Y — ST
Idovail-Idovai /hal/-ftfol/ Ikapi/-/kafi/

. ORI AR 17. =plet — et 27. 9 -
Isaral-/saral fkan/-/gan/ Ibel/-fhol/

. - 18. ATH — HTH 28. 3T - &
Ibis/-Htis/ fam/-Ikam/ Iden/-/dekh

. Far— S 19 &R —&Tef 29. ATh — AA1h
Ib"jal-loejal Fharl-/hall Inak/-Inok/

10. Al — et 20. 8 - &y 30. o7 — sHiem
ell-Fil/ fo"aril-harif 16" uk/-/b"sk/



D. Visual Discrimination

d o
T ST
of d
3 ki)
T 3
g S
Level 2

fACAT: €T A W 3N &Y FdR H 3T Ssa U NIl SJ9MT ST A0 P fol@ 378 @ 1A

&

Inlrdefon/: /d"jan se dek"¢ or hor katar mé Us dobbe pe gola logaé'd30 bae toraf 11k"e okforc’

se saman ho/
3clgd{UT: "qar

[Udaharan/:  /pag/

B

Ipah/ [pam/ [pag/

Stimulus Choice
NS IF | S | Mg | WS
loi/ /o ul fail loil/ lol/
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g3 ds g3 ds g3
/b d/ /v d/ /b d/ Ivrl o r/
He qc wT | B qg
/f df ot/ | vy | Kdl | Ipdl
39 33 | 39 | TF | TT
), ds | hyy | tdsl | iyl
gg gc | ¥yT | ¥yg | g
Iq" d/ gty | | dhdr | oighdl
93 ®3 | 95 | &3 | 93
Ip ul KU jpul | Hul | IpU/
39 3% | 3% | 39 | 39
U g" oyt | gt | ughs | U gy
T q9 | IE | IU | g
i fl st gist | g | RS
I T | IF | @9 | @A
Ir d3/ Irtfl Irdz/ | Istfl /s dz/
& a9 gy qq v
/kfo s/ Kfopl | 1" | id"pl | Kfosl
Tqg v | Ty | 09 Ty
le vl lebl | Jevl | levl | lebl
g AE | AN | g | @H
/K" h/ T T 'l TR R 4
sd §a | ga | §a | s4
ny finl | ny | g | nnf
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AqAH Sk | IS | AT | A+
Igjo K/ ldz k! | Idz bl | Igja bl | Igjo kI
g qC gqT | G ac
/s dl a1 gv | isdl | sy
Iy aH g3 | dF | 9H
/b dz"/ N [ bds" [ vdsY | o bhy
T8y el | I | J& | A
It kfa/ ldz kfaf | 1t/ d3" | /[ kfal | 1d3 d3"
I.  Phoneme grapheme correspondence test
Level 1:
A. Beginning consonant
fAEereT: atel 37T 2rse; &1 Ugel 38R fof@e
Inirdefan/: /bole goe fabd ka pahla okfor lK"lje/
3ETEI0T: “9I” esc; “0” F YEBIAT & oft, ‘T frf@w
[Udaharan/: /*par’ fabd ‘p’ se fUrU hota ha to ‘p’ 1K lje/
1. 3¢ 7. W 13. fasrg
/dat/ Iseer/ Ivldzoj/
2. P 8. T 14. TIdY
Ihok/ 1tf"atri/ Itopi/
3. ofar 9. fhet 15. I
/13ba/ /Kin/ Igaj/
4. |ig 10. 7Y 16. IR
Ipadu/ Irat'l fjari/
5. &% 11.s€ 17. 3797
baed/ Inot/ /dzon/
6. #or 12. et 18. #Te].
Imeel/ [feen/ /b"alu/

B. Ending consonant
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fAereT: el aTw erse; & 3MFERY 318 faf@T
Inlrdefon/: /bole gaje fabd ka ak"Iri okfor k" lje/
3GIEI0T: “UI” ¢hsg, T | WA giar g ar, T fof@w

/Udaharon/: /*par’ fobd “r” se k"otm hota he to ‘r* 11k"lje/

1. #AeR 6. TR 11. A
/nak/ Itfor/ Itfaj/
2. @7 7. 3H 12. Hel
Irag/ fam/ /man/
3. REdter 8. hod 13. T
Iplstol/ /kadzus/ [radz/
4. 99 9. 4T 14. 1%
ItfaK"/ Iset/ [saf/
5. o« 10. 38 15. 31
/dzeb/ It"sa/ Irat/

C. Consonant blends
forereT: el aTT ersal 3 ST &Y 378 e T R 11 3G 8, 3o¢ o,
Inirdefan/: /bole goje fobdo me dzo do akfar mllke sajUkt okfar bona rohe he, Unhé 11K 7

3CTROT: “fohehe” sq H “&” 3R “T &l HJh 3HEW §.
[Udahoran/: /*krlket’ fobd me ‘k’ or ‘r” ka sajUkt okfor hae/

1. Jeell /gram/ 12.9101
/bolla/ 7. Told /pran/
2. HH Iplen/ 13.%elT
/b"rom/ 8. TUA Islet/
3. 87 /stefan/ 14 7ormfer
/drom/ 9. T Iglanl/
4. Forer Jtrak/ 15. 89
IKlef/ 10.Fe Ispen/
5. % IKlork/ 16.FAI0T
[fras/ 11.5het /smoaran/
6. aAH /kren/ 17.FX
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Isvor/ 19.emd Isok™/
18.%pel [fat/
Iskul/ 20.9&d

D. Vowel sounds

fAder: 319 # Fo Usg SopEh IR I LA F G
Inirdefan/: /bole goe [sbdo ko d"jan se sUnona/

3ETY0T; “OR” 3R 39! oI91dT & b UR sg H ‘3T T HAMET 371dr g ar, ‘3w
378X & T3 diel T AseE T 37 3Tol.

[Udahoron/: /‘par’ [abd me ‘@’ ki matra atl hae to, ‘a’ okfor ke age bole goe
Jobd ka sk dale/

1. X [seer/
Ifer/
2. ald
/dan/
3. Fo
[ful/
4. o
Ig"s/
5. @I
/kojal/
6. T
ItfUp/
7. B¢
i ut/
8. HrHAT
/kimat/
9. HlaT
/kon/

10. ;]
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Level 2:

A. Beginning consonant

fAder: 319 # $o Usg SopEh IR I LA F G
Inirdefan/: /bole goe [sbdo ko d"jan se sUnona/

3ETEIOT: “GR” - 3TN JTYh! of9Tcll § foh “OR” sq T & Y& gIaT § o, ‘T 378N &
3T T T RAeg o9mT 3R 3PR AT aF g &7 ™eg oeNT.

[Udaharan/: /*par’ fobd ‘p’ se fUrU hota ha to ‘p” okfar ke age sshl ka tfTh logae or nahI'to
galat ka tfTh lagag/

—_—

T We @I W gl
Irl Ireekot/ /rag/ Ires/  /vohal /tebal/
2 T dgd AWA  <H el o
It tebol/  /marbal/ /tek/ /kela/  /topl/
3 ® e thet T T Wed
ifl Ipanl/  [feen/  /dor/  /erl/  [falstU/
4 A7 B TIEA AR demr &
/Im/  /feell  /eelbam/ /mor/ /nlla/ /meral/
5 § ar feem # A AR
Iv[ Ivada/ Ividzej/  /moi/l  /nok/  Ivir/
6 § TR W e & FR

/sl Itokeri/  [sor/  [slkka/ /kon/  /kar/
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B. Ending consonant

forderet: 39 # Fo Usg Siepl 3R 3T eI § G

Inlrdefon/: /bole goe fobdo ko d"jan se sUnona/

3CIEI0T; “OR” 39X 3TYeh! o9l ¢ fob IR Qe T & WeH gidl g df, T &R &
3 TEY T RAeg PmT 3R 3R T8 aF Tad T Reg e,

[Udahoron/: / ‘par’ ogor apko logota hae kil ‘par fobd I se k"stm hota hae to
‘r' okfor ke age sohl ka tfTh loga€ or nohi to golot ka tfTh logaé&/

1

C. Vowel sounds

q

s/

g

/d/

/k/

It/

Ir/

n

Fle TR Jhs AE U
/kat/ /sarss/ [sekad/ /mas/  /roz/
HS SR a9 @s s
/kad/ /dor/  ftob/  /K"3d/  /rod/
dh bt AR HT Tl
/kUk/  /kin/ /rok/  /kon/  [skul/
ge T gse oo Jc
tfat/  hall [salt/  /tren/ et/
Jd &R TN AT FHYR
/rat/  [/kar/ Itfar/  /rod/ /kobutor/
AT Al O AT AT
itfall  /loki/  /pol/  /laIn/  /nag/

fderst: 3 & et s el 33 & &Y ar g Al foieTs v & A B

Inirdefon/: /bole goe fobdo me vo do fabd bole’ dzInome ek hl matra hae/
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[Udaharan/: /*par’, ‘tfar’ or ‘tir’ me ‘par’ or ‘tfar’ mé ‘a’ ki matra atl hae/

1. FfdeT FR feae
Ikat"In/ Ikar/ Itikot/
2. AR PiT dge
Igadzor/ Ikon/ Itfok"at/
3. FIC AR BIEY
/kat/ Itfar/ 1tfr/
4, @QQT hIH SW
KUY /kam/ KUt/
5. 99 d el
/dzap/ IK"et/ /dzel/
6. M Sirer orer
lgit/ ldzofl il
7. @e G EQ)
Itfot/ /K"un/ /dz"ut"/
8. STl Fe EIps ]
/dzal/ /keed/ Igees/
9. AR S IeT
Itfor/ 1d3it/ Igol/
101 FleT drR
ftin/ /kan/ ftir/

BLENDING TEST

Level 1:
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fAdere: @Y g7 5o A U R 3R FT MW & S Al Th Ase 1 &, STl

I Asg, FT G

Inirdefon/: /nltfe hor dobbe mé ek tfltr or kUtf" okfor hat'd30 mlloke ek fobd bonate hagl.

3GI8I0T: 9 + F = st

[Udaharan/: /no/ + [kar/ = /nokar/

gars +

/haval/

e + T

+/mUK"/ + /b"ora/

|+ qa + Her +
Isl + Isat/ + Isodal +

+ S

+ /kar/

g +

Yl +
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K"yl + K" + IKotor/ +

+ ol

+ /na/

Level 2:

forgers: X HAR & et ereg €, S AT A IHereT oRE § i gU R A o g €
dlel I 2heg HT ST,

Inirdefon/: Inltfe har katar me'tin fobd ha, d30 ja to slog toroh se bate hUe ha'ja 1Ik"e hUe
heel.

3ETuT: o + T g + T ¥+ S}
/Udahoron/:  /bsdzal + /ral Ibsdz/ + It/ /bsl + /dzar/
1) d& + Arehr dsh + Al d + & + aArhr
Itok/ + Iniki/ Itok/ + Inik/ It/ + Ikl + Iniki/
2) T+ T+ @ ac + 3+ @r dc + @r
it + 1t + Irek"a/ It/ + Irel + /k"a/ Itat/ + [rek"a/
3) dc + Yar &c + YdT g + cYcr
Itfat/ + Ipotal "t/ + /potal Il + ltopotal
4) T + g R + el d+ T+ &g
Itor/ + [kib/ Itor/ + kil Il + Irl + kib/
5) aX + WenT NP + G d + % + Y
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Itor/ + [foadari/

6) R + I3
Itor/ + /buds/

7) 9ol _+ @t
Itoll + Ival

Itoraf/ + /dari/

T+ T+
W+ It + buds/

dd + dr

Ital/ + Ivar/

I + Irofl +/dari/

e+ of
torbu/ + /d3/

del + ol
Itoll + /nal/

dgehr + I
Itohoki/ + /kat/

d + gl + Sid
It + Ihokil + /kat/

8) dg + F + FId
Jtohl + Jkil + Ikat/

Structural Analysls Test:

Level 1
fdereT: e T a1e et fawedt & @ vE T 3R @l ' R

Inirdefon/: /nitfe dlje goe tin vlkelps me se ek tfUne or k"all st"an bre/.

3CTg0T: T @ I
T T gAY

/Udahoron/:  / ro rohe t'e/

Ibotftfal  /botitfe/ /bt

1) WISHT 619 T AT o)
6T @I LI HIdr

/loroka g"ore kI sovarl t"a/

/kar roha/ /karegal /karati/

2) # sgd aX f@ela el
fe e fear few w
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/mUd3"e bohUt sare k"llone hasl

/dIK" roha/ / dIk"ta/ /dIK" rohe/
3) A IR AW gl

/mera gUbbara sobsse hae/

/bari/ /baral /bahUt bara/
4) F1 A€ & IR G AT |

a@‘ N N

/kUtta get ke Upor se goja/

/kUd/ /kUdega/  /kUdoa/
5) ar a5t G gl

/vo bohUt tez hae/

/dorana/ /doraga/ /dorata/

6) I IH A gl
T et qFS
/ram fjam se hae/
/13bl/ /1sba/ /13bal/
7) @ W gl
3T @1 JTTIT JHTAT
Ivo gPor hae/
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/a rahal /aegal /ana/

8) ar &Y TEr |
ST STqar ST
Ivo sat" nohl /
/dzal /dzaege/ /dzana/
9) ST STear gl
3TTIY 3T @
/batftfe dzaldl hal
laggel fanl/ /a rohe/
10)98T &N & FW & T
EECTy 33r 34l
Ipak(1 g"r ke Upor se goja/
/Urkor/ /Uri/ /Ureqgi/
Level 3

fAderen: fArafaf@a wsal & & 9ds # A wsg F1 Wifhd H| IR Asg F T3
Ase; AlSlg Fgl &, o eI &l Tdeg o@My |

Inirdefan/: /nlmnellkhljtfeb(jﬁ me se pratjek meé mUI fabd ko rek"aklt korél. /agar fabdme
d3ar fobd mod3zUd nohI hee to galot ka tfInh logael

3ETg0T; 3Ry 3ifeaTs sfafaaA

[Udahoron/:  /od"Ikarl/ Jod"Ikfak/ lod"Inljom/  /a8ktor/
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T
/kotUb"asi/
HATHIRAT
Ikot"akarlta/
HRTcAT
[storatma/
FHHANT

/karmotfari/
&Tfdared
IK[atlgrast/
chellehT
/kalakar/
3UHR
/5d"okar/
FIIHIRN
/karjokarlni/
EAIES
/krantl/

FHAIUET

/kamarpeti/

b
/katUsatj/
FATCHS
Ikat"atmok/
HaR#
[atorim/
HIH

[karom/

SIGEIC]

o]

IKfatlpUrtl/
T
Ikalakrltl/
KL )

/ sd"ovIfvas/
EAREIC]
IkarjokU/al/
ShHART:
/kromaf:/

AT

[kamoara/

he &
/katUsvar/
HAd
Ikat"It/
AT
[atarjami/
HHLTET
/karm/fala/

gTfagRoT

IKfatlpUran/
ol

Ikali/
I5d"ad"ud®/
FHIASTHAT
Ikarjok fomata/
TS
/kromoasUt[ok/
HFAS

/kamorator/
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Heldr
Ikatoti/
CRICIBED
Ikat"avatfok/
oY

[ator/
EEKIT
/karmafaktl/
SIER]
IKfatrlj/
HeATSTSH
Ikslabazi/
3TeET
1ad"i/

CAR

Ikaja/
HHATS
/kramak/
ETIELA

/koamorbad/



Level 2:

e Rrafaf@a el & 39 Usg 9T el 9T ;

Inirdefan/: /nimnal 1K1t fabdo mé Us fabd par gola lagas dzo/:

?. §gIdel ST & (3ETER0T: TW)

/bahUvatfan dorfata hee/ (/Udaharan/: Ipsk"e/)

=T g gt
/batftfa/ /bat/tfe/ /batftfi/
BIEc) ey 9
Itfik" k" /tfik"el
IESIEy faar foamrt
Ivitfar/ /vItfare/ IvItfarol

R. ¥Tehlel GTAT & (3&TeoT: U )
/b"Utokal dorfata hae/ (/Udahoron/: /rote t"e/)

IGE frera G
/mll/ /mllote/ /mlleégel
Ty 3T ST
/dzae/ /dzao/ /dzana/
33 3T 3mear
fao/ lael lacge/
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3. &A I SIET AT g (3GTE0T: 3TIAR)
/kam ja dzjada dorfata hee/ (/Udaharan/: /Utftfstar/)

CEl dgd¥ TS
/bara/ /bahatar/ /svatftf"/
oler Fa ASTH
Itf"ota/ 10tfa/ [freft"tom/
[EMICKE] el gl
[vIfalotom/ /1sba/ /sUdar/

Y. IEAHR/AET Sl § (3STEIOT: 3rera)
/asvlkar/nahi dorfata hee/ (/Udaharan/: /esébhevl)

e 3t 3T
[anUt(Tt/ /Ut[Tt/ /UtY7
YT JHooT g
[aprasonn/ /prasonn/ /prosldd"/
3T 1T AT
Job"aga/ Ib"ag/ Ib"agjovati/

. T & T SIRT AT § (3cTeX0T: Joikides)
Iflr se ja dobara dorfata/ (/Udaharan/: /pUnaravedon/)

IRFEH IRFEH QoI
faromb"/ /praramb"/ /pUnoraromb"/
JATATITHA JAXTITHeA 3TITHSA
/avagomon/ /pUnaragomoan/ lagoman/
EGRCCT) 3rdesT fodest

S
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/pUnaravedan/ /avedoan/ Inlvedoan/

. fea a1 fear gafar & (3ereeon: faward)
/rahlt ja blna darfata hae/ (/Udaharan/: /nlsvarf‘/)

qreE qE forerer
/safastral /fastral /nlfastra/
/s3d1gdd"/ /s3deh/ /nls3deh/
IGECEap] Hohld ara
/nls3dkotf/ /s3kotf/ /sotf/

. WY T Higd AT § (3GTEL0T: Hehequ)
/sat" ja sohlt dorfata hae/ (/Udahoron/: sskatopUrn/)

ady qdqe SRINECED
/sdtof/ /satUft/ /s3tofdzonak/
Is3dIgd"/ /s3dehadzonok/ /sagin/
SEICNIE]) ot 3mafe
/s3pattlfall/ /s3pattl/ /apattl/

. Ugel @ AT qd (3TN JIhidd)
/pahale se ja pUrv/ (/Udaharan/: /pUrvska:chI:[/

qdehodelT el FIfedd
/pUrvakalpaona/ /kalpana/ /kalplt/
SESID) 3T BCIERIE:)
/ob"jas/ /ab"as/ /pUrvab"jas/
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/anUman/ /pUrvanUman/ /fanUmanlt/

Reading Passages

Level 1

AT WHAIR &1 At g &1 AT HA Flol I BT &1 adoT SR ar BT
Tl TS 3N IdT SR S @ g1 ar e ordr AR 1 ok 5T W | ar add
gl Tl I g1 ar Yool T W@ g

/adz somavar ha/ /no badze hal /asoman mé kale badol t"ae haél /tez barl[ ho rahi hee/

Jradz3U or tfeton bazaar dza rohé hal /vo dond tf"ata or baeg leke d3a rohe he/ /vo salkal nohl
tfola rohe hal /vo padal tfal rahe has/

odd ¢:
/leval 1/

?. 3MTST Hierdm oot §7
/ad3 konasa dIn hal

R. TS AR AT gl off I 872
/rad3U or tfeton koha d3a rohe hae/

3. YT A ST ofh T T@ 87
/kja vo beeg leke d3a rohe ha/

g, ar &y S @ 87

Ivo kaese d3a rohe heel
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Level 2

WWﬁqudelmq ATl Fgd deie # Aol |, ASh, el
wﬁ%frlWamaﬁ%«@«aﬁaraﬁg‘é‘ﬁTaﬁa@ﬁzﬁlwwm
@ @1 UT| 9@l AT & I UF ARE @l A7, 58 ASfAAl T 9gd 9¥G
WIW%HWWWWW@WHLaoﬂﬁQM , “QIEd, qH
Wﬁvqugﬂdudl%I?J%’lgﬂﬂ?%gﬂmwa’rﬁarﬂﬁmwmzﬂ
drelld # 379 SATET 9lell &= g1 39N UgT SRS AT gl df Teh &t orella &l
ART Il @ S0 3R JH &9 7R SmiE| 7 el Oy Aeofadr, #Ass, sl
Teh A A &, "$uam gH aa1 RfSv 6 8 g7 39eT 319 1 91 dhd § 2"
TN AR & Hel, "TeT 9H H Th g g3 ST §, STa Igd | qreT g1 3R
F T UEd g ol # JH o9 N AT T F FE T T Wb e A
DISHY 3 Tehcll §1 7 @l FAcofodl A6 1$| ORE Th T & A7 wofodl &

YT A | 30K 38 7| 3R 98 U dEld W of S 3edohl W@T 17| dg AT

aTelld & 91d 31TdT 3R T d) H Teh ATl &l ISl G of SR @T S1dr| Ty
g dg dlelld I RY FATSToIdl &l QT 37|

/leval 2/

lek d3zagol me ek bohUt baora talab t"a/ /bohUt tadad me’ metjhallja', med"ok or kekore
rehote t"e/ /ek sal vohd bIlkUI barlf nohI' hUI or voha bohU gormi t"i/ /talab ka pani sU k" roha
t"a/ /vohd talab ke pas ek saros rehota ta, dzlse matjhglljé k'ana bohUt pasond t"a/ /ek din
Usane torklIb sotfi or talab pohUtfoker ek matjheli se bola/, /“dost mUd3he tUmbhare lle bohUt
bUra logata hae/ /joh sUnoke kI joha™ sal b"r barlf nohl hogi or nahi tolab me” ob zjada pani
batfa ha/ /ager joha barlf nahi hogi to ek din talab ka sara pani sUK" dzaega or tUm sab mor
dzaoge/” /tab"i sari motf"sllja, med"ok or kekore ek avaz me” bole/, /“krlpsja home™ bata
dldzlje ki keese hUm opane ap ko batfa sokate ha™/ /tfotUr saras ne koha /, /“joha pas me ek
bahUt bari d3"1l hae/, /d3ohd bohUt sara pani ha/ /oger tUm log tfahote ho to ma tUm logo
ko oponi tfo'tf se Ut"aker ek ek koroke d3hII me’ tjhoorsksr a sokata hU7 /sob"i matjhellj a man
gol/ /saras ek ek koroke metjhelljo" ko opani tfotf me Ut"akor Ur goja/ /or voha ek tfottan por
le dzakor Unoko k"a goja/ /vo roz talab ke pas ata or ek motf"ali ko tfattan par le dza ker k"a
dzata/ /Isl toroh voh talab ki sari matjhsllja' k'a goja/
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dad 2:
/leval 2/:

g, dTeld H el TgaT AT?
/talab mé kon rohota t"a/

R. TS HT U FA @ IAT?
/talab ka pani kjo sUK" gaja/

3. ORY o ATl &l FIT FHgl?
/saras ne motf"ali ko kja koha/

Y. HRH ASCN Hl Hgl of IAT?
/saras moat"sli ko kehd'le gaja/

LEVEL 3

ST & HTY AT 3G FA g3 AR AR SR 81 a5, @ s/ 3o
quiﬁﬁ?sﬁm, WH Galeirg mqsﬁﬁwagaaaﬂglﬁmﬁaﬁ?
oIt T ek AT §1 A I X AT F I oLl 9T @7 g1 A Fq 39
UIE? FIAT {H FqeT AT @rsu)”

ATE S & Tol HT A= 3R dlel |, "l FAGT? F[S Siotell &g | g e
¢ JFeRI Afh &I|" g8 STh 3eieh W U35 a7 3R 39 Ml ford| e ag 3o
Shaer 31X 319a At & IR & g3 Tel T 3T AT 98 Ush HgT & 919
¥ IERT| 38T HraT & T 1 7o el H o TAd AgT | Ao o AeEar §
AT § F SH3T A 9T 3R AT AT fFar §1 I8 dras a8 Age & T

HEo & &ldlel W 38 YgeR Uk ol § 3R godr §," HiT g JA?" sTh
o 315 dee B3 fear ar, safdw a8 dtem, "Ue IRl UEER 38% 39 W °
Ifehd T IATI 397 AT, "Ig SH 39T AgdT & &l Hhls LT &l IJg N
yede @ Higd & T geml sEfdT AR 5@ Awer Agr WIRU|
3T TSI o=l 8 Fehd &'l T§ fadig &Y, UgleR o 31y dAigd S/ &l
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gl,"NAT, AN qBdS 9 Hfgd o g1 H d a7 N9 FH FT T A1 FoAT
3ieY ST

STeh 3HeY Toll IT| 3Hel HAAIST Gl § W Ueh Hgeh o o1l S o ar

IHFAT A9 WX T 30T folar| S a8 Sarell IR FeA dlell AT, UgiGR o 39 Ul
3R goT, "FE FATE S gH A% S | g S A IR AT, "Ig U & gl
H HH Bl A AT ' GEER A HEn, "¥E Sgd o Rsfer e
BIaTT| A WYRYT & Harell T #ff AT &1 SA1ar g1 ST g W 383 I & @
€1 g 3N & TS & U ¥ & of S T M| [ $H S ST =a1few|” 3
YR @ HYeT 3T I IPUTEA eh GgRGR STeh ol deY STel &l o

oad 3

/leval 3/:

/dzeese hi sad"U ka Upadef samapt hUa or bhior tltor blter ho gei/, /voh dakU Unoke
pas pahUtfa or bola /, “/parom pUd3zonl] sad"U dzi/, /Ima ek baUt bara papi hU/ /ma opona
nirvah logo ko 1Utoke koarata hU7 /mae apane bUre torlko ko tfhoor nohl pa roha hU7/ /ma keese
opane ap ko sUd"arU7 /krIpsja mUd3z"e sshi marg dik"alje/”

/sad"U dzi ne pal b"ar sotfa or bola/, “/kjo nohl/ /d3hUth bolna tj“oor do/ /johl rasta hae
tUmharl mUKtI ka/” /voh dakU Unoke peer par goja or Unoke aflrvad llje/ /fIr voh opane
d3Iven or karmo ke bare mée sotfota hUa tfola goja/ /Usi somoj voh ek mahal ke pas se gUzra/
/Usane sotfa rad3a ka mohoal 1Utone mé kUt golat nohl/ /rad3a ne nirdsjota se d3zonata se kor
Ikott"a koroke pesa or sona dzoma klja hae/ /joh sotfoke voh mohal me goja/

/mohal ke dorovaze por Use pehoredar rok leta ha or pUtfta ha/, “/kon ho tUm/”
/dakU ne d3hUth bolona tj“oor dlja t"a/, /Issllje voh bola/, “/ek tfor/” / pehoredar Usoke Is
dzovab se tfoklt roh goja/. /Usone sotfa/, “/joh adomi ovafj mohal ka hi koi sodasj hae/ /joh
mere pUt["tat/" se krod"It ho geja hoga/ /1sIllje mUd3"e Ise rokona nohI'tfahlje/ /onjot"a radza
oprasonn ho sokate hae/” /joh vitfar kor pehoredar ne ador sohlt dakU ko koha/, *“/frIman mere
pUtf"tat/" pe krod"It na ho/ /ma to bas apona kam ker roha t"a/ /krIpaja andor dzalje/”

/dakU ondor tfola goja//Usone onomol gohond se bora ek sondUk le 1lja/ /dakU ne voh
boksa apane slr pe Ut"a llja/ /dzob veh dorovaza par kerone loga t"a, pehoredar ne Use roka or
pUtf"a/, “/joh kja hee dzo tUm leke dza rohe ho/” /dakU ne Uttor dlja/, ““/joh radza ka goheno’
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se b"ra sondUk hae d30 mene tfUraja hae /7 / peharedar ne sotfa/, “/joh bohUt hi tfIrtfIra
adomi hoga/ /mere saqlharelg se sovalo per b gUssa ho dzata hae/ /Isllje &se Uddad Uttor de
rsha ha/ /joh avafj hi radza ke adef se kUt[" le dza rsha hoga/ /mUdz"e Ise dzane dena
tfahlje/” /Is prokar se apane ap ko afvason dekor peharedar dakU ko dzane deta heae/

odd 3:

/leval 3/:

2. 3Th o AT Fgl?
/dakU ne kja koha/

R. 3Ih Hed H FII AT UT?
/dakU mahal mékjo gaja t"a/

3. 31 o 3G FAT g dlelr?
/dakU ne d3"Ut" kjo nahI bola/

Y. TR o 3% & IR H FAT Grar Ar?
Ipeharedar ne dakU ke bare mé'kja sotfa t"a/

LEVEL 4

aeg Siidael &1 Ghid & dgdéﬁ'd-lf%cdq‘\u(l AP Tl F& SR fhareT H
S Id g, & o? 93 Sia] DI AERT SIal gRT Wdl &l 8 gl & J91d
gl I8 el giiviehRes =g, Fergdl 31 Sele arel SefaR, $HsHAdS g qier
¥ g arell gifel &l &F & g1 ¥g, [osdl e Hea ared Sieer gepid
& Hold & §AU I@A HT HIY Ageaqol HIH HA gl A Sarelr aredl & =R
AT H 3c90e1 gl & Ushdl g1 a1 S TR & Uall, Sl g §gd & v @
sqeey WIS | owseed 3R fig uHfa & caeoar @ § & S &
FAANRY # @ § 3R AT F AT I T TGWT § T B

mﬁq&ﬁa’fa@?,%m?traﬁm?ré?ﬁmqué‘rﬁscqq‘y‘laﬁ%l?II?
el @ AR #e 3 i @ b & v GFAer gl §1 a8 gt A
AR hae g FEEER @, FEEr @ A wWa § g qR

[\ b
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el 3nfe Faa arel A=A T JEEr A M FH WA §1 I FET ST §
&I Shdel Ueh & 3o gL HIel AT ¢oo I¢ AR Sherdm gl welr 3roel aifafafear
¥ gH e, o135, 3N W H qF Udrae &d g1 foneerl AYATFEdl gRI geeng
frar g3m g TEA qHE A?  fRER @RET A PRI F qHA F TN
g et g1 gie?  Hlef Eer u@l 3R AR & Fcg § a1 §9 & HAedlgd a1l &
AT TG BIAT? 3¢ @ A IS wAY Toaen Remve vd AR gl § =7

AIC 3 o FS AT D3 81 300 @ Th 9 3eglad 31 gfarar 3R
SR & A fagaw S 3ad Teg # TR fhar Siwem| §g vd AR &
gl-aferat & 9fd Feemaar 1 3ucer o g1 3PN gH dwd Sha-Sid3n #r gried
IGAT § df g 39 STl T U feewr AT §7 @ Ferel ISRt & fow
IRIAT FAT Is9M| gH Ig 87 Al I@eAr AT & SioTed gereafd g a3 &
AT ol o 3Helral, §15 3R §-8R0T &1 8f YehT B

I 9’9 H, BT dedoiid dIs &l TG fhar s=—m 1| I8 gAR 9=
Sheet 1 T g Wiald #a & [T Ao qaar g1 af @, I8 a5 AR
3 AT & I & I Siiaed & ahrd & fav 3cpear @ #& fhar g1 sae
$S SOl A B ded  Sia-oleg3it & o IRfe  faar| Ser aegsia
ol GRI&T TCT ST §, UV STTeT 1 AROT T AT HaTeFgudl g ¢ |

deiiceh H G H Uh IIARVT § AR T wlerdl & o Eremiieg
(AEMUEAA & UE) A Teh ROT VU A7 ol g1 &7 dorergquiRar &
WeR & RER T e oon T@ § 3R SewR g 98t oar har g
& 3Melc HH Hhd 81 AR F5 d9 STl gl A & SToid TRASE3T 3 T5ehr
& AT & faT @ wX QU v §1 9 gferat & S gerfadr eemer oo g
gl 81 3R §H 310l Feredia 3R 9 uferat & faafya faemer & a1 dehd,
ol 84 §AR FeX A &l Teh YEEAT S ToRk A SHET a1 ¢l |

/leval 4/:

Ivonj dzlven ka prokrltl mé'b ohUt hi mohotvepUrn b"Umlka hae/ /kUt/" dzanover
klsan ki modod korate hasl /bare dzanovar tf'ote fakahari dzanovero dvara ketd’ko naft hone
se botfate ha'/ /joh parob"sk(i hanlkarak tfUhe, gllohari adl katerone vale dzanaver, Klre
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makore v pakfljose hone vall hanl ko k am karate ha/ /tfUhe, gllshari adl katorane vale
dzanavar prakritl ke s3tUlan ko bonae rak’ne ka sobase mahatvopUrn kam Karate he/ /vo
dz3gll pod"g'ko pr otfUr matra mé'U tspann hone se rokote ha'/ /vo kai prokar ke pok(i,
dzanovar v sorlsripo ke 11 je Upalobd" korate ha/ /lokarobag”ge or gld” prokritl ke svotftf"ota
karmI ha/ /vo dzanaverd ke mrlt farlro’ko k "ate ha or hava ko gadi badshU evom pradUfan
se batfate ha/

Japane pak/i to dek"a ha, ha na/ / pak/i kisan ke llje bahUt hi mohatvopUrn hote heel
/jah fUlo ko nlfet(1t korane or bld3o ko faelanc’ke 11 je zImmedar hote ha/ /joh vonaspatl me
bimarlja feelane vale kire makore k"akor klIsano ki madad karate he/ /joh tfUhe, gllohari adl
kotorone vale dzanovoro ki abadi ko b"i kom rokste ha/ /joh kaha dzata he ki keval ek hi
UIIU hor sal korlb 400 tfUhe mar dalsta hae/ / pok/T opani gotlvid'Ijo' se home b"Uk3p, bar",
or sUK"e ki pUrv tfetavani dete hat/ /klssko mad"Umok"[jo" dvara Ikott"a klja fahad tfok™na
pasand nahl/ /KIsoko sarlka ja kojal ke vasant ke svar sUnoaker khUﬁ nohl'hoti/ /kon ragin
p3k"6" or mor ke nrltj se ja hons ke monohar tfal se akarflt nohl'hot a/? /Unhé'd ek"sna
JIKfaprad evom manoradzok ha/ /ha nal.

/somrat ofok ne kUt[" agjapatro tj“oore h&/ /Uname se ek pe Unhone Un pokJT joor
dzanoverc'ke nam Ilk"vaje d3Inhé’U noke radsj mé'sa™rok(t klja dzaega/ /bUdd" evom
mohavlr ne pafU pakfTjo ke protl sadob"avena ka Upade/[ dlja/ /ogar hame vanj d 31v-d33tUo
ko sUrok/Tt rok"ona ha to hamé apone d 33galo ka ek hlssa vIfIft " rUp se d33gall dzanavoro
ke llje arok/It korona parega/. /hame joh b "i jad rok"ona tfahlje KI d33gal venaspatl v pafUo
ko afroj dene ke olava bar" or b"U kforon ko b"i roketa hae/

/san 1942 mé raftrlj vonjo d3lv bord ko st"aplt klja goja t"a/ /joh homare vonj d3lven
ko sUrok/Tt kerone ke 1lje jodzona® banata hae/ /tab"i se, joh bord or Usake radsj ke protlrUpd
ne vonj d3lvon ke vlkas ke 1lje Utkrlft"ta se kam klja ha/ /Isone dz3gli llako'ko vonj d 3lv-
dz3tUo ke 11 je arok(If klja/. /d3zoha vonjod 31v ko sUrok/Tt rok"a dzata hee, esi dzogoho ko
Joron st"an ja s&t[jUrl kohote hee/

[kornatok me bad _IpUr me'ek  obMjaronj he or ek pakfTjoke Il je ronganat"ItU
(JrIr3gpattonam ke pas) me ek foron st"an ja satfjUrl hae / /In s&tfjUrlo me sorokar ne fTkar
por pab3di loga rok"i ha or dzanover v pak/i bina kisl hanl ke azad ¢"Um sokote has/ /homare
kol bare d33gal pshole hi d3sllj perljod3zenao or sor oko ke nl rman ke llje saf kor dlje goje
ha/ /pafU pok(ljo ki kal prodzatlja lagbheg vIlUpt ho tfUKi he/ /ogor hom opaone vonaspatl or
paJU pak|Tjo ke anl jatrlt vinaf ko nohl'rokat e/ /to hom hamare sUndar def ko ek reglstan ki
badzor b"Umi dzasa bana dége/

Jad 4:
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lleval 4/:

2. QU et & Tohat HGTeT TSI & SHaTell Siia STeI3iT ohr GRiaTel fehar am?
/pUrane dIno'mé’kIs mahan radza ne dz3gall dzlv dz3tUd ko sUrok(1t klja t"a/

. UEII I-gaiig as &l fohd ATl 7 T forar aram U
Iraftrlj vanjo d3lv bord ko kls sal mé'st"aplt klja gaja t"a/

3. U Tgoiid §18 of 9o Siide] a9 o TaehiT o [l &1 e fohar g2
Iraftrlj vonja d3lv bord ne vanj dzlvan vifoj ke vikas ke llje kja kam klja hae/

Y. SHellceh & al TFIRTAT & T TdATST?

/karnatok ke do SbhjaI'GIoleAke nam botalje/
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Appendix |1

Response Sheet

Age: Gender:
Grade/Class: Medium of School:

I.  Perceptual discrimination skills:

A. Auditory Identification Level

frdereT: ae 9T 3R @ e @ g 3R R 3d 3R
g3

o]

3CTEI0T: “H” GBI, “&” &R T IMell A9,

1 ¥ I THEITMI

A B T T HIT T
I3 T TS T
ST d T H o &
TcTYIIE B
AT BT T35 o

O dod oI % A

o0 N OO O A WO
® & A o 9

g H3 TT T
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10
11
12
13
14
15
16
17
18
19
20
21
22
23
24

0 W T Y
& I d®
3T T3
T % > d

T dU
ST d &3
T TG
7 d & o
3 & 3
¢ S T3
3T S
T I B I
T T FE
d 3 T d
S ddq

4 4 9 W 8B 4 o o 2o 3y 2 4

~

&

~

el
A F K 2 4 H 4 4 o

S
4 %

kY

- A |
N g’(ﬂ-}‘

> o

I 3 §¢S A& 3
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25 7 I g3 TS

26 AFTI HF I3 T9T Y

B. Auditory Recall level
fAGereT: Y@fehd 318X &7 ATH FdTC.

1 3

2 QT o
3 Gl

4 3] d
5 LC}

6 T a
7/ e)

8 & q

9 g ol
10

&
q
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I |4 hix

cl e
@ 4 5 &K 4 4

2|
x|
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12
13
14
15
16
17
18
19
20
21
22
23
24
25
26

at
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IJ

104

ax

A

i

o
W g A w e d %

g

el



Visual Discrimination

Level 1

|—|
>
I

e

d
3]
of
kil
< ) T C] E]
4 a g ) 3
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Level 2
AT €T ¥ @ 3R & FdR H 37 Zsd U T @MU
S 9T X% foRd 378 & 1A @l

3CTEXOT: "o 'ge' 'Ug' 'OH 'qEr

Stimulus Choice

s I F|AMSMS|3T S
g3 g8 |d8|d8 |93
% c gT |HT|HE| TG
97 T 9 & |7 &7 | T | &
3T A |dT|cA | Tcd
(3 Y Hc ¥YT| g | gqg
q U AT YT | YT JUT
g3 3| IF| HF T3
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39 30|38 |39 39
T oo T TF|Tq T
I o I | T /9T |9
&a v g9 99 7 g9
Tq v §Tg|0q|Uqd
g g AT |AFNTE T I
sd S J|gd|gd|sa
s T s | sd/gd|8A
T T AT T TR
qgc qG UT HG | HT
g 3 gH| g THF|THA
T & T T | TS| T & | T H

Phoneme grapheme correspondence test
Level 1:

A. Beginning consonant

fA&ereT: Sret 3T ereg T UgolT 316X QT

3SIg0T: “OR” e “T” { YE BT & a1, ‘o faf@w
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1 I 13
2 8 14
3 9 15
4 10 16
S 11 17
6 12 18

B. Ending consonant

fdereT: dor 1T s o TRy 3R ff@e

3GT8YUT; “OR” 2sg T H WcH Bial g o, T 38R faf@v

9
10
11
12
13
14
15

OOINOOOTRAAWNPF-

C. Consonant blends

fgereT: der a0 el & S 2T e fAeh TIH IEW 71 e
3GIER0T: “Tohehe” eg A ‘%" AR ‘T &I I 38T &.

1 4
2 5
3 6
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I 15
8 16
9 17
10 18
11 19
12 20
13

14

D. Vowel sounds

fdert: 319 & $o Asq SRl 3R AT CIT F Gola,

3ETEYUT: “OR” 39X 3M9ehl 91T g fob UR 2Ueg H 3T & AET
AT § @, 317 378 & 31EY Sel 91T 2Meg &l 3ih =Tol.

3
3
-
3m
ﬂ.
&)
3
S
3
3

Level 2:

D. Beginning consonant

fdert: 3 & $o Us Sl IR AT LT F GoAa,
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3TgR0T: “OR” 39N 3Tl T & [ “OR” Aqsc T & Y&
giar & ar, ‘0 3781 & 3T el T ™eg oIInT 33 3R sAer
ar Ieid T ™eg oEmu.

d
d

E. Ending consonant

fderT: 319 # $o Ueg SRl IR T AT § G,

3ETEI0T: “OR” 3P 39 91T g fob IR Usg T & WcH
glar & ar, T 378 & 36T T ol "eg oeNT 3R 3PR 18T

ar ITaad &1 Reg o[,

q

S
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BLENDING TEST

Level 2:

e & FarR & AT 2o &, S AT aF 37197 /g F aie
@%mﬁﬁgtr%.a’lﬁr?r&%ﬁta#@tﬁ

3GTe0T: §al + T goF + T g+ SR

1) T + rehr ds + &l d + & + &l
2)d + T + @l dc + Y+ @ dc + @r
3)dc + Yer &c + Yl g + TYcl

4) TR + FHid X + el d+ I+ &g
5) T + BT b + G d + I + g
6) T + g o+ T+ g R+ A
7)ddl_+ a1 del + dR del + &

8) g + I + FId dgehl + Shrd d + gehl + &I
Level 1:

frdert: @ &Y sed # U O 3R FT I3EW § S Th ugel
g. Slel 31T Asc HT GIIT.
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Structural Analysis Test:

fderer: T Rw aw i fasredt 7 & ve g 3R @rel ®ue
.

3STguT: T} I
g1 gTd Ty
1) oISer °is I garr |
+T T@T h LI Il
2) #Z g TR el gl
g @ fe@ar fcg ®
3) A IEART HEH el
dsl dsr CROICE!
4) &l A & IR A T |
5) d §gd ol gl
6) I TH & g
oIFsr dar oS
7) @ & gl

3T g7 AT 3TaAT
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8) ar @y gl |
ST SITQar ST

9) ITd STodl el
31TTaT 31T 3T E
10) weh R & 3R & T

33 3ar 35

Level 3

focere: fAefaf@d eeal & @ 93+ & HoT Usg H [@ifhd
${| 3PR 2se A 313 As, AlS[G =Tol g, al Teld I Keg Ny |

oo, AR sftww afRfewm R
he e FAT  HEAX  FHeldl

FUTRIRAT  HUCHS HiAd  HAEIR
FHHART FH  HHUATST  HAURD
gfdaed afagiad  etfaqger et

hellh R helTehid ol CRIEIG]
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FRAKBINON  HRABAA  HEGTHAT  HT
hifed S ShHAh ShHTh
HATIET AT FAIAS HIIEG

Level 2:

A& AFIfaf@a el & 37 Usg 9T INaT o9y S

. Sgade ERMAT & (3eTeeor: o)

ST a=d S

BIEC} BIEC]] BIEC]

faar faam faamt
R. ¥cIehTel GRTAT § (3&TEX0T: Ud )

GE GG T

ST STT3T ST
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33T 3T 3Taar
3. A IT SIIGT GATAT g (3GIEIUT; 3TIR)

CE]l dgdy TS
BIer T ASTH
IEKIGGE] CEIl g

Y. TAIhR/A8l ST § (3GIeI0T: 3HA)
3fad 3tad 3=g
YT Y&ooT qiag
3THTE AT AT AT

s. T @ IT QIERT 2T & (3&TEXVT: Jolrdes)
HRFH URFH TIRRFH
STATITHT L:gc'l*{ldld-lo'l STITHA
SONELT 3TdesT IGECG]

€. IR a1 9= gTar & (3erevor: faeary)

gy A IGEES]
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http://dict.hinkhoj.com/words/meaning-of-%E0%A4%AA%E0%A5%81%E0%A4%A8%E0%A4%B0%E0%A4%BE%E0%A4%B5%E0%A5%87%E0%A4%A6%E0%A4%A8-in-english.html

o o |

GEGEdE] TeehlT ard
o. 1Y AT Hed G & (IETE0T: HehTqOn)
|y qqe EINEEED
aicaer Hegalae oM
gufaemely qufd 3
¢. Ugel @ IT Yd (3cTER0T: JaehiAd)
qdeheds] FHETT Fifead
FI TATH qareary

Reading Passages

Level 1

ST AAIR gl Al g & 3MTATT H el
Sigel BIC g1 d9f SIRY & @ &1 T AN A=t
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dI9IR ST 3§ gl ar gl &1ar 3R &9 ofsh ST @
g1 ar TSehd gl o g &1 ar YT I W} 8l

odol ¢:

3, 37TaT hiadr feoT g7
£.379] 3 UcleT gl ST @ 87
b. ST & ST ok ST 3@ 87
¢.dl HY ST E 872

Level 2

Ush IR U 91T H U g ST AT ATl g

deie # A<Siodl , HAgsh, ol Bd U T Hlol dgl
Wmﬁ%rﬂﬁgéﬁaﬁagﬁmﬁ%ﬁl SIEICEED
Ut @ T@T ATl g1 dlelld & 9T Ueh §RH {§ar a7
ﬁﬁmﬁﬁma‘g’ammlwﬁﬂﬂﬁa@ Cf
ardr 3R drae qguéh Teh ATl § dlell |, “QIed, #AH
Wﬁr@qu T 31T g1 Ig YeAsh foh 30 ATl TaT
aTRer g7 gt 3R &1 & arene & 39 Fer gl §=
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gl 3P TGT ST gT gldl ar Ueh feeT arelid &l I
Ul @ ST 3R JH T A ST »ogsly Iy
HTOTAl, Hseh, hehy Teh AT A dlel, "$HudT §H o
efaT &5 T g7 319 3119 & g1 ohd & ?" TR
AR o FEl , "FgT G H UH g I3 FNA & ,
STgT  §gd A1 Ul &1 3R JH o WA 8 o H A
SR & 39T I 9 36 Ush Udh hich Sl H
BISH 31 T 1 7 Tl FAooferdm AT 5] TRA T
Th Hlch ATOIOAl Pl YT did § 38 38 I41| 3R
dg Ueh Ideld G of ST 3kl @T I-AT| g8 UoT dlolld
& g AT 3R T IR H T ATl &l Il 9T o
SR ET SATAT| TAT g 98 dlelie T a1 3 A<s ol &l

T I1AT|

oo 2

g, Tl H hlel IgdT UT?

€. dTelle ST UToil T J@ IT?
L. AR o ASl I FAT Hal?
C. Y ATl &l gl of IAT?
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LEVEL 3

S &1 @Y Sl T 3ueer FAE g3 3R s X foaw &
IS, I8 S 5o1<?hCITHCI§€IT3ﬂTaﬁT~IT, ‘A ol A S, H
Uh §gd ST 99 g1 H A9 fAaTg e A e e g1 H
3T X AT AT BIS oT6T 9T ET g1 H HH A9 7 gars 7
HUAT {1 Fer AT fe@rse™

AT S & Tl #Y GrEm 3R S, "t FJ81? [ slelell §9g
A TG TEAT & TR Hfh &Il " 98 ST 3edsh W Y5 I
3R 3% 3mefae o ™ ag 39 Sfiad 3R 39 &af &
WﬁWgﬂmmlﬂﬁqu Ush Hgol & I &
TSRT| 38 AT o TS HT HET ofcd H FB el wlgh| Il
o AETAT ¥ FoIaT ¥ HT Ihgr  Ha 3T 3R JAr FTAT RaAT
¢ Ig Hrash g8 HAgel H I

gl & Al W 38 UEER Uk ofcdl § 3R godr
g," dled gl JA?" S/ o 3G el B fear ur, sHfAT T8
dlell, "Ueh IR"| YgER 38 34 3R A dfchd I§ AT 3
gEr, "gg 3MEHT AT HAgA H & Ple HSET gl TIg MW
UOde & Hifgd g I ar geml SEfdT #ASY 58 Adher &gl
AIET| HeTAT ST 39T g Thd &'l Ig fGag X, T8ER
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A 3 Higd 3/h H FHEl,"AAE, AN qOdS U Hiied 7 gl
H A S8 39T A FHT TG AT| FIYAT e S50 |

ST e ol I-T| 38 AT Igell § 8T Teh Heeh o
foraml 31 & ar dF AT 397 WX 9 33T fAT| S 9% SdTell UR
i Tl AT, YEXeR o 3 Yol AR Yo7, "Ig 1 § S A
oh ST I¢ 817" 31 o 3 f&am, "Ig ST & el T HoHh ¢
HA AT B TEER A F@En, gy §gd & OsfEsr sme
gaTT| A WIUROT & Harell O 8 aredm g Sfiar g1 sdifee Ig
U 3ES 3R 3 T g1 T AT & Aol & A § $T o S
W OBl H 3H S ST AIECI" 3H UPR H 3T
3T &Y T Gehl YgYeR ST &l dgY S & ol

gl &:

3. BT o FAT FgT?

€. ST Heel H &1 AT AT?

b. ST o 3[S FAT LT Selr?

¢.UEER o 3% & IR H T {1 UT?

LEVEL 4

e Siiael &1 Ypid H ag?ré’rmqp‘ra{iﬁw??l FO SR
frareT &Y Ace g &, § AT? 92 AT DI ATHERT SeTadl gRT War
N AT g F FOd gl T WHRT gifere 9g, Aeed e dawe
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ard STeTe], HISHAS  d Uardl ¥ gl drell gl @ FHA A ol
e, Aol e el ard See’ Uhfd & HJeldd & AT @l
I G HcaqUT I HI g1 al STrell qIel &l Tk AET H 3choed glol
q Uhd g1 @ ®$ PR & Tafl, S’ g TgA & AU Trer 3ucrstr
A gl ohsaed 3N Fg gpfd & Toeodr &A1 §1 @1 JER &
ATRNRT & @rd § 3R gar &t 3T 969 TF 9GWor ¥ F9d §

39 gel A q@r §, & A7 gal fhae & fv sgd & Agcaqoy
gld 81 T8 Poil H HYRIT wte 3R Aiel A Heared & v GFAer ga
gl I8 gaeqfad # AT el arel HISARIs Wi, ThdEr $HI Agg
A &l T8 Gg, Fesdl e FeRel are Sl # AT w o A
@A §| TG gl AT § H shdel Th & ool 8L Aol Hd Coo g
AR Srefal gl 9&fl 3roelr aifdiafeay & gd 8y, o135, 3R @ & @
ﬁmﬁﬁ%lﬁmﬁﬂgﬂ%@ﬁmm%?ﬂ%lsq TJGAT JHG
TEr? ThdeR! AR AT HIFT & qhed & T oAb G gl gcdl?  hled
Tfter g@l 3R AR & T @ I g F AARR gl F RN et grar?
36 oW H UIST FAY T9der RaTYe Ud AdARS gl § #1?

THTC 3RAMF o $S TAYT B3 &l 37 F Th I 3oglel 3o7 qiaram
AR IRt & A fIEaw Sieg 300 Tod & Wiald fhar Sreern| g
Tq AGEN & GR-UTEE & Ui HGHIGT 1 39S &A1 &1 3R &6 avg
SNE-STI3 I GRIEIT IWAT § o §H 379a SiTel 1 Teh fgear faRke &
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¥ SETell SRl & foT 3RI&T & gsaml gH Ig #ff Ig @l
AT foh SoTel gereafd @ a3t &l 3T ¢l & 37erar, 918 3R $faRor
&1 o VevaTr §

T 2’92 H, TP gegeiid &3 & Tfia foear mr o1 I8 gar
I Sfige I PWaIT 7 Wiad = F v s garar g1 T 4,
g 15 3N 3HF Tod & Iiadedl A I Siiael & fdehrd & v Sepear
¥ FHA FAT &l 38 FT SOl AR A ded S-St F
forT amfEd fomar| STer avgsha & iaa w@r Srar g, O Sl A
ROT T A7 HaTergull e o

dheiiceh H SR H Teh IROY § AR uferdl & fov Emerdieg
(AREUCAA & Ur) H Teh ROT T AT HIFU g1 3o Arerqunar
TWHR & AR T geely oem q@ § 3R AIaX 9 gal foar fear gifer
& 3TolIC gA ¥@hd gl FAR &S §3  SHT Ygd 9
& STelr RT3t 3R Fshr & F&Eor F v @ W Rr aw )
ay gferdl T FP gefadr oerenEr faeE g " gl IR H AU
qAEgid AR g giErdt & HfAAFd faamer #r AL Ahd, O gH gAR
X 3 AT Ueh IATAT HT FoR A S F= 1 &
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el b

5. WA feall & formg &G TS & SHTel Sfa STe3il &I giaida fohar
qT?

&. BT Igoiid 1S &l fohd ATl H TS foram aram ar?

b. TET Togoild dI8 o doF Siiael a9 & fasre £ o
T 1A fohar 872

Y. oAl & &l FHIRUAT & ATH FdBST?
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Appendix 11

Score Sheet

Name: Gender:

Age: Grade/Class:

Medium of instruction

I.  Perceptual discrimination skills:

Auditory Auditory Auditory Visual discrimination test
Identification Recall discrimination
Level level test
Stim | Res | Sc | Res | Sc | Res Sc Level 1 Level 2
Res | Sc | Res Sc

=z
o

NIN(N R (R R e e e e
NP |O|o|o|(N|o|o|h|lw Nk |o|©® N OO &AW N =
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23

24

25

26

27

28

29

30

Phoneme/Syllable — Grapheme/Letter correspondence test

Part 1:
Beginning Ending Consonant Vowel
consonant consonant blends sounds
Res Sc Res Sc Res Sc Res | Sc

NP R R R R R R IR P
O|lo|o|N|o|u|bh|lw|N|k|o|@ X INo O~ Wi =S
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Part 2:

Beginning
consonant

Ending consonant

Vowel sounds

No. | Response | Score

Response | Score

Z
o

Response

Score

OO NO OB WIN| -

(BN
o
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BLENDING TEST

Level 1 Level 2
No. | Response Score Stimuli | Response | Score
1
2
3
4
5
6
7
8
9
10
11
12

Structural Analysis Test

Level 1 Level 3
No. | Response | Score | Response | Score
1
2
3
4
5
6
7
8
9
10
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Level 2:

Response

Score

Reading Passages

Level | No. Response Score
1 1
2
3
4
2 1
2
3
4
3 1
2
3
4
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Chapter 1: Introduction

Reading is a holistic act. It is more difficult than speaking, because children must be
aware of the sound structure in spoken language and then break the alphabetic code to acquire
the sound/symbol connection. One possibility why reading is so much more difficult to acquire
than an oral language is that during oral language acquisition, the mapping between symbol
(word) and object is easy. In contrast, when learning to read, a child must focus on the letter-
sound correspondences and on blending those sounds to produce the proper pronunciation of the
word. It is unlikely that the words’ referent is anywhere in the environment, and even when a

text may be accompanied by pictures, reference to the pictures is unlikely to be systematic.

India offers an interesting contrast of written languages with the extreme opacity of
English alongside the transparent Hindi orthography within the same group of children. There
are differences in orthographic transparency of the two languages, Hindi and English. In
‘shallow’ or ‘transparent’ orthographies, graphemes generally represent only one phoneme,
whereas in ‘deep’ or ‘opaque’ orthographies, individual graphemes represent a number of
different phonemes in different words, and there are many exceptions to grapheme-phoneme
correspondence rules (Spencer & Hanley, 2003). Therefore, in a ‘deep’ orthography, children
have to learn not only the grapheme-phoneme conversion rules but their exceptions as well.

Standardized tests are low cost appropriate tools that are often used to detect reading
writing difficulties. As a majority of these tests are usually available in English, it is always
necessary to translate to the native language when used in non-English speaking communities.
However, there are difficulties in the process of proper translation, and the lack of a local
language version can become a barrier in assessing and reporting such deficits. Translated
versions are needed in detecting health problems that will also allow cross-countries and as well
as cross-cultural comparisons (Hunt, Alonso, Bucquet, Niero, Wiklund, McKenna, 1991). In
situations where tests and instruments originally developed in a particular language for use in
some national context are to be made appropriate for use in one or more other languages and/or

national contexts, the aim of the translation/adaptation process is to produce a test or instrument
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with comparable psychometric qualities as the original. Adaptations of the accompanying verbal

materials for administration and score interpretation are necessary.

The aim of the present study was to translate and adapt Early Reading Skills proposed by
Rae & Potter (1973, 2nd edition in 1981) in the book titled “Informal Reading Diagnosis: A
Practical Guide for the Classroom Teacher” in Hindi language. The present study also
considered and incorporated the suggestions reported in “Descriptive Analysis of the Sequential
Progression of English Reading Skills among Indian Children” by Monika Loomba
(Unpublished Masters dissertation, 1995), later edited by Jayaram, Prema and Savithri (2003) as
a publication of All India Institute of Speech and Hearing, Mysore. Further it is also aimed that
this adapted tool serve as a measure to assess the sequential acquisition of the continuum of
Hindi reading skills in children of Grades | to VIII. Accordingly, the study aimed to
investigate and explain the presence of literary deficits in Hindi speaking children with

Learning Disability.

Chapter 2: Preparation, administration and scoring

General guidelines
1. ERS-Hindi is designed for use by speech language pathologiosts
2. The administration time is approximately 30 minutes depending upon the cooperation of
the child
3. Familiarization: It is important to familiariza fully with ERS-Hindi well before starting
the test. This involves reading through this manual carefully, familiarizing with the

procedure, scoring pattern and interpretation for each section.
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Instructions for subtest administration and scoring for following sections and subsections of

ERS:
Sections Subsections Levels
I Perceptual Auditory Identification Level -
Discrimination
Skills Auditory Recall Level -

Auditory Discrimination -

Auditory Perceptual

Visual Discrimination 1

Visual Perceptual -

I Phoneme Beginning Consonant 1
/Syllable —
Grapheme/Letter Ending Consonant
Correspondence

Consonant Blends

Vowel Sounds

Beginning Consonant 2

Ending Consonant

Vowel Sounds

I Blending Test - 1

- 2

v Structural - 1
Analysis Test

- 2

- 3

\Y; Reading - 1
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Passages - 2

Administration Guidelines:

10.

The instructions should be read out from the booklet to the participants.

Take care to make the participants feel comfortable before and during the testing.

The children should be tested individually in a single session in a quiet, noise and
distraction free environment.

Testing can take place during school hours in private testing spaces on the school
premises also.

The study should be explained verbally to the participants.

After the children have been given a period of time to become comfortable with the
experimental setting; give each participant a copy of the test along with a pen/pencil.

The audio video recordings of the sessions can be carried out while administering the
test.

For each subtest, the items are to be presented in the fixed order.

Each participant should be given reasonable amount of time to respond. If required
stimulus word or instructions can be repeated again. When the correct response is
obtained, verbal reinforcement should be given to maintain motivation level.

Before testing establish rapport and after testing appropriate rewards can also be given to
the child.

Instructions for Subtest Administration and Scoring

Section I: Perceptual Skills- Testing of perceptual skills included:

A. Auditory Identification Level: This test was selected because it provides information about a

child’s ability to identify different letters. In the test, the child is given a sheet with row of
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letters. The letters are orally presented to participants, and each participant is asked to circle

the letter the tester names. The test has 26 items. e.g.: point to the letter A along that row.

. Auditory Recall level: This test requires the child to read the underlined letters in each row.

There are 26 items in this test. e.g.: tell the name of the letter underlined N.

. Visual discrimination test: This test begins with items that are dramatically different from
each other. There are both letters and shapes. It consists of matching to given sample items.
In each problem, a figure, letter, or letter group is given first and a series of items appear to
its right. The test is administered in two parts: Level | (geometric shapes and individual

letters) & Level Il (words and nonsense syllables). There are 17 items each in both levels.

Level 1: Prerequisite skills for letter identification include visual discrimination of shapes,
and differentiating between straight and curved lines. Child must be able to recognise the
different symbols, perceive their direction, tell the difference between similar shapes and
determine where these are located in relationship to each other. Students must also be able to
discriminate between random symbols, letters, and numbers. The ability to perceive the

shapes of objects and pictures is an important skill for the developing child to acquire.

Level 2: Visual discrimination involves the ability to perceive letters accurately by noting
likenesses and differences in them. The learning of the letters of the alphabet, syllables, and
words will undoubtedly be impeded if there is difficulty in perceiving the form of the letters,
syllables, and words. Beginning readers often misperceive letters that are similar because
they have not yet internalized the differences.

e.g..bp---bg pd bd bp

. Auditory discrimination test: The test is administered orally to an individual child who is
seated such that neither the examiner's mouth nor the words on the test form are visible to the
child. The examiner reads each word-pair only once, and the child indicates whether the
word-pair consists of different or identical words. The test contains 30 word pairs, 21 of the

pair are dissimilar (7 varying in the beginning, 7 in the ending and 7 in the medial position).
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The other 9 are identical pairs to ensure that the child is not responding by rote. e.g.: pat —

pan

Section 1I: Phoneme Grapheme Correspondence Test- Phoneme-grapheme correspondence test

does not necessarily require knowledge of spelling, but rather an understanding of the letters

related to particular sounds in words. It is assessed in two levels:

Level 1: This level assesses the ability to write the correct letter from a word clue.

A

Beginning consonant: It consists of 18 words and the child is asked to identify initial

consonant sound of the words. e.g.: write the beginning letter of dog - d

. Ending consonant: In this identification of single consonants at the end of words are tested

using a list of 15 words. e.g.: write the letter at the end of dog - ¢

Consonant blends: This part deals with identification of the letters constituting a blend. The
child is instructed to write the two letters that form the blend sound at the beginning of the
word said by the tester. It consists of 20 blends. e.g.: write the two letters t the beginning of
blast - bl

Vowel sounds: This part tests the student’s ability to recognize vowel sounds: both long and
short single vowel sounds that appear in the middle of the word in the consonant vowel
configuration. The child is provided by a list of the vowels in Hindi and asked to identify the

vowel in the word named by the tester. The test has 10 words. e.g.: hen - e

Level 2: This tests the identification of the initial/final consonant of a word, when a target

consonant is provided before starting the test. The child is instructed to put a (1/ ) mark in the

box beside the number of the word on the answer sheet, if the word said by the tester begins/ends

with the sound of the target consonant.

A

B.

Beginning consonant: It consists of a list of 30 words, testing 6 consonants at the initial
position.
e.g.: b. 1. bat 2. cat 3. big 4. beautiful

b1.v 2% 3. v 2 v

Ending consonant: It consists of a list of 30 words, testing 6 consonants at the final position.
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e.g..t. 1. get 2. come 3. fat 4. forget

t1v 2% 3. v 4. v

C. Vowel sounds: This tests the identification of medial vowels. The examiner says three words,
out of which two have the same middle sound. The child is asked to tell the two words which
have the same middle sound. e.g.: “bet mess bill” --- bet & mess have same middle

sound.

Section Il1: Structural Analysis Test - Structural analysis skill is assessed by asking learners to

divide compound words or to underline the root word or the affix in words with prefixes and/or

suffixes. It is also tested in different levels:

Level 1: It deals with the earlier set of regular and irregular inflectional endings within contexts.
It has 10 fill-in-the-blank sentences with 3 options for each.

e.g.: The boy was the horse. (ride/riding/rided)

Level 2: It deals with a series of affixes and requires identification of words according to
meaning of affix. It has 8 items with three items in each set.

Circle the word which indicates plural: baby babies baby’s babied

Level 3: It deals with the child’s ability to identify roots within words. The test had four rows of
words each out of which three have a common root. The fourth word looks as if the root could be
the same, but the meaning and/or pronunciation identify it as being different from others. The

child must cross out the word that doesn’t belong to the group.

e.g.: underline the root word: recount c@n@ counties uncounted

Section IlI: Blending Test - Phonetic blending is the ability to join phonemes in a smooth

enough manner to approximate a pronunciation that enables identification of the word. Itis

assessed in two levels:

Level 1: It uses picture clues in Rebus style and is meant for less mature children. It has 12

items.

e.g.. t + NWES = train
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Level 2: It requires more reading skills but uses the identification level for answers. It has eight

items. e.g.: str+ite  str+ide str+eed

Section I1V: Oral Reading - This test included four short passages. The passages were arranged in

the order of decreasing level of cohesion and increasing level of complexity. Low-cohesion
passages contain a higher number of pronouns, fewer causal connectives, and more filler text
between inferences. All the first three passages are narrative while the last one is an expository
text. The passages contained the following number of words: Passage 1 (44 words), Passage 2
(227 words), Passage 3 (357 words) and Passage 4 (522 words).

Items: Four questions were created for each passage, which also vary from simple to complex
(requiring inferential skill). For the first question after each story, students were required to make
a setting inference. The setting questions were considered fairly easy and were included for
students with poorer inference skills. For the other two questions, students were required to make
causal inferences. Therefore, to create a range of difficulty in the items and to better differentiate
good and poor comprehenders, two causal inference questions were developed for each passage.
The first causal inference question required students to integrate clues in the text across shorter
amounts of text and the other required integration across longer amounts of text. For each
passage, the order of the questions remained the same: (1) setting, (2) causal-near, and (3)

causal-far.

Chapter 3: Development and standardization of ERS-Hindi

Test construction

The translation of the test material required a thorough review of the available literature
on sequential reading acquisition skills, followed by judgment of the appropriateness of the
content by a committee of experts consisting of a linguist, a speech language pathologist and
another qualified speech language pathologist in the field of clinical services (all of them fluent
in both Hindi and English, and with a recognized degree in their respective areas of

specialization). The committee was involved in translating tests from source language to target
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language, emphasizing on thematic translation in local languages rather than literal translation of
a test (Peters & Passchier, 2006), because word-for word translation can often be inadequate in
addressing linguistic and cultural differences (Hilton & Skrutkowski, 2002). Adaptation of ERS
in Hindi language was the combination of close translation of the parts of the instrument that are
assumed to be adequate in the target culture, such as test instructions and items of perceptual
skill test, and a change of other parts when a close translation would be inadequate for linguistic,
cultural, or psychometric reasons (Hambleton & De Jong, 2003; Harkness, Mohler, & Van de

Vijver, 2003), like sections assessing structural analysis abilities.

Pilot testing

A pilot study was carried out as a preliminary try out and for familiarization of
administration. The pilot showed a possibility that the test battery, if validated only on English
medium students, could give false positives for students from a Hindi medium. Therefore, the
data set was divided into two equal groups in order to accommodate an equal number of
participants from both Hindi medium State Government school children (Lower SES) and
English medium public/private school children (Middle SES), so that test items specifically

sensitive to differences across both the group of participants could be revealed.

Standardization

The final version of the test was administered on 160 typically developing children
(TDC) between the ages of 6-13 years studying in any Standard between | to VIII, 20 children
(10 males and 10 females) from each grade, in a school following the academic curricula
proposed by Central Board of Secondary Education (CBSE) and using textbooks approved by
the National Council for Educational Research and Training (NCERT, New Delhi). The
participants were divided into two groups according to the medium of instruction in the
respective schools: TDC who were being educated in a Hindi medium school (TDCH) or TDC
who were being educated in an English medium school (TDCE). Each group had 80 TDC
belonging to Grade | to VIII. Since previous research predicted a predominantly higher SES
opting for private education (Tilak, Jandhyala and Sudarshan, 2001), the two groups of TDCH
and TDCE was to a certain extent assumed to represent a lower and a higher SES respectively.

The duration of administration was 30 minutes and an audio video recording was carried out.
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The inter judge reliability was done by retesting of 10% of the audio video recorded data and
about 10 percent of participants were randomly selected from the original sample to provide
evidence of the validity of the adaptation. The developed test was then administered on sixteen
children with Learning Disability (CLD).

Chapter 4: Instructions for Scoring

A common scoring system is used for all the subtests. A score of 1 is given for each item
answered correctly. Therefore, the maximum score for each subset varies according to the
number of items in it. The method for scoring for identification of medial vowels is slightly
different. Here the score of 1 is given if the participant answers both the questions correctly. If 1

question is answers, then half point is given.

Sections Subsections Levels Maximum
Score
Perceptual Auditory Identification - 26
Discrimination Level

Skills Auditory Recall Level - 26
Auditory Discrimination - 30
Auditory Perceptual - 82
Visual Discrimination 1 17
2 17
Visual Perceptual - 34
Phoneme/Syllable- Beginning Consonant 1 18
Grapheme/Letter Ending Consonant 15
Correspondence Consonant Blends 20
VVowel Sounds 10
Beginning Consonant 2 30
Ending Consonant 30
VVowel Sounds 10
Blending Test - 1 12
- 2 8
Structural - 1 10
Analysis Test - 2 10
- 3 24
Reading Passages - 1 4
- 2 4
- 3 4
- 4 4
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