The copyright of this thesis vests in the author. No
quotation from it or information derived from it is to be
published without full acknowledgement of the source.
The thesis is to be used for private study or non-
commercial research purposes only.

Published by the University of Cape Town (UCT) in terms
of the non-exclusive license granted to UCT by the author.



AN INVESTIGATION OF TUE PHONOLOGICAL AWARENESS
SKILLS OF THIRD GRADE XHOSA LANGUAGE SPEAKERS,
WITH SPECIAL REFERENCE TO THEIR LEVELS OF SPELLING
AND READING SKILLS IN ENGLISH

SHETLA ALLEM

A research report presented to the Department of Education, Applied Language and
Literacy Studies, University of Cape Town, m partial [ulfilment of the requirements for
the degree MPhil in Education.

2000



DECILARATION

E, Shetla Jovee Allen, hereby declare that the work on which this dissertation 15 based is
my original work (except where acknowledgements indicate otherwise), and that neither
the whole work nor any part of 1t has been, s being, or s to be submiticd Tor another

degres in this or any other uriversity.

| empower the Umversity of Cape Town lo reproduce for the purpose of research either

the whole or any portion of the contents in any manner whatsocver.

il

Signature

2005 . o4 th
Date



ACKNOWLEDGEMENTS

The writer wishes to thank the following:

The Centre for Apphed Language and Literacy Studies and Semvices in Affmca
{CALLSSA), for fundimg received dunng the course of this masters programme.

The Western Cape Education Departiment for granting approval to conduct this research,
the school ¢hildren who made this study possible, and the principal and teachers who
welcomed me to ther school,

My supervisor, Mastin Prinsloo, for his patience when no work was forthcoming, and
for his kind. sympathetic support when times werg ditlicult, 1 will always be grateful
for his genile encouragement and comfidence m my abiliies to complete thus
dissertation,

Professor Rochford for kindly supplying the factor mairix data. and kultwano Ramaboa
tor her statistical input.

Shelley O’Carroll for her enthusiastic, lively interest n the field of phonological
awarenass, and her professional generosity in shanng research papers and tests.

My daughter Lowse for the time spent proofreading, and for pnnting the coloured
sraphs. Her husband Terry for his help compiling them, My daughier Bev for patiently
teaching mwe Microsoll Excel, and for coming to the rescue whenever things went
wrong. Thank yeu all tor your loving suppert and willimgness to help wherever you
could.

My parents for their love and supporl, with speeial thanks to my mother Gwen, for
instilling in me the desire to achieve academically, and for making me believe anything
was possibie.

Finaltly, my husband Don, who, in spite of ill health, never let me give up the dream of
obtaining this degree. His practical assistance and intelligent, insightlul suggestions
were an invaluable help during the writing of this dissertation. No words can describe
my love and gratitude.



ABSTRACT

The aim of the study was to examine the refationship between phonological awareness
skills and hteracy levels in disadvantaged third grade Xhosa language speakers who arc

learning (o read and wrile i English.

Muost of the tearners in this study were unable to read and write much beyoend the Grade
I fevel. Ther scores on the auditory blending test were satistactory, but performance on
olher phonologeal awareness measures was poor. The results of this study indicate that

phonics and phonological awareness are closely interrelated.

Many of the literacy problems expenienced by these learners appear to be a direct result
of imited expenence with the sound system of Enghish and an incomplete knowledge of
sound-symbol refationships. Differences in the phonermic repertore between X hosa
and Fnglish contribute towards difficultics 1n vowel pronunciation and discrimination,
and with onset-nme awareness. The Jeammers presented with poor auditory analysis of
sounds 1n spoken words and with difficullies determumng where word boundaries lall.
They appear to use analogies involving both imitial and final consonant clusters in their
reading, but were not always able to transfer this knowledpe to their wnitten work. The
learners’ himited vocabulary in English, their lack of knowledge of sight words and poor
performance or words with complex orthographic encoding resulted in a necd for them
1o focus on “decoding” printed information while payving hittle attention to the mcaning

of what was being read.

T'he results of the study indicate that the emergent literacy approach 15 an imappropnate
model of hteracy development for this proup of isiXhosa learners.  Phonics
programmes, based on an awareness of the phonemic structure of English words and the
differences between the two languages need o be implemented L0 improve lileracy

development.

1



TABLE OF CONTENTS

DECLARATION
ACENOWLEDGEMENTS
ABSTREACT

LISt OF TABLES

LIST OF FIGURES

LIST OOF APPENDICES
TABLL O CONTENTS

CHAPIER ONE
1. Introduction
2. Language proficiency and hiteracy development
3. Defining phonological awarencss
4, Phonological awarencss and lteracy development

Ly

e L =

Phonological awarencss and the emergent hiteracy model
Second language learning and phonological awarencss
The Xhosa language

Black South African Lnghish (RSAF)

CHAPTER TWO
METHODOLOGY

L
2.

3.

Introduction

Alms

Subjocts

ko Procedure for subject selection
Data collection

41  lest of letter knowledee, phonetically regular words, ininal and

i

Vil

bl

15
20
21
21



42
43
4.4
45
4.6
4.7
4.8
49
410

5.1

Final blends, long and short vowels. digraphs.
ESSI Reading and Spelling Tests

Buri Word Reading Test

Reading Comprehension Test

Sight Words: Sentence Dictation Test
Controlled free-writing task

Diagnostic Dictation Test

Rhyming Subtests

Auditory Blending Test

Test of Auditory Analysis Skills

Recording procedures and 1nterpretation of test results

Test of letter knowledge, phonetically regular words, initial

and final blends, long and shori vowels, digraphs
ESSI Reading and Spelling Tests

Burt Reading Test

Reading Comprehension Task

Sight Words: Sentence Dictation Test
Controlled free-writing task

Diagnostic Dictatien Test

Rhyming Subtests

Aunditory Blending Test

Test of Audiiory Analysis Skills

CHAPTER THREE
RESULTS

i

T'ests assessing literacy development

1.1
Jd
1.3
L4

Knowledge of names and sounds of letters of the alphabet
Oral reading of phonetically regular words
Oral reading of words containing consonant digraphs

Oral reading of words containing imiial blends

gL
a9
46
48



1.3
1.6
1.7
1.8
b9

110
1.11
i
113

Oral reading of words containing linal blends

Oral reading of words contaimng long and short vowel sounds
Cral reading of words containing vowel digraphs

Oral reading of words containing vowel-consonant digraphs
Resulls of ESS1 Reading and Spelling Tests

1.91 LSS Reading 1ests

192 ESSI Spelling Tests

1.93 Comparison of ESSI Grade 3 reading and spelhing scores
Results of the Burt Reading Test

Eesults of the silent reading comprehension test

Results of the senlence dictation task {sight words)

Results of the controlled free-writing task

s Tests assessing phonoloyical awareness
2 Driagnostic Dictation Test
22 The Auditory Blending Test
23 The TAAS Auditory Analysis Test
24 The PAT (Rhyming subtests: Discnmination and Production)
3 statistical analysis of the data
31 Interrclationships between the measures
332 Facility and discrimmination indices
33 Factor analvsis
34  Analysis of subject performance
CHAPIER FOUR
DISCLUSSION
t Introduction
& Test assessing lileracy development

2.1
22
2.3

Knowledge of the names and sounds of letters of the alphabet
Reading

Spelling and written work

i
38
1
63
66
66
i
60
Fil
70
i
73
79
79
79
79
&1
83
&3
86
B8
pt

94
64
94
97
106

Wi



aad

Tests assessing phonological awareness

4. Relationship hetwecn literacy skills and phonological awareness

1

Statistical analyses of the data

6. Lumitations of the present research
T Implications for future rescarch

8. Conclusions

REFERENCES

APTENDICES

02
1053
fud
108
108
{0

Wi



LIST OF TABLES

CHAPTER TWO

Table I: Meun stanine scores for the 1XSSI Spelling Tests

Table 2: Equivalent age bands (EAR) for the Burt Ward Reuding Test

Table 3: Interpretution of Ruw Scores on the Roswell-Chall Auditory
Blending Test

Table 4: TAAS interpretation of raw scores

CHAPTER THREE

Tuble 3: Oral reading—knowledge of the sovunds and rames of the alphaber

Table 6: Oral reading error analysis - letters of the alphabet
fLetter confusions)

Tabie 7: Oral reading error analysis — letters of the alphabet
{(Verbalisations, additions of soundys and refuvals)

Tuble &: Oral reading of phonetically regular wards

Table U: Oral reading error analysis — words containing consonRant
digraphis

Tabie 1 Detailed ervor analvsis  consonant digraphs

Table Lf: Oral reading error analysis — words containing initial blendy

fahie 12: Oral reading error analysts - words containing final blends

Tabie 13: Oral reading error analysis - words containing long and
short vowels

Table 14: Oral reading error analysis - words containing vowel digraphs

fable 13: Oral reading errar analysis - words containing vowel digraphs

Fable 16: Results of the FSSI Reading and Spelling Tests and the Burt
Reading Test

Tuble 17: Rextdts of the silent reading compreftension fest

Table 18a:  Results of the sentenice diciation task (xight words)
(Sentences I, 2 and 3)

Table 18b:  Results of the sentence dictation task (xight words)

22

37
38

oy

0

42

44
47

50

51

54

56

0

64

6Y
71

Wil



Tahle [9a:

Table JOb;

Tahie 200:
Tabie 21.
Table 22:
Table 23:
Table 24:
Table 25:

fhentences 4, 3 and )

Controlled free-writing task

{Pictwres {,2 and 3)

Controlled free-wriding task

(Pictures 4, 3 and 11

Hearing and recordmg sowmcds m words — Clay's diciation task
Phonological awareness tests

Fracitity and discrimingtion values

Factor analyses: Figenvalues

Feactor muirix

Subject performance: Cluster averages on the 23 measures

74

7

g
il

87
84
G
92



LINT OF FIGURES

CHAPTER THREL

Fig. 1
Fig.2;

Fig. 16:
Fig 1

Fig 18:

Fig 19

Fip 20:
Fig 21:

Fig 22
Fig. 23:

Oral reading: subjects” knowledge of letter names and sounds
Oral reading: conlustons between lelters of the alphabet (group)
Oral reading: knowledge of phonetically regutar words {greup)
Subtects” knowledge of phonetically regular words

Oral reading: knowledee of consonant digraphs {group)

Oral reading subjects’ knowledge of consonant digraphs

Oral reading: knowtedge of imthal blends (group)

Oral reading: subjects’ knowledpe of imitial blends

Oral reading; knowledge of tinal blends

Oral reading: subjects’ knowledge of final blends

Oral readimg: knowledge ol long and shert vowels (group)
Oral reading: subjects” knowledpge of long and short vorwels
(ral reading: knowledge of vowel digraphs {group)

Orul Teading: subjects” knowledge of vowel digraphs

(Jral reading: knowledge of vowel-consonant digraphs

Orul reading: subjeets” knowledge of vowel-consonant digraphs
Oral reading: comparisen of subjects’ LSS5I reading scores tor
Grades 1-3

Written spelling: companson of subjects’ ESSI spelling scores
for Grades §-3

Compansen of subjects” Grade 3 (second term) LSS! reading
and spething performance

Stlent reading - comprehension. test

Comparison of subjects” scores on the Roswell-Chall. TAAS
and PAT tesls

Tree diagram ol the 23 test measures

Tree diagram of 1% subjects

39
41
46
46
48
44
53
58
35
¥
58
&)
6l

65
635

a7

&7

60
#H

8
84
]



Appendix 1

Appendix 2
Appendix 3:
Appendix 4
Appendix 5;
Appendix 6:
Appendix 7.
Appendix 8
Appendix Y-
Appendix 1

LIST OF APPENDICES

Test of letter knowledge, phoneticallv regular words
mitial and final blends. long and short vowels,

and digraphs

ESSI Reading and Spelling Tests

Burt Word Readmg Test (New Zealand Revision)
Comprehension Task

Controlied free-writing task

Clay's diagnostic test { Hearing sounds in words)
PA'T Rhyming subtests (Discrimimnation and Production)
Roswell-Chall Auditory Blending Test

TAAS ( lest of Auditory Anglvsis Skills)

Appendix 10; fntercorrelations between hiteracy skills

and phonological awarencss

Page

A



CHAPTER ONE

I. Introduction

During October and November 2004, the Western Cape Education Department (WCED)
underiook a major study of Grade 3 leamers to detcrminc if there had been an
mmprovenent in literacy and numeracy performances since the last study in 2002, More
than 34 000 Grade 3 pupils in 1 093 schools were assessed. A media press report releascd
by the WCED on May 24 2005, slated thal 39.5% of leamners passed the literacy test at the
(irade 3 level compared to 35.3% in 2002 (Witbooi, 2003). According Lo Witbooi, these
results still fall far short of what is required from learncrs at this level and thal there is “a

need for greater coordination, monitoring and ongoing evaluation™.

The children in the present study are a group of nineteen Grade 3 Xhosa language speakers
who were part of the WCED study mentioned above. They live in the Weslern Cape in an
informal settlement consisting mainly of shack dwellings. The language of teaching and
learning in the school they attend i1s English, which is introduced at the pre-school level.
This approach to education means that right from the start the children learn everything
through the medium of the English language, including how to read and write This
‘straight-for-English” model (Heugh, 2005a; Heugh. Siegruhn. & Pluddemann, 1995, p.
viii; Macdonald, 2001, p. 68) is one in which speakers of languages other than English,
begin and continue their schooling in English, which is usuaily a second or third language.
According to class teachers at this particular school, children have had little or no
expericnce of English before starting school and very few of them come from homes where
books and reading are a part of life. At the time of this study. none of the teachers at the
school were isiXhosa speakers; they were Afrikaans first lanpuage speakers who could also
speak English,



The decision o choose English as the medium of instruction in the target schoo! was made
by the school principal and patents of children attending the school. This decision was
made despite the fact that although the class teachers speak fluent Afrikaans and English.
they are unable to communicate with the learners in their home language, isiXhosa,
Xhosa is introduced as a subject in Grade 4, at the time of the studv, the three Grade 4
classes at the school were unable to begin these lessoms, as the school had been unable to
find a teacher. The enly teacher in the schoel who could speak 1siXhosa was the “support’
teacher who came to the school a few hours a week 1o give small groups of cluldren extra
lessons m Mathematics and English  The strategy of “code swiiching’, swilching between
students” home language and the medium of instruction {Alidou and Brock-tline, 2005),
was therelore unavailable to the classroom teachers as a means to help the children
anderstand what was being said in English and to encourage participation i classroom
activitics. T'he situation at this particular school suggests that literacy teaching and learning

1s hampered by senivus communications problems faced daily by teachers and learners.

The scope of this dissertation excludes a discussion of the quality of teaching and method
of literacy instruction. Although these are imporiant vaniables i literacy acquisition, they
are excluded in order to focus on how children in the target groop read and spell. The
researcher, a quatified remedial teacher, has a sound foundation in the lechnigues of using
and interpreting the diagnostic and mformal tests used i the tesearch. Frrors in ural
reading, written language and comprehension skills of leamers are categonsed in order to
identity problematic areas and to determine to what extent, 1f any, errors in reading and
writlen language, made by Xhosa language speakers. ¢an be linked to the phonological
awareness of sounds in the English langnage. The concept of phonological awareness has
been included because of the “near incontroverhble evidence™ thai links it to reading and
spelling achicvement (Stah! & Mckenna, 2000, p. 1), and because children Jearning
English as a second (or third) languape have typically been excluded from studies
involving phonological awareness (Fijper, 2003; Stoar, 1999}



2. Language proficiency and literacy development

According to the Constitulion ol the Republic of South Africa, Act 106 of 1996, everyone
has the nght Lo receive a basic education n the official language of his or her choice in
Public educational institutions, wihere that education I8 reasonably prcticable. In most
South Afrmcan scheols, however, the medium of instruction s English and indigenous

languages arc taught as subjects (Buthelezi, 2002; Kamper, Mahlobo, & Lemmer, 2003).

Research indicates that English language proficiency is scen as essential for gencral
dcademic achievement, career prospecls and sucecessful funclioning in a multilingual
society {Buthelezi, 2002; Kamper o al.; 2003; Mda, 2004}, Parcnts are reluetant to move
away from English as the language of learmng and teaching as it is viewed as the
‘language of opportunily’. Nurray (2002, p. 438) notes that many parents in South Africa
believe that the home language 15 learnt gquite adequately at home and that it is the “job of

the school to teach English”.

According to Appel and Muvsken (1987}, when sccond-language learmng is part of a
process of language shift away frem the first or ‘home' language, “subtractive
bilingualtsm' resulls and the first language is 0. danger of being replaced by a nattonai
language.  As a result of poor perfonmances among learmers, and a concern that the
domination of English poses @ possible threat to indigenous languages, there has been a
change in atitude towards a wider appreciation and utilization of Aldrican languages
(Buthelezi, 2002, De Klerk, 1995; Mda, 2004; Murray, 2002). According to de Klerk
(1995, p. 56), overwhelming evidence from all over the world indicates that children need
to develop advanced skills in their own language “betore they can function acadernically m
a second language, where this is a language ol power, c.z. Enghsh™. De Klerk argucs that
replacing the [irst language with English has never worked anywhere in helping children to
achieve. Citing the Threshold Mrofect research conducted by Carol Macdonald (1985 to
19903, as well as David Langhan's report on medium-ol-instruction policies in Alncan
counteies, de Klerk concludes that there 1s “not a singie known case of successful straight-

for-L2 policy on a national scale anywhere on the continent” (de Klerk, 1995, p. 56).



Heugh (20(5a, p. %) holds smular views on Iiteracy development She argues that
“children cannot learn through a second language before they have developed sufficient
proficiency or competence in this language to make this possible”. Language is the most
imporiant factor in the process of leamning (Abdou & Brock-Utne, 2005, Brock-Utne &
Holmarsdotiir, 2004; Heugh. 2005a). According to these authors, we cannot expect
children fo acquire knowledge and skills when they are taughi in a language they cannot
understand. 'Their research indicates that a child wall normally need 6-8 years of leaming a
language as a subject before it can be used ag a medium of instructon. One cannot expect
children to bezin learming a new language and also to use this language as a medium of
ingtruciion at the same time, they will neither learn the new language wel enough nor the
other subjects taught through this language (Heugh, 2005b). Buthelezi (2002, p. 4) cites
Lauvglo, 2001, in stating that to teach basic Iiteracy 1o a language other than the mother
tongue 15 a “recipe for pedagogic disaster”, While not disputing the importance of the
Fnglish language, Macdonald (2001, p. 70) argucs that the most important rcason why
schooling is not effective for the majonity of children in South Africa “is that most children

have to learn throueh a language other thaw their own” (her emphasis).

Smith and Elley {1994) offer an cxplanation as to why language is cnrtical to literacy
devclopment. Citing Clay {1991) and Well's (1986} longitudinal study of children’s
Iinguistic development, these authors explain thal children who have not been aclive in
exploring language will have difficulty in lcaming to read. and that “slow oral growth in
the preschool vears means slow reading growth at school™ (Smith & Elley, 1994, p. 21),
Two bechaviours that cnable teachers to judge whether a cluld has reached the “appropnate
zong of proximal development for reading instruction™ arc the ability to camy on a
sustained conversation and to retell a short story, Smiih and Elley stress that until a child
has an extensive oral vocabulary and can comprehend and generate conbnuous language,

he or she is unlikely to make much progress 1n learning to read.

Murray (2002, p. 443) notes that “the issue of how children learn Lo read and write should
be at the top of our rescarch agenda, but recently 1t seems to have been eclipsed by

concerns about multilingualism”.  She argues that we should “not lose sight of the



important task of schools to leach children to read and write”. According o Murray (p.
443), rescarchers should be taking into consideration the relationship between spoken and
written varietics of languages in multilingual communmiies and the implication ol this for

“enhiterating children".

3. Defining phonological awareness

Phonelogical awareness refers o the conscious awareness that spoken lanpuags s
composed of smaller sound pars, such as words, syllables and “phonemes’, the smallest
units of sound (Sensenbaugh, 1996). According W Adams, Foornan, [undberg, and
Beeler (1998). ‘phonemes’ refer 1o the small units of speech corresponding to leiters of the
alphabel. Fromkin, Redman & Hyams (2003, p. 273) state that phonology is “the study of
the ways in which specch sounds form systems and patterns™, and that the temm phonolog)
is uscd in two ways: as the mental representation of linguistic knowledge, and as a

description of this knowledge.

According to Sensenbaugh (1996, p. 1), the terrn ‘phonologieal awarcness’ can be
cousidered a broader term than ‘phoncmic awareness’, and refers to an awarcness that
words consist of syllables, ‘onsets and nmes’, and phonemes. Nadler-Nir {1997, p, 1} clles
scveral sources in noting that the terms phonological awarcness and phonemic awarceness
have been applicd interchangeably and that they refer Lo an “imporiant metalinguistic skill

that i highly predictive of aclucvement in the carly stages of literacy acquisition™

Griffith and Olson (1992, p. 518} stress that “phoncmic awareness is nof synonymous with
phonics...It Js not learning spelling-to-sound correspondenees.. It 1s an understanding of
the structure of spoken language™ (their emphases), Adams (1990), an oft-cited source in
the field of phonological awarcness, uscs the torm ‘phonerme awarcness’ atmost
cxclusively. She identifies at least five different levels of phonemic awareness, which

have been surmmanised as follows:



The most prmiive level  that measured by knowledge of nursery rhymes —
involves nothing maore than an car for the sounds of words.  Adams (1990, p. 79
cites eaclier research that arpues that carly knowledge of nursery thymes varied
with the children's own 1)s and ther parenls’ education and social class.
However, when cach of these influeinces were accounted {or, the researchers found
that carly knowledge of nursery rhymes was strongly related to the development
ol more abstract phonological skills and of cmergent reading abilities.

Al the next level, the “oddity tasks” (Adams 1990, p. 76) require the child to
comnpare and contrast the sounds of words for rhyme or aliiferation; this requires
not just sensitivity to similarities and differences in the overall sounds of words,
but the ability to focus artention on the components ol their sounds that nxake them
simnilar or different, The child 1s presenicd with a set of three or four spoken words
and asked which of the words is different or docs not belong. Sometimes this
decision 1s hased on the ficsl sounds of the words (c.g., pig, Al pin or give, pat,
girl, p). Somctimes children arc asked to use the middle sound (e.g., pin, gun,
fen or bet, mul, get, let).

At the third level, the “blending and syllable-splitting” tasks (Adams 1990, p.
75) secm 1o require that the child have a comlortable (annliarity with the notion
thal words can be subdivided into small, meaningless sounds corresponding to
phonemies and alse with the way phonemes sound when produced in isolation. In
blending tasks, the lester provides the segments of the word {e.g., “m/. . fa/_ _ip/™)
and the student is asked lo put thent together (“map™).

The “phoneme segmentation” tasks {Adams 1990, p. 67) require not anly that the
child have a thorough understanding that words can by analysed nto a sencs of
photiemes but that she or he be able to analyse them. The child must not only
know that a syllable can be segnicnted into phonemes but, to do so, must also have
a sufficient scuse of what {and how big) phonemes are. Mastery of letter-to-sound
comrespondence Is tested by a “tapping task®, The test comsists of a serics of words
or syllables, each composed of one to three phonemes. ‘The child 15 given a

wonden dowel stick and asked to tap out the number of phomemes i cach syllable,



* The “phoncme manipulation” tasks (Adams 1990, p. 71} require still further that
the child have sufficient proficiency with the phonemie structure of words that she
or he be able to add, delete, or move any designated phoneme and regenerate a
word {or 2 nonword) from the result, For example, children might be asked to say
hill without the /hf, monkey without the /k/, nest without the /3/, or pink without
the /k/. They may be asked to reorder the phonemes of a syllable or to add some

extra phonemes Lo it

According 1o Adems (1990, p. 81), the advantage of the most difficult of these tasks,
phonerme manipulation and phoneme segmentation, is that they “yield remarkably strong
predictions of and correlations with beginning reading acquisition™. The disadvantage of
these tasks is that they are usually unattainable by children who have reecived no formal

reacding instruction; the skills they assess could therefore be “cavses or merely effects of

beginning reading”.

4. Phonological awareness and literacy development

By the mid 1980s there were several studics showing an association between phonological
awareness and rcading development (Berninger, Thalberg, DeBruyn, & Smith, 1987,
Bradley, 1990; Stuart, 2005). Kjeldsen, Niemi and Olofsson (2003, p. 350} note that the
discovery of the connection between phonological awareness and reading acquisition has
been characterised as “one ol the great successes of modemn psychology”. According to
these authors, the benefits of systematic phonelogical raiming upon reading and speliing
skills are comsistent across various Western European and North American languages.
Ericson and Juliebo (1998} cite further researchers who have demonstraled thal
phonological awarcness may be a reliable predictor of reading success. As Bialystok
(2001, p. 1635) notes, the attainment of phonological awarciess 18 “the one predictor that

has consistently proven to be effective jn accounting for children’s eatly abihity to read™.



Although many studies establish 2 causa]l link between phonological awareness and
Iiteracy developroend, it 15 less clear exactly how phonological awareness enables a child o
rexd (Stahl & McKenna, 20000, or cven the nature of the tasks used 1o measure it (Stuart,
2005: Senscnbaugh, 1996). Bradiley and Bryvant (1983, p. 419) argue that “chifdren who
are hackward m readine are strkingly inseasitive to rhyme and alliteration”. Bryant and
Bradley {1983, 50 report that in companson to other chitdren, backward readers scored
“hetween three and six Limes worse™ in tests involving rhyime deteclion and production.
Aro, Arg, Ahonen, Rasanen, Hictala, and Lyvtinea (1999, p. 470} asrec with thesc
findings, noting that “awarcness of large units such as rhymes would be an important
predictor of reading skills in Enghsh™. Yopp {1288) grouped phonological awareness tasks
nto bwo major categories and identibied roles for cach in the devclopment of children’s
literacy. According to Bialystok (2001, p. 166), the ability to segment and manipulate the
sounds of speech, as well as skill wath thyme, predict children’s initial progress in learning

to read.

Bryaat and Bradley (1285, p. 47} report that children as young as two-and-a-halt-years old
are capable of producing rhyming wuords, such as “epgs are deges”, “enough-duff” and
“more-bore”. These authors conclude that children dabble in thymes, enjoy themn and leam
ahout the phonological structure of their language from them. Bradley (1990, p. 86) noles
that “little children make up their own words to achieve rhyme in word play™, and that by
doing so they practisc the :kill of analysing words into ‘onset’ and ‘rime” units. Goswarm
{1993) defines ynsets and nmes as units in spoken syliables that vsually include more than
ome phoncme and that correspond to the graphemes represented by the imitial consonant(s)
{onset) and the vowels and final consonant(s) (rune) in written words, Goswami (1993, p.
444y reports that “while nmes are mandatory 1 syllables, onsels are optional: 1 the word
steef, the onsct corresponds to the grapheme cluster s¢-, and the mme to the graphemcs
cluster —gef; 10 the word eel, a single rime, there 15 no onset.” Goswany {19921, p. 1993)
supgests that onset-rime knowledge cnables children to tead and spell new words and that

they usc palterns of kanown words. or orthagraphic analogies, to decode new words.



Stuart (2003, p. 46) provides a congise updale on research into phonological awareness and
rclations between phonological awareness and reading.  She acknowledges that there is
consensus among researchers that the development of phonologeal skills “proceeds from
awareness of large units (svllables, onsets and rimes) to awareness of smaller umits
(phonemes)”, but suggests that (urther research is needed to clarify other important issues.
One of these 1ssues is whether or not prior traning in rhyme awarcness [acilitales phoneme
awareness, “which remains an unexplered 1ssue”.  She concludes her summary by noting
that “to dispirit us all”, a recent paper has sugpested that even after thirty vears of research,
the hypothesis that phoneme awareness actually does influence the development of reading
has not been adequately tested, and that il may be argued that phonics, not phenological

awargness 13 what matters most {Stuart, 2005, p. 47).

Support lor the imporiance of phonological awaregness comes fom a study by Adams et al,,
(1998), which provides a useful explanation of the possible causal link between literacy
development and phonological awareness. These authors note that the realization that
sounds are patred with letlers, and that spoken languape is made up of sequences of these
sounds, does not come naturally or easily to human bemngs. According to these authors,
babies become attuned to the phonemes ol their native language in the first few moonths of
life; sensitivity 1o sounds and the difference between them supports speech production and
reception and 1s an uncensgious activity deeply embedded m the language system
Conscious awareness ol phonemes is distinct from this activity, however, and many
children, especiatly those [rom literacy-poor backgrounds, will nol achicve phonemic

awarengss without direct instructional support,

Adams {1990, p. 66) suggests that “deep and avtomatic encoding of phenemes is the
product of the fact that we know them so well, that we have overleamed them even at a
very tender age”. According to Adams, “We have so theroughly automaied, so thoroughly
mechanised and sublimaled, our processing of pheonemes that we have atention and
capacity lor the hipher-level meanings and nuances ol spoken lanmuage™ Adams arpues

that there is almost no reason why we should pay phonemes conscious allention, unless we



need to kearn 1 read 1n an alphabetic seript: “And there is the rub. To fearn an alphabetic

script, we must learn to attend to that which we have not learned 10 attend to™.

The sigmficance of leaming to rcad and write in “aiphabetic senpt’” appears to be an
important key in understandimg the relationship between phonological awareness and
literacy development. An alphabetic writing system is one in which there is a relationship
between the letters in printed words and the sounds in spoken words (Treiman, Sotak. &
Bowman, 2001). According to these authors, once someonc has understood the “alphabetic
principle’. they can produce “reasonable, 1t not always fully correct. spelling”™ and are able
to read and decipher a large number of printed words (Treiman et al., p. 860} Stainthorp
and Hughes (1999, p. 158) note that there 15 general agreement that i order to read and
write in an alphabetic system. children need to have a good konowledge of the Ictters of the
alphabet; this means being able to discriminate letters visually, name them and know the
phonemes they most commonty represent, and that spelling requires that words be
segmented o a sequence of phonemes that must be converled inte a sequence of

oraphemes.

Developing rcaders and spellers must leam to separate the umits of speech that are
represented by the letters ol the alphabet  Diflerences between the sounds of two
phonemes are ofien very subtle: /M ana/p/ for example, are very simalar m sound, yet can
have obvious diffcrences in meaning, as in the words peg and beg.  French, Ellsworth &
Amoruso (1995, p. 32), arguc that “insensitivity to phoneme sounds™ underlies many of the

difticultics encountered by poor speliers as well as readers.

Treiman et al, (2001, p. 860) claim that the acquisition of an afphabet system “unlolds i a
sequence of stages” and that each stage is “characterised by a particular strategy™ Farher
strategics are replaced by more advanced ones as a child progresses. Tn her discussion of
stage models, Nadler-Nir {1997) stresses that chuldren need specific skills ai each stage of
literacy development or their progress to the next stage will be hampered.

The first stages of literacy development are oflen called the preaiphabetic or logographic

stages and coincide with the development of expressive and receptive language (Treiman
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et al, 2001, Nadler-Nir 19971 Durng this stage. children are unable to take advantage of
the systematic relationship between sounds and letters. They rely tnstead on salient visual
atmbutes of words, such as the “tail” on the g of the word dog. One of the children in a
study ctted by Treiman ot al. (2001, p. 860) misread the word smudfer as “yellow” because
ef the presence of the “two sticks™. According to these authers, children may rely on this
reading strategy for some time, especially if they are not explicilly taught how to associate

letlers and sounds,

Dunng the purtic! alphabetic stage, children begin lo form connections between the
sounds in speken words and the letters in printed words (Tremman et al, 2001} The print-
to-seund conncction 13 Incemplete at this stage Tmeiman et al, (2001, p. 860} give the
example of a cild who may link the & of dish 1o the /d/ ip the word’s pronupciation, but
may be unable to relate the remaining letters to phonemes.  With expenience. the “print-to-
sound’ connections become more complete and the child enters what Ehn (1998} calls the
full alphabetic phase. At this stape all, or almost all of the tetiers in the wrillen form of a
ward are linked to the phonemes m its pronunciattion.  Nadler-Nir (1997, p. 12) stresses
that children with poorly developed phonological awareness skills will bave difficulty
segmenting imitial seunds in words and remembering letter-sound relationships. According
tr her, “they will have to rely on a logegraphic reading strategy 1e. a rote association

between the way 2 word tooks aud the way it sounds™,

Froinkin, et al, (2003, p. 274) ncote that a speaker’s phonological knowledge ncludes
information about what sound combinations are possible in a language. They explain that
native English speakers know that the final sound of the word ring cannot ogcur at the
beginning of a word because the phonology of English does not allow the sound in that
position. Similarly, these speakers know that certain sound combinations, such as ba, are
not possible at the beginning of'a word, and that rifp ts an impossible word, Words that do
not conform to the scund pattern of Enghish are gencrally difficult to pronounce, but
speakers of lanpuages in which these same words do conform to the sound pattern have no
difficulty producing them.  Fromkn et al., (2063) note that these activities usvally takes

place at an uncanscious level, and are based on the pronunciation patterns that are part ol
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the grammar of a {anguage. These authors also stress that from the perspeclive of Tanguage
acguisition, children who are ‘native Laglish speakers’ uwncomscipusly know these
phonological rules and that these rules are not rules “that someone teaches you in school or

that you must obey because someone masts onat” (Fromkin et al., 2003, p, 278).

In South Affica, there is a need [or mlommation regarding the relationship that exists
hetween phonological awareness and spetling and reading ablities i children who are not
‘native English speakers’. Previous rescarch 1n South Africa on this topic includes siudies

by Nadler-Nir {1997} and Pyper (2003). Both rescarchers are specch-language therapists.

Findings in the Nadler-Nir (1997} and Pijper (2003) studies support international findings
regartdling the relationship between phonological awareness and perfummance on reading
and spelling measurcs. According to Nadler-Nir (19497, p. 98), “phonological awarcness 1s
a real. trainable construct which is intmately hnked to the process ol becoming Hicrate”.
Both studics advocate providing children with phouological awarcness training within the
first six months of Grade One. Pijper (2003, p. 87) stresses that speech-language therapists
have “an increasingly important rofe to play in the educational context ol the New South
Africa”. She also advocates greater collaboration “with educators and other specialists to
help the leaner with spelling and reading problems” (Pijper, 2003, p. 87). Nadler-Nir
(1997, p. 99) notes that resowrces ut less advantaged schools are limited, and that not all
children who need intervention will receive help; she advowates “group phonological
awareness training” which has the potential for saving the cducation systemn time and

maoney.

The subjeets in Nadler-Nir's (1997) study were disadvantaged children from Mitchell's
Plain who spoke English as their main language; Pijper’s (2003) study, conducted in the
Pretoria arca, included subjects who were required to have a langnage other than English
as their home language. These ‘other languages’ included one or two subjects in each
languare group who spoke French, Chinese, Arabic, Afrikaans, Setswana, I'swana, Sotho

or Northern Sotho.  Neither of these rescarchers worked with is1Xhos: speakers.
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5. Phonologicat awareness and the emergent literacy model

Teale and Sulzby {1986, p. vi1) use the term “emergent fiteracy ' to depict and unify research
results following a planning conference thai had beev conceptualised and funded by the
National Institule of Education (UUSA) in Junc 1977, This perspective represents whal they
consider a “paradigm shift’ in that “wc arc now “secing’ rcading in toddlers’ exploration
with picture books and “seeing’ writing in their scribbles™ (Teal & Sulzby, 1986, p. vii,
viii), Knowledge and understanding of cmergent literacy is scen as the first step in
achieving the much-need shifi from “school-readiness™ thinking to a view of children and
hteracy development that is based on sound. credible theories (Bloch, 1997, Privsloo &
Bloch, 1999, Hannon, 1995, Teale & Sulzby, 19863,

Teale & Sulzby {1986, p. xviii) cxplain that the term emergent fiteracy way carclully
chosen to cmphasise that literacy development begins garly in life and involves ongoing
psvcholinguistic processes, and also to cmphasize the dynamic relationship between
rcading and woting skills, The child develops as a “writer/reader’ and it is a misconception
that one precedes the other.  The process of learning to read is not dependent oo special
instruction, and reading is considered to be a natural consequence of the child’s use of
language. This approach builds on the work of Goodman (1986) and cmbraces many of the
concepls embedded in the whele-lanpuape approach to literacy developmenl. The latter
approach suppests that children learn to read just as they learn {o talk, through “constant

interaction with family, friends and teachers”™ (Iromkin et al., 2003, p. 561).

Emergent literacy requires that there is a social conlext that supports hteracy development;
children learn written language through active engagement with therr world, particularly
through play and language interaction with adults. According to Bialvstok (2001}, studies
have left no doubl thal family support and carly exposure to hiteracy have profound
wfluence on the child’s development of hteracy skills, Clay {1972, p, 17) notes that the
“mosl valuable preschool preparation for school learning 1s to love books™ and that reading
1o preschoolers and the availability of pencils and paper in the home, leaches children the

value and function of print
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In a mulu-caltursl society such as South Africa, we have o be sensitive to the different
tvpes of literacy cxperiences that chuldren brng with them when they hrst enter school.
Nadler-Nir {1987} stresses that the development of emergent literacy necessitates an
envirpmment that contains books and literate parents.  Cifing wider resgarch, Nadler-Nir
(1997, p. 9 notes that because phonolugical awareness skills are so closely linked to
literacy development, children from lower soio-economic groups in South Africa have
poorer phonological awareness than children from more advantaged communities. Studies
conducted in the Cape Town area support the view that learning a language 15 relaied to
opportunities of speaking that language in the home and play environments, the levels of
proficiency of both parents. and reading of books in the target language (Allen, 20034;

2003h).

Although literature-nch activities and a supportive environment are prevequisites lor
emerpent literacy, they do not guarantee the development of phonological awareness. Gee
(1998, p. &) acknowledges that when children “lail to make good progress in learning to
read and wiite”, they “need help, the quicker, the better™. The help he suggests 1s Clay's
1993 Reading Recovery Programme, which incorporates aspects of both phomes and
whole language approaches. According to Clay, the specialised teaching techniques she
describes are only for chuldren making slower propress than their peers (Smith & Clley,

1994, p. 133).

According lo Sensenbaugh (1996, p. 2), whole-language advocates, *phonics first’ and
cven *phonies only’ supporters need two admit that not all children develop this necessary
ability simply through immersion in a print-rich environment, and that some children will
need direct instruction in phonclogical awareness. Similar views are held by Pumtrey
(1991, p. 73), who notes that “serjous and prolonged dilficulties in reading will almost
certainly require intensive and long-term professional support™  Pretorius (2002, p. 98}
arpues that in the South Alrican lemrming context. veading problems of ESL {English as
second language) learners do not go away if left unattended, and that “the gap between

skilled and unskilled readers usnally widens as students move up the educational ladder™
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6. Second language learning and phonological awareness

According to Bialystok (2001, p. 230) it takes most children 4 to 7 years to attain prade
norms 10 English academic skills. According te her, there is little evidence Lo support the
conjecture that bilingual children establish higher levels of sound awarcness by virlue of
speaking two languages, Bialystok concludes that the impertance of phonological
awareness might not be immediately evident in young children who already spcak two
Janguages, but that it may do so when children leam g second language, She cites several
studies that offer support [or this possibility. The children m these studies were native
speakers of Spamish and were learning to read in English, their second language. These
researchers concluded that the children’s levels of phonological awarcness and word
recognition 1 Spanish predicted levels of word recognition in English, the second
language, and that phonclogical awareness skills developed in one language transferred to

reading ability in another language (Bialystok, 2001, p, 170).

The perceptual processes involved in second language listening form g major consideration
i the present study. Two issucs need to be addressed in this repard. How well do the
isiXhosa learners perceive the pronunciation of native English speakers? And how do
difficulties in propunciation of Enghsh impact on their hteracy development? Tench
(2003, p. 147) refers to these perceptual processes as “receptive and productive
phonological intertanguage”. According to Tench, “errors in deeeding in heartng” result
from errors in the perception of the phonological composition of words.  Simtlar views are
held by Ficld (2003, p, 325}, who suggests that we need to be concemed with “what
English sounds Hke 1o the non-native histener™ and with features that cause obstacles o
understanding.  Field suggests that a breakdown in understanding can occur at the
phonermic, lexical or syntactic levels, but that ‘lexical scgmentalion®, or the identification
of words 10 connected speech, is the most cormnmon cause of misunderstanding among
second-language learncrs. He neles that “determining where word boundarics fail is a
greater problem for the non-native hstener than is generally recogmsed”. Field (2003, p.
325) mives the example of 2 sccond-language listener who hears U1 won't po to London™ as

“T want to go to London™ as a result of a small crrer based on phoneme discrimination.
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7. The Xhosa language

Xhosa is one of the Bantu languages compnsing the Ngoum cluster of Janguapes belonging
lo the Niger-Congo family {Mesthrie, 2002}) [ 1% the second largest mdigenous black
lunguage in South Africa (de Klerk, 2003}, and is one of the eleven ollicial languages of
thiz couniry. According to Branford and Claughton (2002), Xhosa, like many ol the
indigenous languages of southem Africa, has bomrowed extensively from Afrikaans and
English; it is unusual, however, in that words of Khoesan origin also constitute a larec
proportion of the Xhosa vocabulary. It s estimated that at least one-sixth of Xhosa
words start with a clhick (Branlord & Claughton, 2002; Herbert, 2002). These chick
consonants have heen incorporated within the phonological system and “exhibit a three-
way opposition: dental [/], {pre) palatal {!] and lateral [4]" (erbert, 2002, p. 299). The

chicks are articulated in various manners: plain, breathy, aspirated, and nasalised.

8. Black South African English (BSAL)

Black South African English (BSAE) is a variety of English commenly uscd by mother-
tongue speakers of South Afrea’s indigenous African languages in areas where English
15 not the language of the mgonty (de Klerk & Gough, 2002, p. 356). De Klerk (2002, p.
25) stresses that there are nine different indigenous Black lanpuages, as well as a number
of dizlects in South Africa and although these languages share some characteristics the

language groups themselves differ quite considerably.

De Klerk (2002, p. 25) notes that BSAE 15 also usually referred to as a “‘new’ Enghish and
that restricted contact with native-speaker norms has resulted in certain characteristic
patterns of pronunciation and syntax, Mesthrie (1999, p. 5) argues that differences in
svntax and accentl do not necessanly oceur hecause speakers have not mastered a standard
construction or pronunciation; these differences are “instances of blending 1n with the

local (linguistic) ecology™, a “fealure of style”. *In needing to sound like English (a
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language which satisfies the need tor communication outside onc’s home), and in needing

tor sound local, a synthesis between target language (T1.) and mother tonguc phonetics is

desirable” (Mesthnie, 1999, p. 7).

According to de Klerk & Gouph (2002, p. 360} the phonology of BSAE deviates trom sE

{standard English) in many ways:

A Vowels:

l. The vowels in words such as STRUT, BATH and PATM tend to be merged to
fai.

2. The vewels 11 TRADP, DRESS and NURSE lend 10 be merged 1o tode/,

3. The vowel in the sel LOT and THOUGHT is fo/.

4. The conirast belween long and short vowels may be lost, so that the vowels in
FLEECE and KIT may both be /i/. The vowels in 'OOT and GOOSE may
both be fu/.

5. Among the diphthongs, the vowels in PRICE, MOUTH and CHOICE may be
extended over two syllables, giving |aji], [awu] and |oji] respectively.

6. The monophthongs |¢] and (o], raised allophones in Nguni, may be used as the
vowels for FACE and COAT.

7. As stress is non-phonemic in Bantu languages, schwa lends Lo be realised as a
full vowel (typically /a’ as in mother. but it may also takec on spelling
pronunciations as in /g for seventy),

B. Consunants:

1. The only English phonemes lacking in local African language consonantal
systems arc /8 and /8/. These are lypically pronounced as dental or alveplar
stops [d] and [t].

2. The /1/ sound is trilled (as opposcd to an approximant).

3, Stops appcar to have a later voice onset time in comparison to white South

Afncan English (WSAE), and may also tend lo be devoiced in word-final

pasition. This may result in voiced stops being percerved as voiceless.
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De Klerk and Gough (2002, p. 360} cite Jacobs (1994), who claims that the cumulative
cffect of the above consonantal and vowel features “is an increase in homophony and a
fairly drastic decrease in intelhigibility” when English is spoken, These authors also cite
Wright (1996), who notes that these characteristics {traceable to the mother tongue) have
become established as norms of spoken BSAE, “with consequential lowering of levels of
comprehensibility”™ (p. 360).  According to de Klerk and Gough (2002, p. 361), tone,
stress and intonation also appear io affect the intelligibility of BSAE. Word stress is very
often on the penuliimate syllable, “following the phonological rule 1n Bantu languages
where this syllable is lengthened”. Examples given by de Klerk and Gough are se 'venty,
hospita firy and cig ‘arette (with a resultant full vowel rather than schwa). These authors
note that their experience with BSAE-speaking students of linguistics indicates “a very
marginal ability to assign native-speaker stress patterns to words™ (de Klerk & Gough,
2002, p. 361).

De Klerk and Gough (2002) argue that BSAE leans towards syHable rather than stress
fiming, probably as a result of native-language prosedic patterns. They note that “there is
very little vowel reduction in connected speech as such, tone groups tend to very shor
and phonological prominence is far more common than in WSAE™ {de Klerk & Gough,
2002, p. 361). These authors demonstrate these leatures as follows: 1 think that
A4 Ybe//SOME of the PEOple are comPLANing// about that S£Ction. [KEY: // - tone
group boundary; CAPS- prominence; CAPS and italic . - focal prominence].
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CHAPTER TWO

METHODOLOGY

1. lntraductinn

A batiery of slandardised and informal tests was used to assess the literacy development and
phonological awarencss skills of 19 isiXhosa speaking Grade 3 leamers, who are being taught
through the medium of English. Profiles of test scores were used to indicate strengths and
wegknesses in individual and group performances on these tests. A “profile’ is a set of
different measures of an individual or proup, cach of which is expressed in the same unit of
measurement, such as percentiles, tanks and standard scores (Kerlinger. 1986). Profiles have
been widely used in education settings to indicate a student’s performance on a sel of test

scores such as reading and wnting (Dimg. 2001).

There 15 no absolute agreement aboul the term ‘phonological awarcness’ or the means of
measuring it (Muter, Hulime, Snowling, & Taylor. 1997 Stainthorp & Hughes, 1999). The
phonclogical tasks presented to the subjects in the present study fall along a continaum of
development, judged by various researchers as ranging from shallow to deep (sce Chapter
One).

For the purpose of this study. the stage model of reading is adopted (Muter, Snowhng, &
Taylor, 1994: Siahl & Murray, 1998). Ia the earliest stage of reading development, children
rely on context and on partizl visual features of a word; they then emerge into the alphabetic
or phonelic stage of rcading devclopment and are able to apply sequential grapheme to
phoneme comespondence rules; the final orthographic or morphemic stage is reached when
children develop g reading vocabulary by applying rules and a knowledge of pronunciation of
complex orthographic sequences. According o this model, there are two possible ways of

reading a word. If a word 1s familiar, 1t will be accessed directly since the letters in the words
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are represented in the mental lexicon of the reader; if a2 word is unfamiltar, and there 15 no
orthographic representation in the mental lexicon, the strategy adopted by the reader s more
complex. According to Muter et al, (1994, p. 293). “the alternative strategy is by indirect
access in which the letier identitics of a printed word are first seamented into graphemes, after
which a phonological tepresentation s assembled by applying grapheme to phoneme

correspondence Tules™.
2. Aims
The aims of the research gre:

1. To determine the relationship that exists belween the phonological awareness skills of
third grade isiXhosa speakers and their levely ol literucy development, with special
reference to reading and spelling in Englishe As [ar as can be cstablished, previous
rescarch has not examined this relationship in isiXhosa learners in an English-medium
education setting,

Int order o realise the main aim, the following sub-aims were formulated:

2. To determing individual levels of reading and spetling abilitics using standardised and

non-sindardised 1ests.

3, To determine the phonalogical awureness abilities ol individual learners.

4, To detenmine whether successful recognition of letter sounds and names (as used in the

English language} and phonological awareness is predictive of literacy performance.
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5. To delenmine. by conducting an in-depth ermor analysis of the mistakes made by
individugl leamers, which areas cause problems in literacy development.  Same of the
areas exgmined inelude: vowels and censonants, consonant and vowel digraphs. minal
and final blends, reversal and rotation of letters, {ransposition of lellers, pmission and

addifion of letrers, phoneue spelting, and kinowledpe of spelling rules.

3. Subjects

The subjects were 19 Grade 3 leamers, 12 females and 7 males, from a primary schoal in Houg
Bay, Their ages ranged from 8.2 to 12.8 years {mean age 2.6 years). They spoke isiXhosa as
their main langnape. The children had ne apparent hearnng, articulation. visual, physical or
emaotional abnormalities,  All subjects had been at this school for at least a vear. Inlerviews
with the school principal and class teacher mdicated that the school had limied financial
resources and that the children were from disadvantaped backerounds.  All the subjects reside
i the nearby wformal setflement, which consists maaly of shack dwellings. Nadler-Nit
(1997} reports that research in South Africa and in Australia has demonsiraled strong socio-
ecotioinie slatuy differences in phonclogical awareness, indicating a need 10 control this
vanable. In view of these research findings, a relatively homogeneons group i ferins of

soeio~-geonomic and edueational background was selected for the present study.

J.1 Procedure for subject selection

{nly 1sXhosa speakers who had spent at least one full year at the school were considered for
thie study. In order Lo select 8 homogeneons group. the following moups were excluded from

the study:

2 Children from the Coloured communily whose home langusge was Alfnkaans.
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»  Children from Malawi and other African countries.

*  Children who attended the “support’ class tor remedial tition.

‘The ESSI Grades 1, 2 and 3 (2™ term) Spelling Tests were then administered to 66 selected
learners in the three Grade 3 classes. Results of these tests indicated that in one class 77% of
learners scored below 3 stanine of 3 on the Grade 3 (2™ term) spelling test: in another, this
ligure was 72% and in the third class 36,8%.  As scenin Tahle 1, the average stamines lor the
three classcs were 1.9, 2.2 and 2.7 respectively,  Only one child in Class A scored a stamine of
5 {the hghest stanine scored in this ¢lass) for the Grade 2 test; in Class B. one child scored a
stamine of 5 and another scored a 6 (the highest stanine scored in this class). In Class C, one

child scored 3 stanine of 3 and three scored stamines of 6 al the Grade 2 level,

Tuble i
Mean stamine scoves for the ESSI Spelling Tesis

Cirade 3
Class Grade = Girade 2™ Subjects
1 g term :

Class A £z e 1S = .9 P

Class B 4.6 2.0 2.2 25
Wa (,Essc : ~,1 Y .2-? - =
i p I || ___

4.2 g F =
average

n order to minimize disruption to the school during the testing procedure, 1t was decided to
sclect a group of children from one ol the three classes, instead of all three. Based on the

results of the ESSI Spelling Tests, 1t was devided o use the learners in Class C ag the research
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suhjects. Although their over-all results were also weak, more children 1n this class attempted

o spell words while writing the tests, making an analysis of their errors more meaningful.

4. Data collection

A number of normative and crtenon-referenced wests were employed in order to examine the
literacy and phonological awareness skills ol the subjects. A description of the tests, and the

mutivation for theirinclusion, is given below.

4.1 Test of letter knowledge, phonetically regolar words, initial and final blends, long

and short vowels, digraphs {See Appendix 1)

An informal test containing scts of letters and words representing dillerent sound-symbuol

relationships was used to assess the subjeet’s knowledge ol sound/symbol comrespondence.

[Learming to read an alphabetic wniting system involves the ability to assign phonemes to
individual graphemes (Ehn, 1998; Gatuso, Smith & Treiman, 1991 Goswami, 1998 Siegel.
1998y,  Fhn (1998, p.13) delines graphemes as “lunctional letter units symbolising
phonemes”™.  Goswarm (1998 p. 79 refules Adams®, 1990, claim that knowledee of the
alphabet is separate from phonological know ledge, and insists that “alphabet knowledge seems
to precede the simplest level of phonological awareness™.  hri (1998) and Goulandris and
smowling (1995) agree, noung that knowledge of individual letters iz important for beginngr
readers, but that further reading and spelling development requires knowledge ol groups of
letters, such as the ¢, sh, oh, ea, and ow digraphs. Knowledge of short vowels (for example,
the sound of ¢ in pin, and the ¥ in plum), consonant blends (b, pr, sw, spr etc.) or vowel
digraphs (oa. ow. ee, ea, au, aw, cw ¢tc. ), may also be incomplete in readers who have “poor
sublexical processing skills” (Goulandris & Snowling, 1995, p. 110).  Based on these research

findings. the tests used in the present study are considered Lo have criterion related validiny.
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4.2 ESSE Reading and Spelling Tests (Sce Appendix 2)

These lests were uscd 10 assess the oral reading and woillen spelling abilines of the research
gubjects. Esterhuyse (1997} developed this test or South Alvican children from former model
C schools, A liat of 20 to 25 single reading and spelling words ia provided for each grade
from grade 1 10 grade 7. According 1o the Test Manual, (he rationale for these tests 15 based
on the assumpnon that learners” ability to read and wrile iz a valhid critenon for their
achievement levels in school subjects and more specifically in languaze subjects {Esterhuyse
1997, p, 1). A further assumption made by Esterhuyse is that learners who expertence reading
or apelling problems at scheol also tend to experience learning problems, which impede their
subscguent achicvement and scholastic progress. 1o be an offective reader, a learner must be
able Lo recognize a word quickly - this (s known as the sight word vocabulary of the reader,
The aim af the screening tests 1s to delermine Lthe appropnate werd grade fist for a given

leamcr.

4,3 Burt Word Reading Test {See Appendix 3)

The Burt YWord Reading Test {1981, New Zealand Revision) 15 a stundardized ezl and 1s an
individually administered measure ol a child’s word recognition skills. The sl consisls of
110 words prnted 1o dilfering sizes of type and praded in order of difficulty, The child reads
as mauy words as he gan and continues until ten consecutive words are read incorrectly. The
test assists teachers in eatimating a clild’s reading achievements. The authors of this (est
emphasize thal word recognilion is only one aspect of the reading process, and that suceessiful
reading invelves achigvement in a number of areas such as comprehension, vocabulary and

speed ol reading as well as word recognition,
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4.4 Reading Comprehension Task (See Appendix 4)

A passage entitled “Soccer’, consisting of six short sentences, accompanied by a picture of a
small boy playing soccer, was chosen o test the learners’ ability to comprehend sentences
written in Fnglish. The passage was chosen [rom a book of storics for reading comprehension
for grades 2-3 ‘besinner readers’ (Frank Schaffer Publications, 1980, p.13). The lext was
available to the learners 1o refer to during the test and they were not asked to answer the

questions from memory. The questions tapped information that was explicitly stated in the

slory.

According 1o Bowyer-Crane and Snowlmyg (2005, p. 190), the goal of rcading is
anderstanding, V'a process that goes beyond decoding” and one that invelves comprehension
processes at the word, sentence and text levels, Although the quesiions that sccompanicd the
‘Soccer’ passage could be answered on the basis of literal information provided,
comprehension of the text still depended on what Bowyer-Crime and Snowling (2003, p. 192)
refer to as “cohesive inferences”. which rely on linguistic cues present m the text, such as
angphora and pronoun resolution. Yule (1997, p. 130) defines anaphora as “subsequent
reference 0 an alrcady introduced entity’.  For example. in order o form a coherent
representation ol the sentence *He has played for two vears”, learners would need to infer that
*he’ relers to the word ‘Bob’ m the first sentence.  Similarly, understandmg ol the sentence
“They play games on Thursdays' requires an understanding of the refercotal relationship
between the words ‘the team’ and  ‘they'. Bowyer-Crane and Snowling (204)5) argue that
children with difficulties in reading comprehcusion have a poorer understanding ol anaphonc

devices than skilled readers do.
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4.5 Sight Words: Sentence Dictalion Test

According to Rudzinsky and Haskel! {1997}, sight (learned) words are words that cannot be
sounded out. According to these authors, very ofien students are able to spell words correetly

when the words are dictated in a list, but misspel] them when they write them 1o sentences.

Muny of these words are commonly used in writing and are likely to be used by children as
they write, ‘regardless of differing socio-economic status, race, and ability levels’ (Graham,
Harms & Loyoachan 1994, p. 210).  Rescarch indicates that instruction in the spelling of

high-fregquency words also incrcases the ability to recoonise these words (Dulaney, 1987).

The following sentcnces, chosen from Rudginsky and Laskell’s (1997, p. 33) *Sight Word List

=

I" were dictated to the lesmners: The sight words are in italics,

»  Came and have some of vour milk
v fonol go there again,

= Does he want any ol these books?
®  She goes here mar) HIcs,

»  What was she doing?

o Fhere were voul

The sentences conlain 23 different sight words. The words come, of do. go, he, she, was. and
you are included in the Graham et ab (1994, p. 213) "Grade 1 Word List’ of seventy-seven
words. The words have, your, there, want, any, goes, many, whot, and deing arc included in
their list of 160 words in the ‘Grade 2 Word List’; again and where are included in the list of

08 words it the 'Grade 3 Word List™.
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4.6 Controlled free-writing task (See Appendix 5)

The free-writing task, adapted from the [iteracy Learning Progrumme Senes, “English
Home, Grade 27 (Swanepoel, 1998, p. 28), was used to evaluate the expressive wntten
language skills of the subjects. 'The focus of the ‘free-writing” activity is on the free How of
ideas and the communication of meaning (Clarence-Fincham, Hart, Inghis & Jackson, 2002).
Acvording to Lerner (L1981, p. 343) the ability to write down ideas requires many prerequisite
skills, such as “lacility in oral language, ability to read. some skills in spelling, a legible

handwnting, and some knowledge of the rules of written language.”

This particular senes of pictures was chosen because they represent everyday activities the
research subjects might be [amiliar with - the daily routine ol getting up in the morning,

dressing, eating and going off to school.

4.7 Diagnostic Dictation Test (See Appendix 6)

Clay’s {1985, p. 38) dictation test indicates a child’s ahility “to go from the analysis of sounds
in spoken words to written forms for representing these sounds™. Thas task 1dentifies a child s
ability to hear phonemes in words, and should not be confused with conventional dictaton
tests that evaluate spelling skills. Credit is given lor cvery phoneme that is written correctly,
¢venl though the wond may not be correct. Scores give some indication of the child’s ability to
analyse the sounds in words he hears, and to decide which are the most apptopriate leters to
use to represent these sounds. For this reuson, Clay docs not regard this as cither “a true

dictation or spelling test” (Clay 1983, p. 38).
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4.8 Rhyming Subtests {Sce Appendix 7)

The Rhyming Suhbtest consists of two tasks, Discrimination and Production. These tasks are
part of The Phenological Awareness Test (Rabertson & Salter, 1997), The Discrimination
lask measures the abulity to identify thyming words presented in pairs. The Production task
asscsscs the ability to provide a rhyming word when zsiven a stimulus word. The importance
of thyming has been discussed in detail in Chapler One, The Phonological Awarcness Test
wis desiened 1o be adounistered to children betwecen the ages of 5 years, 0 months and 9
years, 11 months. According o the lest manual, the lest may be administered Lo children older
than ¥ years as 11 provides uselul mnformmation for plaoning msirucliional programmces lo mecl

these individuals® needs.

4.9 Auditory Blending Test {See Appendix 8)

This test, developed by Roswell-Chall (1897), 18 used Lo cvaluate a child's ability to blend
sounds to form words when the sound 15 presenied orally. According to the lest manual, this
test gives an cstimale of a studeni’s ability to blend sounds into whole words even il the
student has not yetl leamnt 1o associate the sounds with the corresponding letters, Roswell and
Chall note that the test s particulady wscful lor judging the case or dilficulty with which
students will learn phonics, The authors suggest that the test be vsed in Grades | through 4.

and for elder students whao are still having problenis with word recognition and analysis skills.

4.10 Test of Auditory Analysis 8kills (See Appendix 9)
The Test of Auditory Analysis Skills (TAAS) assesses the ability to delete a syllable or sound

from a word, Accarding to Rosner (1975, p. 71), the TAAS was designed Lo provide a way of

testing a child’s auditary skills, but also “to identify goals for teaching these skalls™. Auditory
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perceptual skills are impostant for at least two reasons: they cnable a child o receive and recall
oral communication effccuvely and they make it possible for a child to be aware of individual
sounds that are represented by letiers  a skill necessary for learning to read and spell {Rosner,

1975, p. 77}

Foornan and Liberman (1989} note that good readers score significantly higher on the TAAS
than poor readers. These authors also report a significant corrclation between TAAS scorcs
and the mumber of regular words spelled correctly.  Gatso ¢ al. (1991) report similar
findings. According to these authors, one of the reasons children have dilheulty learming 1o
read an alphabetic writing system 1s because they have difficulty segmenting spoken language

o phonemes.

5. Recording procedures and interpretation of test resulis

Testing took place towards the end of Lhe second school term, over a penod ol threc wecks.
The researcher personally admimstered and scored all the lests.  Resulls were interpreted by

using error analysis techmygues and statistical analysis ol the results.

The following formal and informal lests were administered to the research group as a whole:
n  ESSI Spelling Tests
*  The Reading Comprehepsion Task
. Conlrolled tree-wniting task
= Diacnostic Dictation Test

»  Sight Word Test

Testing was conducted in a classroom, with one child seated to a desk.  Desks were arranged

in such a way that leamers were unable to copy {tom cach other, Poslers and charts were
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removed from the walls so that children were not distracted during the testing, or able to copy

information from them. The rescarcher provided pencils for the children to use.

The following formal and imformal 1ests were adnunistered mdividoally:
= Tests of letter knowledge, phonetically regular words, ininal and final blends, long and
short vowels and digraphs.
= ESSI Readine Tests
=  Burl Word Reading Test
»  The Phonological Awarcness Test: Rhyminge Subtests — Discrimination and Production
*  Roswell-Chall Auditory Blending Test
= Rosner Test of Auditory Analysis Skills {TAAS)

5.1 Test of [etter knowledge, phoneticalty regular words, initial and final blends, long

and short vowels, dieraphs (Sce Appendix 1)

The names of the letiers, and the sounds they make, were tested separvately. A child received a
score of one poinl for each letter name and each letter sound correetly identified. In the
Nadler-Nir study (1997), a child received a score of one for each letter identified, repardless of
whether the letier name or sound was given. Simpson and Everatt (2005) report that the same
procedure is used in the Dystexia Barly Screening Test, which allows a correct response to be
the name or sound of the letter. Simpson and Everad suppest that this may mean that a tack of
knowledge of letter sounds or names might be masked by knowledge of the altemative comect
response.  Similar views are held by Bradley (1990, p. 97) who staies that “several studies
have shown that a voung child’s skill at rhymes together with knowledge of letter names

accounts for an appreciable amount of variance in later reading skills™.

In the present study, the alphabet was displayed in lront of the child, The examiner then

pointed to the first letter, and asked, Do you know what this is ¥ If the child responded hy
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giving the noume of the letter, the response was, “Yes, that it righi. Thal is the name of this
letter, If you say the alphabet aloud. that is what vou will hear when you come to this letter,

e

Listen...™ {In the event of the sound of the letter being given first. the test proceeded as
descrbed, continumg with all (he sounds of the letters first) The examiner then proceeded to
give random examples of names of the letters of the alphabet.  “The examiner then poinied 1o
the next letter on the sheet and said. “Whal is the name of this letter?” 1f the response was
incorrect (ihat is, the sound of the lenter was piven), {urther examples of letter names were
provided, If"the child was able to give the names of all the letters presented, the examiner then
pointed 1o the first letter again and asked, “You said the name of this letter just now, do vou
know whal sowmnd it makes? T the child was confused, random examples of letter sounds were

mven,

IF the child immediately responded by giving foth the sound and the name of the lefter
presented. the test proceeded m a symilar manner, with the child supplyving both the name and
ihe sound of a letter before proceeding Lo the next tlem. The child recetved a score of one for
ziving the name of a letter, and for the sound of the letter, The maximum number of point was

50 (the letter z was omilled, in error, on the onginal test sheet).

The procedure for testing phonetically regular words, and words conlaming blends. digraphs,
long und short vowels, was stmpler. The exammer pointed o the target word and asked the
subject, "Can vou read this word?™ The subject was allowed to try for as long as (5)he wished,
A score of one was given for a correct response.  The maximum score for each section is as
follows: phonetically repular words (15), consonant digraphs (12); mitial blends (21} final
blends {12); long and short vowels (16), vowel digraphs (12); and vowel-consomam digraphs
(12).
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5.2 ES5] Reading and Spelling Tests (See Appenchx 2)

The Grade 1 reading words were placed i froni of a leamer. A lonse sheel of paper was used
in cnsure that enly onc word was visible ar a nme, gocording to mstructions owrlined i the
manual (Estehuyse & Beukes, 1997, p. 4). Pointing to the first word the cxaminer said, "I
want you to read a few words for me. Seme words are easy. bul olhers are more dilficull.
Dot worry if vou can’t read them all. just do vour best™. The learner was allowed to read the
waords one-by-one while heishe moved the loose sheet of paper downwards. The rcading of a
specific list of words was terminated il the learncr bad made 6 or 7 consceutive failures.
Whenever possible, the learner was encouraged to continue reading the words, even though
mistakes were made. According to the Manual. “the tester may allow as many words to be
read as deemed necessary, should Qurther infermation be required for more comprehensive

guahitative evaluation™ (Esteliuyse 1997, p. 5).

The spelling tests were admimstered to the learners 1n a group situation. The words n the
vrades 1. 2 and 3 spelling lists were read according to the mstruetion in the Manual. One mark
was allocated for a correct tesponse and zero for an meorccet one. All correct responses were
summated to determine the individual leamer’s raw scores for spelling and reading, The taw
scotes were then converted into stanines and percentile ranks by using the appropriate nomn

tables,

5.3 Burt Word Reading Test (Sec Appendix 3)

The lest was administered to one child al a time, 1 accordance with the instructions in the (st
manual. The test 1s untnmed and the child is permitted sultficient time to analyse the words and
to make ‘mal’ responses. Gilmere ot al., (1981) note that some children who are very slow
readers show an ability o analvse and synthesize words if gmven enough time. These authors

also sugpest that this test should be considered as providing an estimate of word recogmtion
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skills and that it 1s accurate to refer to a derived score on the test as a ‘reading age’ (Gilmore
et al,, 1981, p. 3}, The manual states repcatedly that reading is 2 complex set of skills and that

the test provides a measure of only one aspect of these skills.

The interpretation of raw scores (i, the number of words read comectly) is made with
reference to the mformation presented in the Teachers Manual  Only the scores that fell
within the range of those scored 1n the present study are given in Table 2. The Manual notes
that prommcianon of consonants, vowels and accents must be correct, but that “concessions
must be made for cluldren.  from markedly different language backgrounds™ The Printed

Record Forms, supplied with the test, were used for recordng responses to the test,

fahle 2
Equivalent Age Bands (EAB) for the Burt Word Reading Test

Score Bovs & Girls Score Boys & Garls aScore Boys & Girls
22 6.00-6.06 a0 6.08-7.02 38 7.04-710
3 6.01-6.07 31 6.09-7.03 39 7.05-711
24 {.02-6.08 32 6.10-7 .44 40 7.06-8.00
25 6.03-6.09 A3 £5.11-7 43 41 T.07-8.101
26 6.04-6.10 34 7.00-7 04 42 TO08-802
27 6.03-6.11 35 7.01-707 43 T.09-8.03
28 £.06-7 .00 30 7.02-7.08 44 7.10-8,04
B4 6.07-7.01 37 7.03-7.09 45 T.11-805
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5.4 Reading Comprehension Task {See Appendix 43

There are six questions in the test; a scorc of one was allocated for cach correct answer.
Subjects were encouraged to answer in full sentences, but were not penalised for giving one-
word answers.  Use of Ianguage, punctuation marks, vocabulary and spefling were cvaluated

to assess literacy development.

5.5 Sight Words: Sentence Dictation Test

This subtest consisis of six sentences. Each sentence was dictated slowly and elearly. The
subjects wrole down the spoken words and were encowraged to use corrcet spelling and
punctuation. A scorc of one was piven lor a word spelled correctly, including the two

phonetically regular words “and” and "#at”. The maximurn number of points was 31.

5.6 Controlled free-writing task (See Appendix 5)

Marks were not allocated for the free-wnting task.  Subjects were asked to wnite a sentence
descninng what was happenmy in each of the piciures.  Verbal encouragement was given (o
assurc thom that there were no “right answers™, and that evervone’s stary would be different.
The ability to express ideas m words, vocahulary development, sentence construction and

puncualion were taken into acconnt when cvaluating the writmg skills of the subjects.

3.7 Diagnostic Dictation Test (See Appendix 6)

The two senlences sclected for this assessment were taken from Form F {Clay, 1985, p. 39)

The bov 15 Fiding hus bie. He can go very fast on i, According to the instructions, one pomt



was scored for gach sound (phoneme) the child analysed. The maximuin score was 37,
According to Clay (1985, p. 38), one mark is taken off if a child makes a change in letter
order, for example, “gonig ' for “going’. Alternatives are accepted. such as “skon ! for “school’,
“tace’ for “take’. 1F a letter did not have a number undemneath it in the scoring standards, then
il received no score, even il a preceding letter was otmited,  Additions did not affect scoring as
long as numbered letters were included. Raw scores were converted to stanme groups (Clay
1985, p. 40,

5.8 Rhyming Subtests (See Appendix 7)

The rhymmg Subtest consists of two tasks, Discrimination and Production.  Disenimination
measures the ability (o identify rhyming words presented m pairs.  Production measurcs the
students” ability 1o provide a rhyming word when given a stimulus word. The procedure for
administering the test is given in the Test Manual (Robertson & Salier. 1997);

Discrimination;

Say to the student, “I"'m gomg to say two words and ask yoo if they rhyme. Listen

carefully. Do these words thyme? Fan/man”™.  If the siudent responds with “no”’, say,

“Fan‘man, Yes, they do rhyme” H the stdent responds with something other than

“yes" or “no”, repeat the question to clicit a yes or e tesponse.  (ive no other
prompts. Proceed immediately to the test wtems using the stimulus phrase, “Do these
words thyme?” Circle the student’s correct responsc on the test form or write as

alternative response beside the item, Give a score of 1 lor a correct response. Give a

score of § for an meorrect response.

Production:

Say to the student, “I'm poing to say & word and [ want you 10 el me a word that
thymes with it You can make up a word i’ you want to. Tell me a word that rhymes
with gt The student may respond with any word that rhymes with bat (rat, sat, lat,
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etc.) It the siudent responds comrectly, say, “Yes, bat and  do chyme ™ If the
student responds incorrectly, say, “Bat dwmes with hat™ Give no other prompts.
Proceed 1o the test tems, Wote the student’s response on the blank line beside each
item on the test form, Gave a score of 1 for each response that correctly dhymes with

the stimulus word. Give a score of 0 for each incorrect response. (p. 21)

5.9 Auditerv Blending 1est (Sec Appendix 8)

The 1est was administered according to the Test Manual, 1t was admimstered individually and
the entire test presented orally. The cxaminer said, "1’ say the parts of a word, You guess
what the word 15, What word (s this? S-ing.” The exammer paused for one second between
the parts of the word. The child should respond with “sing”, said as a whole word without
pausing between syllables, Tf the response was correct, it was acknowledged. If the child
repeated the word in parts, the examiner said, “Say it faster, like this, sing.” If the child
responded incorrectly, the examiner sind, “S-ng 15 simg.” No other prompts were given. Each

word was read with 4 one-second pause helween the parts of words,

In order to perform the task, the children had to be able to blend the sounds together to
produce the word, but they did not have to identify or manipulate the sounds. They did not see
the words and their responses were recorded on the answer sheets provided m the test manual.
The taw scores on this test were interpreted acconding to the information presented in the table

beliw,
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tahle 3

interprerarion of Raw Scores on Roswetl-Chall Auditory Blending Test

Inadequate Blending " Adequale Blending
boll.. {Total Scores) {l'otal Seores)
Grade 1 0-6 7-30
Crade 2 {310 11-30
Grade 3 (-14 13-30
{rade 4 0-18 19-30
(irade 5 or above {-25 26-30

5.10 Test of Auditory Analysis Skills (See Appendx 9}

There are lwo demonstration items. Rosner (1975) prowvides the following insiructions for

adiministering the test iiems:

say to the child, “Say cowbo)y™ (Now pausc and allow lum to respond.) Then
say, “Now say il again but don’t say hop” Give him time to tespond. (The
correst answer is cow.)  If the answer 18 comecl, move on to the second
demonstration ttem. If he does net get the first item correct, sec if you can
cxplain it to him.  But 1f it requires more than & smple explanation, stop
testing __If both demonstiration items are answered correctly, the next item can
he presented.. Do not give hints with yvour lips. Speak distinetly, but do naot
siress any parlicular sounds. When yveu get to the items that ask the child to
“Say the word, but don’t sav /_../. (a single sound}” you are to say the sound of

the letter. nof the leifer name. (p 77T

The TAAS starts at a relatively smnple level. The child 15 asked to analyse a two-syllable,

compound word nto syllables, then three-syllable words are used. The child is then tested

with “a more relined unit of analysis, the phoneme, the single sounds™ (Rasner, 1975, p. 72
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‘The raw scores on this test were interpreted according 1o the informahon presented n the table
below (Rosner, 1975, p. 79). The test was given to each child mdividually and the results

recorded on a prepared form. ({See Appendix 9)

Tahle 47

1AAN inferpreration of raw scores

TAAS Scare Expected for Children m: Level
1 Kindergarten 1

2-3 Kindergarten 2

4-0 Grade 1 3

7-9 Grade 1 4
10-11 (irade 2 3

12 Grade 3 i

13 (irade 3 completed
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CHAPTER THREE

RESULTS

1. Tests assessing literacy development

1.1 Knowledge of the names and sounds of letters of the alphabet.

Twenty-five letters were lested {the letter z was omiued in error on the original test
material). The full results are shown in Table 5. At the time of testing, none of the 19
subjects knew all the sounds and names of the letters, The mean score for knowledge of
letter names was 19.6/25 (78.4%). and for letter sounds. 16.4/23 (65,6%). Fig. 1 shows

the comparison of the subjects’ khowledge of letter sounds and names.

Fig. 1
Oral reading: subjects” knowledge of letter names and sounds

LETTERS OF TIHHE ALPHABET

Score

1 2 3 4 i & 7T B % MW 2 11 4 13 14 17 B 19
subject

[ Lever Names B 2ller Soands |
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Table 5: Oral reading - konowledge of Lthe sounds and names of letlers of the alphabet

= = sound of Lhe letler n
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Subjects 16 and 17 performed poorly on the letter knowledge test: subject 16 knew the
name of one leiter only (¥) and subject 17 knew nonc of the letter sounds. Subject 10

scoted the highest with an accuracy rate of 94%,.

The names of four felters in particular caused most problems for the learncrs. Thirty
seven pereent of the group were unable to correctly identify the names of letters . u, ¢,

and w. Thirty two percent of the group were unable to identify the name of letter /.

More than half of the subjects (52.6%) could not identify the sounds of'six letters: 4. u, ¢.

g. x and . Daly one subject in the group identified the sound of x; five identificd the

sound of u.

An error analysis of this task indicates that many learners confuse the sound of a letter
with its name, and incorrectly identify some of the letters (Table 6). Fig. 2 illustrates

some of these crror patterns.

Fig. 2
Oral reading: confusions between letters of the alphabet (group)

ORAL READING ERROR ANALYSIS: LETTERS OF THE
ALPHABET

10 -

Percentage

als a'n e bidip g ol whi iy ek ulsiFoo s=n

Confosioms

s = sound of the letter 0= name of the letter

41
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Table 6: Oral reading error analysis - letters of the alphabet

£ |Letter confusions n= name of the letter = sound of the letter
58—.
“ ale a'u i/e b/d/p i's /s y/u wly e/k u(s)=oo | s=n | s=n n=g | Total Errors
1 | a(s)=e(s) no no no B(s)=i(n) | c(s)=s(s) ng no no yes 3 | exy | none 5
2 no no no no no c{s)=s(s) no no no _yes 2 a,x none 3
3 no no no no j(n)y=g(n) no y{n}=u(n) no no no 2 u,c none 3
4 no no i(s)=e(n) | see notes | i(n)=g(n) | c(s)y=s(s) no no no no 2 €,0 none 5
5 no no e{s)=i(n) no ="tch’ no 1o no no yes 4 lioxy| I=g 5
6 no a(sy=u(s) | e(s)=i(s) | d(s)=b(s) no no w{n)=v(n) no no 1 X none 5
7 1 a(s)y=e(s) no i(s)=e(n) no no no no no c(n)=k(n) no 6 d’i’;n’ none 4
8 1o no no b(s)=d(s) no c{s)=s(s) no no no no 4 1p,qux none 3
9 no no no no no no y(n)=u(n) no no no 6 a,:;o;,q, none 2
10 no no 1o 1o 110 1o 1o no 1o ves 0 0 none 1
11 no a(s)=u(s) 1o no g(n)=i(n) | c(s)=s(s) no win)=y(n) no yes 1 X none 5
12 no no no no no c(sy=s(s) no no c(n)=k(n) yes 6 a’;;l;o’ none 4
13 no a(s)=u(s) no no no no no no no yes 2 q,x none 3
14 1o a(s)=u(s) | i(ny=e(n) no no no y(n)y=u(n) | w(n)=v(n}{ c¢(ny=k(n) no 0 0 none 5
15 no no i(n)=e(n) no no s{n)=c(n) no 1o c{n)=k(n) yes 1 X none 5
16 no no no 1o (n)y=i(n) | c(n)y=s(s) no w{ny=v(n) no no 1 X none 4
17 no no ne b{ny=d(n) no no no no no no 0 0 none 1
18 no a(sy=u(s) | i(s)=e(s) no no no no no no no 0 0 none 2
e
19 no no l(‘:(:))— no j{ny=g(n) no no no no yes 4 {d,jpti none 4
2 5 8 4 7 8 3 4 4 9 15 | T=45 =1; 69
10% 26% 42% 21% 37% 42% 16% 21% 21% 47% | 79% 5%




Error patterns include the following:

79% of subjects gave the names of some letters when requested to give their
sounds. Of the 45 errors made, 33% involved vowel sounds. Subjects each made
between 1 and 6 errors of this type, with the letter x having the highest error rate
(10 subjects).

47% of subjects incorrectly identified the sound of the letter # as “00”, as in the
word moon. 42% of subjects are confused between the letters ¢ and 5. Of these,
75% gave the sound of s when asked, “What is the sound of this letter” (the letter
cl.

42% of subjects are confused between the letters i and e. Emrors include
identifying the sound of / as “ee”, or as the sound of the letter e. The sound of the
letter ¢ was given as either the sound or name of i.

37% of subjects are confused between the letters j and g. Of these, 43% identified
the name of letter j as the name of the letter g. One subject identified the sound of
J as “tch”.

26% of subjects are confused between the letters @ and ».  All these subjects gave
the sound of letter u when asked to give the sound of letter a.

21% of subjects are confused between the letters d and b. Subject number 4 made
five errors in this category, including rotation and reversal errors involving the
letters p, d and b.

21% of subjects are confused between the letters w and y.  All the errors in this
category involved incorrectly identifying the name of the letter w as the name of
the letter y.

21% of subjects are confused between the letters ¢ and k. They all incorrectly
identified the name of the letter ¢ as the name of the letter .

16% of subjects are confused between the letters y and u. They incorrectly

identified the name of the letter y as the name of the name of the letter .

Some subjects gave a whole word, or systematically went through the letters of the
alphabet, when asked to identify the sound or name of a particular letter. Sometimes

43



Table 7: Oral readng ervor analysis - letters of the aiphabet

" Errors
%-, Addition of "uh”
g Verbalisations f | sound (withletter | f Refusals f Notes
sounds)
1 {if=£(s) 1 inone 0 Inone 0 |h(s)y=he
2 inone 0 iflpv 4 ign)="? 1
leg =l(s),bed =b(s),0omo =0(s), =9 .
3 ox =x(s):girl =g(s) 5 |none 0 {x(s) = ? (even with for) 1
Rotations/Reversals:b(s)=p(s);b(n)=p(n)
4 Juses alphabet to remember names of letters | 0 |none 0ix(s)="? 1
p ° © d(n)=p(a:d(s)=b{s):p(s)=b(x)
5 lnone { inone { {none 0
6 inone 0w 1 inone 0
i vym(s)y=um ; _9
7 luses alphabet;said =s(s) 1 w(sy=whe 2 1h(s)=7 I
8 said=s(s) 1iv 1 inone 0
9 juses alphabet for e(n); he =h(s)? 1 |none 0 {h(s)y="(even with he ) 1 {c(s)=ch;e(n)=ch; v(s)="loo",g(n)="ch"
10 inone 0 Inone 0 1h(s)=":c(s)=? 2
man =m(s);hot =h(s)? jump =g(s)7;cat =c(s) " b(s)=7; h(s)=2(even with . o
11 =s: leg =I(s) 5 lv="ve 1 hot ): i(s)=?: q(s)= 4 le(s)=o{n)u(s+n)="oo
12 |cat =¢c{s)=s(n) 1 |none 0 names:.b,g,h,j,l,n,p LY 15 |confused between letter names/sounds
sounds:s.k.q,w.y
13 {none 0 Inone 0 :&:n;e:::;b,d,e,f,n,k,l,m,n,o,p T4 18 |confused between letter names/sounds
14 juses alphabet 0 inone 0 Inone 0 th(s)="ur".x(s)=s(n)
15 uses al!}habet;hat=h(s);cap =c(s);very slow 2 inone 0 Inames;j,u,v,w, 4
in naming
names:a,b,d,e.fhijkbmn,op x(n)=z(n);y(s)="heh";
16 {none 0 Jrone ? Larstunw 2L | e)="tee" g(s)="howeh" a(n)=2tn)
17 |none 0 |none o [sounds: 24 (doesn't know 24 {h(s)="hih"
sounds)
sun =(s)s;chicken =c(s+n);hot =h(s), sounds:e,0,u,3,La.t,v,.wx,
18 Wednesday =y(s) 4 inone 0 names:a,ic.d Sk Lm p.r.w 21 |confused between letter names/sounds
19 |none 0 |none 0 1x(s) 1 y(s)=s)
&= sound of letter, n = name of letter 21 |n=5: 26% 9 |n=14=74% 15

f = frequency of errors




this helped the subject to give the correct response. These ‘verbalisations’ were

recorded in Table 7. Some subjects refused to attempt an answer, even when

encouraged to try. These errors were recorded as ‘refusals’ in Table 7. The addition

of the sound “uh” or “eh” was sometimes made when identifying letter sounds. For

example, “veh” and “luh” were given for the sounds of the letters v and /.  Patterns of

errors recorded in Table 7 are summarised below:

47% of subjects responded by giving whole words when asked to identify the
names or sounds of the letters of the alphabet. The letters, and some of these
‘verbalisations’ accompanying the letters were: ‘Omo’ (0);, ‘chicken’ (c),
‘Wednesday’ (y), ‘he’ (b); ‘jump’ (g).

26% of subjects systematically went through the letters of the alphabet until they
came to the letter they were expected to identify. Of these, 60% also used whole
word ‘verbalisations’.

26% of subjects added an “eh” or “uh” sound when identifying the sounds of
letters. Subjects made between one and four errors of this type; 80% pronounced
the sound of v as “vuh” or “veh”.

74% of subjects refused to identify between one and all of the sounds or names
presented. Of these subjects, 21% thought of a word containing the letter n
question, but were unable to isolate the sound of the letter. For example, subject 9
verbalised the word “he” when asked to give the sound of the letter A. Subject 3
gave the word “fox”, but was unable to isolate the sound of the letter x. Subject 11
gave the word “hor”, but could not identify the sound of the letter A.

37% of subjects gave between one and five responses that were considered
particularly weak. For example, the sound of the letter # was pronounced as
“hee”, “ur”, “hih”; the sound of the letter y was given as “loo” and “heh”.
Subject 9 identified the names of the letters ¢ and g as “ch”.
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1.2 Oral reading of phonetically regular words
Results of this assessment are given in Figs, 3 and 4, and in T'able 8.

Fig. 3
Oral reading: knowledge of phonetically regular words {group)

SIMPLE WORDS

Scoere

if up on wan ten cut kit qug s bg mb had jam win ves

YWord

! SIMPLE WORDS

D o B ohoD kg

I 2 3 4 5 o F B8 9 I 10 12 153 14 15 16 17 1§ 19

Subject




Tahble B: Oval reading of phonetically regnlar waords

e =]
;: =|5(8|5IZ|2|E|5|EIT|2 EE Z03 i Error Analysis and Comments
tlul el fafojoful ool afel ]| 12 lenus)als)bee sy-aino)rob ws) o{s). Conlusion between vowels sounds
2y pegriiinjrpIgagLjLgas
spufafvfapupelnjrpifojadrgaga] i 14 {fes ofsiFe(s) Confusion between vowels
g0 eprrgrgaiagls
SspEopj gy epejegryjafis
Glrgajop gl iy pepeipryrgI)s
P ryrppejopjrgrgod
gl gpreepepegppepringrpryas
gt felolofrlalelavloelft]o] ] 13 lrook ulsicoe, when i(s)=e(s). Confusion between vowels
o8 0 I S I O T O
Iy eprpagnie) iyl 14 phand addiion of leiter o
-2 0 0 1 0 O R
WL e rprp e Lo rpufn] | 14 rewm: substitution -
tal v ooyl v b e gal ] 13 (e ok addition of letter n, g’k confusion, fee als)-uls)
IS L e LAt vl el 1] s louds chphitlent,
el e e e el v v p e 1d ke addition of word
Lo et e L 1F (e subsiiuticd, caf us}als)
lglof Tl rfrjopufifapepur]elu]n U lifedsming kg confusionrosh ulspoo, e i(s)=us)
ol r el g ol v v 13 A uis)=iing, fore addition of leter
LRl el o] (o] 18{ 6] ia)1af 19) el 15] 171 18] 17]19] 265 | &« = sound of the letter 0= name of the lewter
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The results of this test are summarised as follows:

The group as a whole scored 93% for this assessment task.

Eight subjects made no errors, five made one error, four made two errors. The
lowest score was eleven (subject number 18, who had four exrors).

All subjects read six words correctly. These words are; up, on, van, jug, six, ves.
The word read incorrectly by 21% of the group was rué, which was pronounced
rob, rum, and rooh {by two subjects).

Reading errors involved consonant substitutions, such as *den " for ten,

Four subjects read words incorrectly because of the addition of letters or words.
Forexample, ‘hand’ for had., ‘long’ {two subjects) for log, 'Krkat’ for kit

60% of words read incorrectly by the group were due to vowel errors.  lor
cxample, ‘car” for cut, ‘kare’ for Kit, ‘leg’ for fog, “wew’ for win, “fum® for jam.

‘ife” for if, “wus for win, ‘&ite’ for cut.

1.3 Ovral reading of words containing consonant digraphs

This assessment tested the ability to read words containing the digraphs sf, ch, th, wh, qu
and mg {Sce Vigs. 5 and 6 and Table 9).

Fig. 5

Oral reading: knowledge of consonant digraphs (group)

Score

CONSONANT DIGRAPHS

ship  chop thin when with mash that rich  sing quecen lomg  this
Word

45



The results of this test are summarised as follows:

Fig. 6

Store

The group as a whole scored 72.3% for this readinyg task.

One subject made no errors; two made one error each, five made two errors. The
lowest score was 3 (subject 16, with 9 errors).

All subjects read the word Jong correctly. Words that were read comrectly by over
80% of the group were skip, when, with, that, and sing.

Two subjects did particularly poorly in this test: subject 16 (2 errors) and subject 3
{7 errors).

Of the 63 words read incorrectly by the group. 67% of errors involved the
digraphs. For example, the word thin was read as “fun’, “tin', ‘den’, 'theen’ and
“ter’. The word ship was read as ‘slipe’ and “sip ™ gueen as “keen™; this as 'dis’,
“dus’, Cdeas’,

52% of words read incorrectly involved vowel sounds. For example, the word

green was read as ‘quoon ; chop as “chape .

: subjects’ knowledoe of consonant digraphs

CONSONANT DIGRAPHS

L2 3 4 5 & 7 & % 00 1 1z 15 04 05 16 17 18 19

5 ubsject

48
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Table 9: Oral reading error analysis - words containing consonant digraphs

]
? @ 10 - [ 1] 2L a
% E g s ::;, g_: % s 5 B § 0% g % Error analysis
1joj1jojtjptioj1q1yt1jtj101 9 \slipe :sh=sl, i(s)=i(n); fun :th=t, i(s)=u(s), mosh : a(s)=o(s)
201 1ottt 10 10 (much.a(syuls)shechdis thed
slilolololilolitolilolilo 5 Refusal , thfn :'i(s)=e(§);will :egs)=i(§), 2=1};muth: a(sy=u(s), sh=thyrish/rush: i
(s)=u(8),ch=sh.guoon ‘ee=u(n); dus :th=d,i(s}>u(s)
4117110111110/ 010{111:110 7 di./theen th=d, i(s)=e(n);mass :sh=ss;dat th=d;reck/rike :i(sy=e(s)/i(n),dees :th=d, i(s)=e(n)
SPipiftj1pi01011031101 1121 10 frush .ch=sh i(s)=u(s);quoon ;ee=u(n)
6t1j1p1j{1joj1p1qi1q14111 11 lwosh m=w,a(s)=o(s)
Ji1UlO00 1111 0j1t1)141 10 |shop ch=sh; rish . ch=sh
i1t 11141001300 11131¢71 10 \match sh=tch;rish . ch=sh
St1j1io0j1jo0lol1jof{1102111 7 |tin th=t; went -ith=ent; mashe .a{s)y=a(n);rush i (s)=u(s), ch=sh; pin . qu=p, ee=i (s)
IR R RIS IR IR R RN R 12
11joj0joj1jij1i1jojijoj1i1 7 lsip: sh=p.shop .ch=sh,den :th=d, i(s)=e(s); rek :i(s)=e(s),ch=k,guene :qu=u(n)?
1211101 111111111 11  shop .ch=sh
1311001 j1d1q0 11t 1i1 10 |shop :che=sh; mush : a(s)=u(s)
d4i11op1iij1jo0 1141108111 9 |shop .ch=sh; much . a(sy=u(s),refusal
1511j0jol1j110j110111111121 8  |shop :ch=sh; then : i (s)=e(s), match :sh=tch, rish :ch=sh
1610110101000 11{01010} 110 3 |sip shes; ten th=t, i (s)=e(s);win .whe=w, e(s)=i(s), widwhat th=d/t,i (s)=0(s), mot sh=t, a(s)}=0(s},
rush . ch=sh, i(s)=u(s), swag : guessing; quickly : guessing, thats :i(s)=a(s)+addition of s
177110 111t 120111011181 9 ishop ch=sh; rish ch=sh; keen .qu=k
1814101011703 110)1]1} 111 8  Ichope :o(s)=o(n); then :i (s)=e(s)match sh=tch; rishe :i (s)=i (n), ch=sh
1911100311001 13 111111 9 lcrop: ch=c, addition of r;, tin :th=t, mass :sh=ss
16/ 91101170171 6 | 18] 8 1 18112] 19115] 165 |s=sound of theletter n = name of the letter
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Table 10: Detailed error analysis - consonant digraphs.

Identification of errors made in words that were misread by more than 50% of test subjects.

E; chop

g ch- [ -0 l -p | Error
3 refusal

7 0] 1 i shop
11 011 1 shop
12 0] 1 1 shop
13 0} 1 1 shop
14 0] 1 1 shop
15 011 1 shop
16 0] 1 0 mot

17 011 1 shop
18 i] 0 1 chope
19 0] 1 1 crop

1 919

Ten subjects misread this word:
Seven subjects:ch=sh

One subject:ch=m

One subject: ch=cr

One subject:o(s)=o(n)

One subject: p=t

:é; rich
2
2 r- | -i~ | ~ch Error
3 | 110 rish
4 i 0 )] rek/rike
5 1 0.1 0 rush
7 1 1 0 rish
8 1 1 0 rish
9 1 0 0 rush
il 1 0 0 rek
15 1 1 0 rish
16 | 1 0 0 rush
177 1 1 0 rish
i8] 1 0 0 rishe
114 5 0

:é mash

g’ m- | -a- | -sh Error
1 1 0 1 mosh
2 i 0 0 much
3 1 0 0 muth
4 1 i 0 mass
6 0 0 1 wosh
8 1 1 0 maich
9 i 0 1 mashe
13 1 0 i mush
14 i 0 0 much
15 | 1 0 match
16 [ 0 0 mot

i8 | 1 0 maich
19 1 i 0 mass

121 5 4

Thirteen subjects misread this word:
One subject:m=w (inversion of letter)
Eight subjects: vowel error

Five subjects:sh=ch

Two subjects:sh=ss

One subject:sh=t

One subject:sh=th

Eleven subjects misread this word:
Six subjects:vowel error

Nine subjects:ch=sh

Two subjects:ch=k




The words that were most frequently misread were: mash (68% of subjects), rich (58% of
subjects) and chop (53 % of subjects). A detailed analysis of the errors made in the
reading of these words indicates the following (see Table 10):

Errors on the word mash:
&= 61% of subjects misread the word because of errors involving the vowel sound.

Errors include: mosh, mush, mashe.
»  38% of subjects confused the sound of sh with ch, as in match.
& Other subjects identified the sound of sh as ss (mass), t (mot) or th (muth).
®  One subject inverted the letter m — (wosh).

Errors on the word rich:
= 82 % of subjects who misread the word did so due to confusion between the ch

and sh digraphs: rish (5 subjects), rush (3 subjects), and rishe.
= 54% of subjects who misread the word did so because of vowel errors.

*  18% of these subjects pronounced the ch digraph as “k”, as in rek or rike.

Errors on the word chop:
= 70% of subjects who misread the word confused the c¢h and sh sounds. The most

common response was the word ‘shop’ (7 subjects).

»  Other errors include the words ‘chope’ (vowel error), ‘crop’ (digraph error), and

‘mot’ (substitution and consonant error).

1.4 Oral reading of words containing initial blends (Figs. 7 and 8, Table 11)

The results of this test are summarised as follows:
» The group as a whole scored 76,4% for this reading task. Scores were higher on

words containing two blends such as br, sm, sk, than on words containing three

blends, for example, st and spr.
»  Words read correctly by 90% of the group were stop, flag, swim, frog and skip.
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Fig. 7

The word misread by 58% of the subjects was brag Errors on this word include:
confusion between the g and § sounds, such as *Arai’; vowel errors, such as ‘hrug’,
*hrag’, ‘hrig’; letter reversal errors, such as ‘drag’, ‘drug’; addition of letters and

vowcl errors, such as “Arine’; omission of letters and vowel crrors, such a *big’,

Oral reading: knowledge of initial blends {group)

INITIAL BLENDS |

%EQ?JD..@D_,-::FLE:HU:\%&:} o, -

C‘]Q._ci:lﬂ :\:l'l"':l:l'_:'m_.b-d 'EE 2

E3B2wsSE5 2 8 EL 2784 K] 5
Wiord

33% of subjcets in the group misread the words strgp and sprad. The word strap
was misrcad as “stop’, “strop’, ‘stripe’, ‘spot’, ‘sigp.’ The word sprai was read as
srat’, ‘shipped’, “spot’, “sped, sivaf’.

Of the 94 reading errors made by the group, 47% involved errors on vowel sounds.
For example, trip was misread as “siripe’. “trape’, “trup’, ‘trap’; the word smell as
‘smite’; the word plan as "plane’; glad as ‘glod .

Seven subjects misread words because they added Ietters. For cxample, prod was
misrcad as ‘prond”, ‘sprod’; brag as “hring’. trip as ‘stripe’| clog as ‘elonk’; sled
as “slend’ . strap as ‘stgmp’.

Six subjects imisread between one and ten words due to crrors involving omission
of letters. For example, pfan was misread as ‘pane’; sprof 45 "sraf’: grim as ‘gum’,
snap as ‘sad’; drop as *dop’; prod as ‘pod’; brag as “rag’; grim as “gim’; frip as

g,
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Table 11; Oral reading error analysis - words containing initial blends
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Fig. 8
Oral reading: subjcets' knowledge of inifial blends

| INITIAL BLENDS

Seord

1 2 3 4 5 & 7 & 49 10111213 14 15 16 17 18 4
Subjeet

1.5 Oral reading of words cont2ining final blends:
Fig. 9
Oral reading: knowledge of final blends (group)

FINAL BLENDS

Benrg

help  send Jump  felt  desk bent  west lisp degs  sits sink bengh

i Ward

L S S

The results of this test are summariscd as follows (see Iigs. 9 and 10, Table|2):
*  The group average for this task was 80%

= Six subjects made no ctrors.
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Table 12: Oral reading error analysis - words containing final blends
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The words help, fump and dog were read correctly by all the subjects.

Lowest scores were obtained for the words felr, hent, sink and bench, where the
error ratc was between 32% and 47%. The word bens was misrcad as “het” (4
subjects), “belr’, ‘dem” and ‘hend’. The word felt was misrcad as ‘flet’, *fight’,
-flat’, ‘belt’, ‘left” and ‘Mate’. Errors on the word sk inchude *sick” (2 subjects),
‘suck’, ‘snake’, and ‘snik’. Errors on the word besch include *beach’ (3 subjects).
‘hake’, “henk’, “hunch’, and "drunch’

M the 45 words read incorrectly by the group, 44% involved vowel errors, 31%
omission of letters. and 17% addition ol letters. Other crrors include guessing at
waords, such as ‘bake’ for bench, and sequencing errors, such as “deks” for desk,
Hat' for fell.

In this test, mosi vowel crrors were made in words containing the letier e
Sometimes it was given a short # vowel sound as in “drmch” and “bunch’ for
bench, “rust' lor rest (2 subjocts), *dusk’ and “duck’ lor desk, and “suck’ for sink.
Sometimes it was pronounced as a short ¢ vowel sound, as in “sterd lor send, or
as long @ vowel sound, as in ‘fate’ for fedr. Tt was also given a long e vowcl
sound, as in ‘Beack’ for benek (2 subjects), or a long i vowel sound, as in *fite” for

el

Fig. 11

Oral reading: subjects’ knowledee of final blends

Seare

FINAL BLENDS |

1
14
12
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*  Only three vowel errors involved the short § vowel sound: ‘suck” for sink, ‘lusp’
tor lisp, “snake’ for sink.
«  No errors were recorded where the a and o short vowel sounds were incorrectly

pronounced, although the words may have been misread because of other errors.

1.6 Oral reading of words eontaining long and short vowel scunds (see Figs, 11 and
12, Tablel 3}

Fig. 11
Oral reading: knowledge of long and short vowels {group)

LONG AND SHORT YOWELS

Score

P 5 2 £ % ®H ZE 2 & = £ z = Z B =

5 B E om i RN B = BB O O£ 4 & OF

= = 5 E =2 & i
Word

The results for this test are summarised as follows:

»  50% of words presented in this are CVCV words, where all the vowels have long
vowel sounds. The group average for these words is 41%.

= 50% of words in this task are phonetically regular, CVC words. as in task 1.2. The
group average for these words is 75.4%. compared 10 93% for task 1.2

»  The proup average for this task is 58%.

= No subject scored full marks. The number of errors for the 16 items presented
ranged between 2 and 12 errors.

=  The lowest score for the CVC category of words is for the word tub, with an error

rate of 538%. The word was misread as ‘mbe” (5 subjects), “tah’ (3 subjects),

S8



Table 13: Oral reading error analysis - words containing long and short vowels
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tooh’, “tob’ and ‘tud. Examples ol errors on other CVC words are: “hope” (3
subjects), “hap’, thop’ and “hoop’ lor hop: “ride’ (4 subjects) and “rud® lor rred;
“kite” and ‘cat’ tor cuft; ‘mud’ and “met” for mai; ‘mate’ and ' meet’ for met.

The lowest score for CVCY category of words is for the word cuse. None of the
subjects read this word correctly. 79% misread the word tube. The word cure was
misread as ‘cwt’ {11 subjects), “kife” (2 subjects). ‘cood” {2 subjects). ‘eutser’,
woul’, ‘gatny’ and tcutty”.  The word fube was misread as ‘fud” (5 subjects).
‘table” (4 subjects), ‘ruebee’ (2 subjects), “tabe’, “taly’, “tubber’ and “trum’.
Lxamples of other errors on words with long vowel sounds are: mare read as *mat”
{4 subjects), ‘meet’, ‘mite’, ‘met’, ‘maitay’, ‘mest”, “metty’ and ‘maity”; ride read
as ‘rid’ (7 subjects), ‘rede’, ‘rud, ‘reed (2 subjects) and ‘eot’: dome read as
‘domr” (4 subjects), “hom’, “dum’ and ‘dor’. These errors involve reversal of the
letter of, substitutions for the letter m, as well as errors of the vowel soungd. The

word mees was read as ‘meeting’, ‘mer’, ‘matn” and Tmarter’.

Fig, 12

Oral reading: subjects’ knuwledge of long and short vowels

Senre
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1.7 Oral reading of words containing vowel digraphs (see Figs. 13 and 14, Table 14)

Fig, 13
Oral reading; knowledge of vowel digraphs (group)

Scare

YOWEL BIGRAPHS

Ipud  bBlow  day rmoad meat i head  joy  flown pam ol clowd
Word

The results of this test are summarised as follows:

The group average for this task was 57,4%.
Highest scores were obtained for the words foy and day (89%). Joy was misread
as ‘fuh-o)’ and “jow’, day as ‘huy” and fhay,

80% of subjects read oif correctiy. Frrors were ‘ool”. ‘oilly’, ‘oh-eel’, and *oh-

Fiig

63% of subjecis read “blow’ correctly. Errors were ‘blouw” (2 subjects). ‘bull’,
‘bow’, ‘deline’, *boal” and *dlow’.

58% of subjects read meat and closd correclly.  Ervors tor meat were “met’ (4
subjects). ‘muf’, ‘met-te’. ‘matter’, and ‘mite’,  Errors for clowd were “kilfed".
‘clog-ed’, *clod {2 subjects) and “cload” (3 subjects),

47% of subjects read join, head and pain correctly. Errors for joim were “jin® (2
subjects), ‘fi-onr’, YJo-cen’, Johnwy', fun', Yoby', “feert’, ‘foan” and ‘jen’. Frrors
for head were *hid" (4 subjects), ‘hind’, “had'. ‘huh-cad’. ‘hat’, 'hide' and “hard .
Frrors for pain were “pen’ (3 subjects). ‘pin’ (2 subjects), “pine” (2 subjects).

‘plain’, *plin’ and ‘pu-een’.

&1



Table 14: Oral reading error analysis - words containing vowel digraphs
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42% of subjects read road and flows correctly.  Ervors for road were “rod (3
subjects), ‘red’, ‘rub’, ‘drob’, rouwd | ride’, “roid, ‘row-ad’ and ‘reed’. Errors
for flinver were ‘flant’, “flower’ (4 subjects), “Hlowwr® (2 subjects), “fowow-en’,
“How-in' and floww’.

31% of subjects read lowd correctly. Errors were “lood’ (2 subjects), “fod" (2
subjects), “lead (2 subjects), “lebd’, loub ', loid’, ‘hnd’, ‘hed’ and ‘fap’.

32% of subjects presented with b/d reversal errors.

Fig. 14

Oral reading: subjects’ knowledge of vowel digraphs

Score

YOWEL DIGRAPHS

2 3 4 5 6 7 & 9 10 1l 12 93 [4 45 16 17 I8 19
= ubject

1.8 Oral reading of words containing vowel-consonant digraphs (see Figs. 15 amd 16,

Table 15)

The results of this test are summarised as follows:

The group average for this task was 43,8%.

The highest score was 83%, the lowest 1%,

All subjects read the word car correctly; 68% of subjects misread the word harm,
which contains the same digraph.

There was an error rate of 89,5% for the words cafm and chalk; 84% for hgul: 74%
for fern, 68% for turn. 58% for dirt; 42% for horns; 37% for saw; 32% for fight

and 26% for new,
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F'able 15: Oral reading error analysis - words containing vowel-consonant digraphs
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=  gxamples of errors on these words are: sow read as ‘was| Sway |, semw' (3
subjects), ‘sg-wer” and ‘show " horn vead as “hem’, “han' ‘hwrn', ‘hume’, “ham’
and *Aa-rem .
=  Errors on the word chalk include: ‘shake |, ‘shick”, ‘shulk’, ‘chack’ and ‘chicken’.
Other errors include “Aome’ tor “harm’, “filled’ and finmy' for fern, hello’ lor
“haul, 'don't' for dir.
Fig. 15

Oral reading: knowledge of vowel-consonant digraphs

VOWEL-CONSONANT DIGRAPHS !

Score

tew  saw harm hor car dit o fem walm tum baul chalk  light
Wued i
Fig. 16

Orul reading: subjects’ knowledee of vowel-consonant digraphs

YOWEL-CONSONANT DIGRAPHS

Score
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1.9 Results of the ESSI Reading and Spelling Tests

Maorms tor the reading and spelling tests have been caleulated in the form of stanines and
percentile ranks. Norms for Grade 3 have been calculated at the sccond term level. The
stanine scale is a normalized nine point standard scale that produces standard scores
ranging form | to 9 with a mean of 5 and a standard deviation of 1.96. Aceording to the
test manual accompanying the ESSI tests, the stanines may be grouped together to obtain
a five-point scale in descriptive terms.  The percentile rank of a specific test score is
equal 1o the percentage of testecs in the norm group who obtained a score equal to or

lovwer than that specifie score.

1.9.1 ESSI Reading Tests

The results of this test are summarised as follows (see Fig, 17 and Table 16):
= ‘The average stanine score for the Grade T readings test was 5,63, This score is
described as “average’ for a learner in Grade 1. One subject scored a stanine of' 9
(*very good’), five subjects scored stanines of 7 or 8 {(*good’), 11 subjects scored

stanines of 4 — 6 ("average’), and two subjects scored stanines of 3 ("poor’). The

average pereentile rank was 650,

| ESS1 Remding

Percentile Rank

i 1 2 3 4 5 & 7 & 4 o101 12 13 14 15 16 17 1% 19

| mGude lCmdn::ZEledcji Subject



* The average stanine score for the Grade 2 reading test was 3.05. In descriptive
terms, this is a *poor” score for a learner in Grade 2. At this level of reading. the
scores of six subjects fell within the ‘average’ range, eight within the ‘poor’ range
and five within the “very poor” range, The average percentile rank was 29,

= The average stanine score for Grade 3 (second term) was 2.1. At this level of
reading, the scores of three subjects fell within the *average” range, eighl within
the “poor’ range. and eight within the ‘very poor’ range. The average percentile

rank was 17,

1.9.2  ESSI Spelling Tests

The results of this 1est arc summarised as follows (see Fig. 18 and Tablc 16):

Fig. 18

Written speling: comparison of subjects’ ESSI spelling scores for Grades 1-3

ESSI Spelling

Percentile Rank

2 13 14 15 1a 17 18 19

8 ¢ 10!
Suabject

W Grade | B Grade 2 £ Grade 3 |

The average stanine score for the Grade 1 spelling test was 5.15. This score is
described as “average’ for a learner m Grade |, Four subjects scored stanines of 7 or
8 (‘good’), 15 subjects scored stanines of 4 — & (Caverage’). The average percentile

rank was 6{.
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Table 16: Results of the ESS] Reading and Spelling Tests and the Buri Reading Test
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4 | M |[95-10-15] ByBm 4 40 < 0 4 40 1 4 Ml EE ] 4 4| 27 | 605611
$| M| 93-04-16] By2m 5 a0 7 %9 2 1 1 23 V) [23] 2 1l 5| 33 | 811705
6 M| 92-03-11] 12y Im 4 40 & 60 ! 4 3 FE] 3 23 | 4 6| 28 | B0G-7.00
7| F | 94-03-20[ |0y Im 4 40 5 €0 3 21 4 wlr3 |23 I 4 71 31 | 609703
8| F |94-07-28 [ oy 1im 8 9 8 96 G 77 3 60| 4 | 40| 5 60 a8l a5 | 711805
9| ¥ [95.09-01 | Ry |Om 5 60 5 a0} 2 11 i 4 Z 1l ] 4 9| 25 | 603609
16| F [ 95-08-14 | 8y 10m 6 77 7 89 s 60 o 7 4 Ja0] 4 40 | 41 | 7.07-801
1| £ [95-06.27] 9y (m 4 40 4 40 I 4 ] 4 3 2 1 4 11| 27 | 605611
b2 F | 95-10-14 | By 8&m 4 40 B 96 2 11 [ 77 P Il i 23 12| 39 ¥.05-¥ 11
b3 F [ 94-02-21 ] 10y 4m 7 80 9 100 3 60 & 771 4 |a0] 3 60 13| 44 | 7.10-804
bl F o[ 95-03-1a] 9y 3m 5 &0 5 60} 3 23 3 21 2 11 2 K 14{ 39 | 7.05-7.11
150 F [93-0718 [ 1oy 1im]| % &0 4 40 2 11 2 1 2 1 | 4 151 25 | 603609
16| ¥ [95-11-04] 8y Bm 4 401 3 23 [ 4 ] 4 1 4 ] 4 1] 25 | 603609
17| ¥ {93-04-25] |1y 2m 5 () 4 40 i 4 2 I | 4 2 1 171 25 | 603609
18| M [ 95-08-01 | By 1im 5 ) a 7 % 1l 3 23 3 23 f 23 18| 30 | B.08-7.02
190 M | 91-10-21 | 12y Bm 7 T 5 &0 2 11 3 23 2 1 2 1 19 a8 [ 704710
Ave owsm | S 15789 60 | s 6358 a5l 273684 24 | 305263 [ 29 [ 273684 21 [ 2157807 17 3179| 6.09-7.03
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The average stanine score for the Grade 2 spelling test was 2.7. In descriptive
terms, this is a “poor’ score for a learner in Grade 2. At this level of spelling. the
scores of five subjects fell within the ‘average’ range, ten within the *poor’ range
and four within the “very poor’ range. The average percentile rank was 24,

The average stanine score for Grade 3 (second term) was 2.7. At this level of
spelling, the scores of lour subjects fell within the “average” range, thirteen within
the “poor’ range, and two within the ‘very poor’” range. The average percentile

vank was 21.

Comparizon of the ESSI Grade 3 reading and spelling scores

At this level of spelling, the scores of 79% of the subjects fell within the ‘poor’ or ‘very

poor’ range, as compared to 84% for reading scores within the same categories (see lig.

19).

Fig. 1

9

Comparison of subjects’ Grade 3 {second term) ESSI reading and spelling
performance

Stanine

[RS TR B S = 1

GRADE 3 SPELLING V5 READING i

e

L2 2 4 5 & 7 & % 1 91 12 73 14 13 18 17 18 18
Subject

B Spelling B Reading

jide)



1.10 Results of the Burt Reading Test

According to the test results, the mean EAS (Equivalent Age Score) for the group is 6.09-

7.03 (see Table 16). The average chronological age of the group is 9 years 6 months. The

results indicate that in comparison with other children, they recognize and pronounce

words at the level of children who are, on average, 2.5 to 3.5 years younger than they are.

(The norms for this test were standardised for English speaking children.)

1.11 Results of the silent reading comprehension test

There are six questions in the test. Subjects were encouraged to answer in full sentences,

but were not penalised if they did not do so. The results of this assessment are

summarised below (see Fig. 20 and Table 17):

The group average is 41,2%.
Nine subjects scored 50% or higher. One subject scored full marks. Five subjects
scored nought; of these, two handed in blank forms.
The group did not attempt to answer 31% of the questions. Twelve subjects did
not attempt to answer the first question, ‘Who plays soccer?’
Two subjects answered the questions using full sentences and capital letters where
appropriate.
Four subjects wrote answers that were incomprehensible, for example:

‘Bob he is said boll’

‘The boy is the team games’.
Three subjects wrote sentences that were copied from the passage but were

unrelated to the questions they were attempting to answer.
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Table 17: Results of silent reading com prehensinn test.

subpss Q1 [02 (3 04 JOS |06 |Tot.6 Comments
1 Tjrpiji1jijl O |Cine complete sentence. rest phrases/one word answers. Omissions: v are cleven players in a team
p ojlp1jo]opl 3 |Une complete sentence, some answers unrelated 1o question e g. Tuesdays (1), some incomprehensible
i ojoajojojao 0  |Answers incomprehensible The bov is pit in sokos (3) The boy 15 the team gamis. {6)
4 1100 ] | |Incomplete sentences
5 o111 1 i & COme word answers
& aj1]1 1] 1 4 |One complete sentence; one word answers
7 Ijojojo]o 1 |Answers incomprehensible e . Bob he is said boll; Bob he said is a win, They he sad his team is good
b glojojojo]o 0 |Answers bear no relation to questions  Answers were writtendffuli sentences, copied from passage
9 | [ s 1 o 5 |Cowmplete sentences Capital letiers used comrectly
10 RN R 5 |Complete sentences Capital lerters used ar beganning of four sentences.
11 gl l]o]ll]n 2 |Complete sentences. Capital letiers used comeuthy
12 (0 I S L 3 |Ome two wind angwers. Days wrilien in capita. letters
13 O O A S |Letters omitted He pfay for two years 1he are eleven players  Ihe play game on Thursday
14 Nl ) il 2 |Two complete sentences. Capital letters uSed correctly.
|5 Ll g 0 Blank form.
16 LI 0 |Blank form.
S [ 0 |One word answers - not related to guestions asked.
5] | e e b i 4 |[One word angwers. Capltal letters used correctly
19 1] | & | Twn complete sentences, Capital letters used correctly
FLULS | e R 47 { e N1||111Fu:r c::r' queatien
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Fig. 20

Silent reading — comprehension test

acores
= koo o ooh oy

COMPREHENSICN TEST |

1.12 Results of the sentence dictation task (sight words)

The sentences contain a total of 31words. One mark was given for words spelled

correctly, The results for this task are summarised below (see Table 18a and Table 18b):

The group average for this task was 38,5%.

No subject could spell all the words correctly. No word was correctly spelled by
all subjects in the group.

The lowest score was 16% (2 subjects); the highest 64.5% (one subject).

The words your, were and does were spelled incorreetly by all subjects.

The words again. any. these, and doing were spelled incorrectly by eighteen
subjects.

Other words incorrectly spelled {or omitted) by nine or more subjects include goes,
was, wheve. some, of, there, want, books,

Suhjects omitted 15% of words contained in the sentences. In the sentence, *Come
and have some of vour milk ', 17 subjects omitied the words of vour.

Many spelling errors were predictable errors, such as doowing and do weng for
doinyg, mane for many, eny and eni for anv: dus, das. daz and dez tor does; sum and

som for yome. (ther errors involved lelter reversals, such as dook for hovk; buse
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‘Table 18a: Results of the sentence dictation task (sight words) sentences 1.2 and 3

l [ 2
Come jandhavd some |6f] your |milk.| | Do not|gs| there | again : Duoes| he | want any uf {these|books? E
: z
i1 came| 1 [ 1 | sum B i Pas| 11 wat an for] this | 1 g
2 came| ¥ [ | | sum [ 1] vou [L l.h I'has| | ;__!E! eny I ths| book | 8
3 Y| 1| sum || |vouer] | buse{hs| * anicy 1| tine| Book.| & |
3| 1 [an|afre] | 1 dasc| 1| 1 ani ]| thes § dook | @
S |came| 1 [Hav| | r I » & daz | 1 | | | i
el 1 11 1 | sam 1 | das | | | what ¢n | | this 1 11
) (o g A ikt [ dawsf | | eny 1| this | book | 10
Bl ot PR ES ) | 1|1 o 3 dass| 1| l | | this | book | 11
91 1 | jhev] sum | mlik | SR N ] 4 Ay this| 1] | unt it ths ] J43
10 1 b1 som Jmilke 1 1314 J are gane | das | | | cnv onl this | | 141
Tl 1 1) 11 sum 1 D SNl 000 el
12 1 . ] 1 | don[iill CIRIREE | agan | [ das B | el s | 7
Tk, I L | same i | V] (e 1 1 Vo ldas| 1] | ey U] s | book | 12 ]
b4 | 1hev ] so - o A the Ugen dus| 1] 1 in | [ this| ] 10
15[ hame| 1 1 | | | miic| |doo| I |1 1 agyn || dus | hi| wnt ani I thes| 1 [ 7
6} came| | ~Jsinsuit ! 1 1T o the park b 2 this | 15| we ' | 9
178 1 |1 pivel is [ { 1 EEET | 7T das | i | wat ) the | book | 3
18 kem | ' [ 1 | sam [0b 0 malk A . o des| 1] yot ' 3
19 kame| 1 | 1 | same [N 1 da| 1|t the avane | |daze| | [hwantfio have one of 6
. 12 | 17] 12 6 |21 0O 13 11 (14|13 7 | 0 fl2] 9 | o] | 9 130
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Table 15b: Results of the sentence dictation task (sipht words! sentences 4, 5 and 6

o+ =
'g- She | goes | there | many | Limes. What| was | she | doing? Where| were [you?! i
w (W
|| Cis] the mane 1 Wi hise|  Doawe wune | wan || 3
21 1 | goy | the men | fimes | | L { dowing I wan || fi
21 1 | gose | thea BVIe time. wule | wose | siet | N Wes | vou | 2
4| 1 |goas| the mapi | Limes ] ] 1>] dowing We | way | 1 3
s 1] gos | the 1 1 1 [ das {71  do wa |who| 1 [ o
b | 1 | gows R 1 whent| his | 1 | doowng Whe | wa ! 1
A boges | the | i I I | | dowing I wher| | )
8| | 1 the any ] | | | dowing J wil f L
e Hoy 1 ani leams Wil i 1 | do weng wer | ower | 2
10 1 |gous| 1 every day wate | | | | duing wher | war | | S
L1 | Ml A _ it i i ' B U -: . i
12 shi| gos 55 ) men | thay |E i‘f i we | wa | ) | 2
2] 1 b i | Lime f I hi 1. we | ower | | )
4] 1 | gows I menni ! wiit I | | douwing whe | wer | 1 &
15] shi | pos [N un Um wal | wus | doo wil wh | |
16y 1 | go ! the | manitime il wat | pon | don wan | wab | do | 1
17| shy min [ wat [ 1 | sh [ doo weng we | arc } | 3
g L] gos | ! T ¢ EAl. wd | wey | 3
wl L By want | wos | ] duwing Wi WO I 2
13 ] 3 5 il 0 9 10 1 3 (4 16 | 77




®  for does. Examples of errors mvolving the omission of letters include men, min,
any and an for many; so for some, anen and ran for again, wet for want, ook for
fneks.  Hxamples of errors involving the addition of letters mclude don for do,
Other errors involve the substitution and additiom of whoele wards or phrases. such
as to the park for there, to have one of for of. Other errors involve the incorrect

aequencing of letters, such as mitk for milk,

L.13 Controlled free-writing task

In this lask, subjecls were asked lo write a senlence dlustrating what they thought was
happening in each of six pictures. The results of thiz task are swimmansed as follows

{sce Table |9a and Table 19b):

*  63% of subjecls atlempted lo describe what was happeming m all six piclures.
These responses ranged from well constructed, grammancally correct setuences, fo

responses of single words deseribing the main action depicted m the pictures,

=  Forty-three senlences writlen by the proup (37, 7%) were considered adequate m
that thev contained a subject and predicate, even if spellmg. puncluation and
concord errors had been made. The following sentences confunn to the synlactic

rules of grammar;
Pictore L, They are sleeping, The hoy is waeking up, this hoy is sleeping; They
have to wek up to gotse school; | wake up in the morning, The children are

slegping,

Picture 2 7 wackup at six ‘oclock. they are dressing; They are pufing school

cloths nn; | put siy coss on
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Table 19a: Controlled free-writing task

Pyt an

Picture |

Picrure 2

Picture 3

Ihey are sleeping

Ihey are wer They clother

The are brusing They lecthe

I sleep at eight "o clock

I wackup at six "oclock

[ brush my reeth at (half) past six

you sleep at six o'clock.

-

4

i\
PEETEER TR, N

4 |They are slesp They are waring They coal They are cleaning oot
L '{]l::: ?:;]::1 the Boy ure washing :;:JI washing The thooth 1o po 1o
6 |they ure slecping they are dressing they are drashing they tiths
7 e slites 2 s Biromecis slcé ﬁ z;sth;iru ﬁ:&iﬁ Brothe is wears ﬁ: ir:hther and a sister is Brushing
8 _[She is Sleeping He buton her shet She iy brushing her teeth
9 |Sleep Put on it
10 | The children are sleepiny, They are puting school cloths on_ [The are brushing their thuth
g T.ook This Choren was is Do in |1 am so sike | am vere cross tw day |was play in The ¢luss was not
your Miss | will play my Choren kwavt to day
12 |slepping At naht loss brush tith
13 [this boy 15 sleeping they wearing school cloths. They brashing reeth.
14 |1 stend up in the moming [ whe my schloo clothes 1 Brush my her whi | ani going
1§ [there a slipig. [there a waring there 8 brhshngtih,
16 [6o'clock So'clock 4 o'clock
17 {my mothe 4 sipee | the Glemk iy oy Tk 1o to schiont Ve
selers
[hey have 1o wek up to golso ;
18| puit on four school things hrshe four teth
school
19 |1 wake up in the moming

I prit my coss on

I brash my thithe
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Table 19b: Controlled free-writing task

i O 1o eqr at 7 oclock

I went to the bus siop

Stports Picture 4 Picture § Picture 6
I |The are canng They are going to scool ‘They are at scool
2 |l have brackfust at seven ‘o clock | go 1o school at cight ‘oclock | leam @ school
3 W E
4 |They are eafing They are gowing in bus
s ' ]
6 |the are ¢tﬂg food they arc poing to the bus they are comnge to the school
: s : i 1 : childeen is at the school
7 {ihe sistor and & Brothér is esting the' food the sister jmd & Brother is ryning  jthe childicn is at the schoo
to the Bus
v [ c i They he gate of the Sch
8 [She is cating her food They powing to school with the ey go in the gate e School
transport.
9 Jbrink run 10 in
10 {They are eating - They are going to the bus
(| [oke in ray ¢lass Roor to day [ am vere cross alo more | ¢ \
wis , |
F2 ili.l'lE_ rung [or the bus {0 il school
13 | They eating brack fast They going to the bus They at school ground
/4 2 i ANl
15 Jthere aiing brak s, there a rang to kach 8 bus, theie o in schowl wath the bags.
16 [To'clogk Ro'clock Sn'clock
4 ﬂ.ﬂ.c bay Iting lohpope time is -clock the bay Titeng Tthe {1 bas gow  hoom the bey 1s noth [1s he ye the has ¢
tja i gow 1o chool
L% fewn four food be fou you go to school vun fast to the school bus
19

[ mast o to schoul now




Picture 3. The are brusing They teethe, I brush my teeth at (half) past six; they are
drashing they tiths; She is brushing her teeth; The are brushing their thuth; I
Brush my her whn I am going; I brash my thithe

Picture 4: The are eating; | have brackfust at seven ‘o clock; They are eating; the
are eting food;the sister and a Brother is eating the food; She is eating her food,;

eat four food be fou you go to school; I go to eat at 7oclock

Picture 5: They are going to school; I go to school at eight ‘oclock; they are going
to the bus; the sister and a Brother is runing to the Bus; They are going to the bus;

(35,9%) I went to the bus stop

Picture 6: They are at school; I learn at school; they are going to school, the
children is at the school; They go in the gate of the School, I mast goto school

now.

The following are examples of sentences regarded as ungrammatical and
sometimes meaningless:
Picture 1: They are sleep; the sister and a Brother is sleep; Look This Choren

was is Do in your Miss I will play; there a slipig; my mother a sipee

Picture 2: They are wer They clother; Put on; He buton her shet; I am so sike I am

vere cross to day my Choren; there a waring; I the Glenik

Picture 3: was play in The class was not kwayt to day; there a brhshngtih, my boy
I go to the school I the seters; brshe four teth

Picture 4: woke in my class Room to day I am vere cross ato moro was; the bay

Iting lolipopo time is —clock the bay I iteng I the tija
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Picture 5: rung for the bus; there a rang to kach a bus; I bas gow hoom the bey is

noth gow to chool

Picture 6: is he ye the bas t; go in

2. Tests assessing phonological awareness:

2.1 Diagnostic Dictation Test

The results of this task are given in Table 20. The scores give some indication of the
subject’s ability to analyse words and to find some way of recording the sounds that are
heard as letters. Alternatives of words are allowed provided the sound analysis is a useful
one. Additions of letters do not affect scoring. The results are summarised as follows:
=  The average stanine scored by the group was 5. (The scores for the test have been
normalised for children 6:0-7:3; the average age of the group is 9:5.)
= Seven subjects achieved stanines of 4 or lower. The lowest stanine scored was 3

{(two subjects).

2.2 The Auditory Blending Test

Raw scores ranged from 22-30 points (see Table 21). When converted to EG (equivalent

grade) bands, all subjects performed at the Grade 3 level.

2.3 The TAAS Auditory Analysis Test

According to the test results, none of the subjects performed at the Grade 3 level (see
Table 21). The average EG (equivalent grade) band was 1.6. This result suggests that, on
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Table 20: Hearing and recording sounds in words - Clay's dictation task

[ 93 o E 647 8 10010112 |33 14 15 |16 17 b8 |50 20 |21 22 23 (24 25 (26272829 (30313233 [M 35 (36 I7 Total | Stenine
sl fh e (hoy | is (ridimg|h 1 s |[bike [Hele a n|go|v er y|fastlon i t

| |The : hn}_'z i5  :{rouding & his stbucsk. 2 |He zlcan 3 ga 1 |vety 4 |fast. 4 iz f
2 |The z|boy2 |is 2 |nide x| his stbiye.  3the ifcan 3 fast. + [whato it x| 26 4
i |The :|boy: [is :2|rudieg 4 |his sibuke. z|hus (|can ilgo  z|fare : |fuste 4 27 4
4 (The 2 |Boy: [is 2 |riding 4 his 1 1bick. 3lHe z|can 3 Vati 1 |fust 4+ [In O T &
5 [The i|boy: lis  1|raeding 5 |his ilback, :{He :z|can ilgo |verry I | fast. 1 31 5
6 |The z|boy 1|is z|ravding 5 |his 1|bayek. 21lhe  :lean ileo  1|verey 1 | faste 4 fon 2l o3|, 38 &
7 |the 2 is 2|rouding i|his ithick. 1lhe :lcan tleo  :lvery 1 |fust ylen 2P 3] -
8 |The ijboy 2{1s 2 |nding n|his 1| hike s|he  :jcan 1lgo o o|very 4 |fast ¢ jon 2lit. | 37 7
9 |The :|Boy :z|is 2 |brving i biyk. 3lhi  ijcan lgo o o:|ver s |ferst djon oz, 2| 3 5
10 |The z|bov z|is :|riading alhis s(buck.  2|The a|can 1lgo o|very + |fast g lomy elme ooz 34 &
11 |The z|bovs2|is :|raledegin  4fhis s (buyeka :|He :|can 1fgo i|verey 4 |fast 4 30 5
12 |the 2 |Boy zlis  :|nyvng 3]s 2 [dak. 3 111N viey 3|fast 4 20 4
I3 |The 2|boy 2|is  :|rading s |his zlbwvik, 1 |He 2lean 1o rfvery s |[fast ¢ por  fl®. x| 08 7
14 |The z|boy 2|15 :|rideing & |His slbick, 2 |He z2f{can 1lgo  i|vere 1 {fusl 4 13 i
15 |the 2 [Boy zlis  :|ndig :|His 1 |hiki. 311 1 |can 1|ge 2|van 3| fst 3 24 5
16 |The :|bov = rud z puk 1 |lle :|Kan 1| Tunnup it 12 3
|7 jthe 2 |boy ilis 2 |ratheng 3 |is : |park- 1 foolstotr o 12 3
18 |The z|Boy :|is :|riding f bik 2 |he 2|can ilgo 2 fuz : 23 4
19 [The z|boy :|is :|rading 5 [his +pake.  : |He 1jcan 3 20 }

A 3

Normalised Scores (Urban children aged 6:0 - 7:3) - Stanine Groups: 1 (0-3}; 2 (4-9): 3{10-17); 4 [1B-27): 5(28-31): 6{32-35), 7 (36-37). 8 -- 9 -

]
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average, the children in the tarpet group are performing at a level expected of a child

midway through Grade |,

2.4 The PAT Test (Rhyming subtests: Discrimination and Production)

The results are summarised as follows {(see Fig.21 and Table 21 ):

* The mean AE (Age Equivalent) scores for the discrimination and production
subtests were 5.1 and b {below the test norms). The test has been normalised for
children 5:1-6:6:7.

= Five subjects obtained the maximum scores possible for the diserimination test; the

highest AE score in the rhyme production test was 5:2.

A comparison of the subjects’ scores on the Roswell-Chall, TAAS and PAT tests is given

in Fig.21 below.

Fig. 21

Comparison of subjects” scores on the Roswell-Chall, TAAS and PAT tests

Percentage

P2 3 4 5 6 7 8 O 10 W 12 13 14 15 16 17 18 19 |
: B Roswell-Chall @ TAAS @PAT I Subject ‘

81



Table 21: PHONOLOGICAL AWARENESS TESTS

: @ The Phonological Awareness Test (Robertson & Salter:1997)

§ Rosw;::f;i:: :::::lt‘ory E TAAS Auditory Analysis % Rhyming Subtest
% Raw Score % Equivalent 8 | Raw Score % Equivalent 7 Raw Score: v Raw chre: % %

(30) Grade “ (13) Grade Diserimination AE Production AE |Total AE
i 26 87 3 1 i1 85 2 1 8 80 | 5,1 1 101 b 9 45 b
2 28 93 3 2 5 38 1 2 10 100] a 1 10 b| 11 55 b
3 29 97 3 .3 4 31 1 3 8 80 15,1 1 10{ b 9 45 b
4 25 83 3 4 10 77 2 4 10 100] a 4 401521 14 70 | 52
5 29 97 3 5 10 77 2 5 8 80 15,1 5 50 b| 13 65 b
6 28 93 3 6 7 54 i 6 9 90 15,10 2 200 b} 11 55 b
7 28 93 3 7 10 77 2 7 8 80 15,1 3 30l b| 11 55 b
8 24 80 3 8 12 92 3 8 7 701 b 4 40 b | 11 55 b
9 30 100 3 9 7 54 1 9 -9 50 5,10 2 201 b 11 55 b
10 27 90 3 10 9 69 i 10 10 100} a 4 40 b| 14 70 | 5,2
11 22 73 3 11 1 8 k(-1) 11 9 90 |5,10 0 0l b 9 45 b
12 27 90 3 12 2 151 k(1) 12 6 60| b 3 30| b 9 45 b
13 28 93 3 13 12 92 3 13 10 100} a 2 200 b | 12 60 b
14 26 87 3 14 9 69 1 14 9 90 15,10 0 01 b 9 45 b
15 28 93 3 15 5 38 1 15 7 701 b 0 01 b 7 35 b
16 25 83 3 16 2 15] k(1) 16 6 60| b 0 01b 6 30 b
17 22 73 3 17 2 15¢ k(D 17 8 80 {5.1 0 O b 8 40 b
18 30 100 3 i8 10 77 2 i8 10 100] a 2 200 b} 12 60 b
19 27 950 3 19 7 54 i 19 7 701 b 3 30l b | 10 50 b

Avg 26.8 89.30 3.0 7.1 55 1.6 84 83.7] 5.1 1.9 19 103 | 516
8 k: Kindergarten

AE: Age Equivalent; a: above norms; b: below norms




J. Statistical analysis of the data

3.1 Interrelationships between the measures

Cronbach’s Alpha was used to assess the internal consistency of the tests (n=23). The
value (r = .88) is high, indicating that the test battery as a whole is a reliable instrument.
The tree clustering (dendrogram) method was used to aid visualisation of the similarities
between the scores for the various literacy and phonological awareness test measures.
The data was first standardised to offset the impact of using different scales (that is,
where the total mark for each question differed). The Euclidean (and square Euclidean)

distances were computed from raw data.

A pictorial description of the hierarchical clustering shows which clusters are strongly or
weakly joined. The difference between the clusters is proportional to the length of the
horizontal lines projecting from each cluster (Statistica, 2006). Each cluster represents
measures that are grouped together because of the characteristics they possess. All the
variables within each cluster are inter-correlated with each other at a level determined by
the smallest correlation coefficient in the cluster (Clustan Graphics, 2006). There is no
statistical criterion for determining correlation cut-off points (Hair, Anderson, Tatham, &
Black, 1998). When the cut-off is set at 0.55, four clusters are observed (see Fig. 22).
These are:

=  The largest cluster includes 12 measures involving digraphs, blends, ESSI Tests
(spelling and reading) and Burt Reading Test. (These tests appear highly
correlated, and may be composed of two, highly correlated nests of clusters).

= The ‘nearest neighbour’ to the first cluster involves measures on the informal
spelling test of sight words, oral reading of words containing long and short
vowels, analysis of sounds in spoken words, and the TAAS tests.

= A third cluster contains measures from oral reading of phonetically regular words,
rhyming (production and discrimination) and the comprehension task.
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»  The [ourth cluster containg three measures: Knowledge of alphabel names and

sounds, and auditory blending,
There are no obvious “outlicrs” in the Tree Diagram. Outliers are atypical data points that

do not appear 10 follow the characteristic disinbution on the rest ol the dasa (Statistica,

2006).

I'ig.22 Iree diagram of the 23 test measures

Tiee MMamarn fon 20 Wananles
Zirgle Linkage
1-Pearsan r

Crat gading Alphabeat nares

Cra. sgading Alphatisr saunds

Crral reading Faanaically remear s ods

Cral rgading Censonant dgraphs
Tnaieading @l blends :I R .. .

Cnal-sading Fina sknds

Craireadny Vowa!dgraphs —— -
Grade 1 Reading
Chalraading V-C dgraphs o

Burt Readng Test raw scores
Grade # Raading :I_’?
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A correlation matrix (see Appendix 10) was used to examine patterns of intercorrelations
between the twenty-three literacy and phonological awareness measures. If different
tasks measure a common skill they should correlate highly (Muter et al., 1997).

The highest correlations between phonological awareness measures are:
=  Auditory analysis (TAAS) and analysis of sounds in spoken words (.69, p < .01)
= Auditory analysis (TAAS) and rhyme production (.57, p < .05).
s Rhyming discrimination and analysis of sounds in words (.47, p <.01).

The lowest correlations between phonological awareness measures are:
= Rhyme production and rhyme discrimination (.09).
»  Auditory blending and rhyme discrimination (.20).

Literacy development measures correlated as follows:
» Significant correlations were found between fifteen literacy measures (see
Appendix 10). Eight of the correlation values were between the .80 and .85 (p <
.01) levels.
= Significant correlations were found between knowledge of alphabet names, and
analysis of sounds im spoken words (48, p < 0.05), and between knowledge of
alphabet sounds and analysis of sounds in spoken words (.52 p < 0.05).

Literacy measures correlated with phonological awareness measures as follows:
= The thyme production measure correlated significantly with nine literacy
measures. The highest correlation values were: ESSI Grade I Reading test (.61,
p <.01) and oral reading of VC digraphs (.58, p < .01). Other literacy measures
that correlated with rhyme production at values between .46 and .53 (p < .05)
were: Oral reading of consonant digraphs, oral reading of initial blends, oral
reading of long and short vowels, oral reading of vowel digraphs, Burt Reading

test, ESSI Grade 2 Reading, and the informal spelling test of sight words.



= The rhyme discrimination measure correlated significantly with two literacy

measures; ESSI Grade 3 Spelling (.55, p < .05) and the comprehension test (48, p

<.05).

» The auditory analysis test (TAAS) correlated significantly with seven literacy
measures: Informal spelling test (sight words) (.70, p < .01); ESSI Grade 1
Reading (.58 p < 0.01); oral reading of vowel digraphs (.55, p <.05); ESSI Grade
3 Spelling (.54 p < .05); Burt Reading test (51 p < .05); and ESSI Grade 2

Spelling and ESSI Grade 3 Reading (both .47 p < .05).

3.2 Facility and discrimination indices

The facility index is a measure of how difficult each test item was. It is the proportion of

students who answered a particular item correctly. The lower the facility value (FV), the

more difficult subjects found the item. Table 22 presents item facility and discrimination

indices for the 23 measures used in the study. (Refer to Appendix 10 for the key to test

numbering in Table 22.)
Low facility index values:
Item 16  ESSI Grade 3 Reading 0.17
Item 23  Rhyme production 0.19
Item 15  ESSI Grade 3 spelling 0.21
Item 13 ESSI Grade 2 spelling 0.24
Item 14  ESSI Grade 2 reading 0.29
Item 18  Informal spelling test (sight words) 0.39
Item 17  Comprehension test 0.37
High facility index values:
Item 3 Oral reading of phonetically regular words
ftem 20 Auditory blending
Item 22 Rhyming discrimination

0.93
0.89
0.84
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Item 6 Oral reading final blends 0.80
Item 1 Oral reading alphabet names 0.79

Table 22: Facility and discrimination values

Overall | Discriminating
tem no | facility value
1 0.79 0.13
2 0.66 017
3| 093 0.06
41 072 0.33
51 0786 0.41
61 080 0.25
7 0.58 0.36
8! 058 0.53
g9 044 0.31
11 0.60 0.32
12 0.66 0.56
131 024 0.50
141 028 0.48
15 0.21 0.24
161 017 0.34
17 0.41 0.37
187 039 0.26
187 0.78 0.25
201 089 0.04
21 0.55 0.47
22 0.84 0.12
231 018 0.27

The discrimination index for each measure indicates how well the test identifies the
stronger subjects. Items with a discrimination value (DV) of above 0.3 are considered
‘good’; those between 0.2 and 0.3 are considered ‘workable’; and a discrimination of

below 0.2 is considered unacceptable (Coniam, 1998, p. 7).

‘Good’ Literacy measures:

Item 12 ESSI Grade 1 reading 0.56
Item 8 Oral reading of vowel digraphs 0.53
Item 13 ESSI Grade 2 spelling 0.50
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Item 14  ESSI Grade 2 reading 0.49

Item 5 Oral reading initial blends 041
Item 17  Informal comprehension test 0.37
Item 7 Oral reading vowel digraphs 0.36
Item 16  ESSI Grade 3 Reading 0.34
Item 4 Oral reading consonant digraphs 0.33
Item 11  ESSI Grade 1 Spelling 0.32
Item 9 Oral reading VC digraphs 0.31

‘Unacceptable’ literacy measures:

Item 3 Oral reading phonetically regular words 0.06

‘Good’ phonological awareness measures:
Item 21  Auditory Analysis (TAAS) 0.47

‘Unacceptable’ phonological awareness measures:
Item 20  Auditory blending 0.04
Item 22  Rhyming discrimination 0.12

3.3 Factor analysis

Factors are constructs, or hypothetical entities that are assumed to underlie test measures.
The variances extracted by the factors are called the eigenvalues. The exploratory factor
loading patterns indicate that there may be five factors possibly underlying the 23
variables (see Tables 23 and 24). These five factors account for 79.08 percent of the total
variance extracted. However, in order to perform a fully valid factor analysis with 23
variables, theoretically we would need a much larger sample of children in order to
satisfy the statistical requirements of the analysis. Therefore all discussion, from here

onwards in this section, remains merely exploratory.
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Eleven tests measuring literacy development are loaded on factor 1; six of these have
magnitudes greater than 0.80. One of the phonological awareness tests, rhyme
production, is loaded on factor 1 (0.55). Factor I accounts for 45.83 percent of the total

test variance.

The other four factors account for just over 33 percent of the total test variance. Table 24
shows that:
= Auditory blending (0.83), the comprehension test (0.67), and auditory analysis
(0.55) are loaded on factor 2.
= Knowledge of alphabet sounds (0.68), reading of phonetically regular words
(0.82), and reading of long and short vowels (0.72) are loaded on factor 3.
= The tests of Alphabet letter sounds and Alphabet letter names are loaded on
different factors. Knowledge of letter names (0.84) is the only loading in factor 4.
=  Six tests load on factor 5: ESSI Grade 2 and 3 Spelling tests (0.68, 0.73), informal
spelling of sight words test (0.53), analysis of sounds in spoken words (0.55),
auditory analysis, TAAS (0.52), and rhyming discrimination (0.74). The literacy

measures that load on this factor are all spelling tests.

Table 23: Factor analysis: Eigenvalues

Eigenvalues
Tests Extraction: Principal components
Eigenvalue | % Total | Cumulative | Cumulative
variance | Eigenvalue %

1 10.54 45.83 10.54 45.83
2 2.44 10.61 12.89 56.44
3 2.14 9.31 15.12 65.75
4 1.64 7.15 16.77 72.90
5 1.42 6.19 18.19 79.08
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Table 24: Factor matrix

Factor Loadings (Varimax normalized)

Extraction: Principal components
Vaniable {Marked loadings are > .500000)

Factor | Factor | Factor | Factor | Factor

1 2 3 4 5

Oral reading: Alphabet names 0.08 0.01 0.01 0.84 0.18
Oral reading: Alphabet sounds -0.11 0.41 0.68 -0.14 0.27
QOral reading: Phon. regular words 0.19 -0.28 0.82 0.24 -0.08
Oral reading: Consonant digraphs 0.82 0.14 0.00 0.42 0.06
Oral reading: Initial blends 0.74 0.14 0.15 0.39 0.11
Oral reading: Final blends 0.77 -0.14 -0.14 0.29 0.30
Oral reading: Long/short vowels 0.41 0.01 0.72 -0.13 0.24
Oral reading: Vowel digraphs 0.84 0.18 0.12 0.11 0.16
Oral reading: V-C digraphs 0.84| -0.03 0.18 0.20 0.09
Burt Readings Test: raw scores 0.84 0.08 0.23 -0.19 0.21
Grade | Spelling 0.59 -0.01 -0.01 -0.22 0.50
Grade 1 Reading 0.86 0.30 0.10 0.05 0.26
Grade 2 Spelling 0.53 -0.16 0.37 -0.05 0.68
Grade 2 Reading 0.88 0.08 0.20 -0.15 0.14
Grade 3 Spelling 0.41 0.10 0.34 0.12 0.73
Grade 3 Reading 0.73 -0.05 0.15 -0.34 0.49
Informal comprehension test 0.37 0.67 -0.31 0.14 0.21
Informal spelling test — sight words 0.42 0.25 0.38 0.29 0.53
Analysis of sounds in spoken words 0.16 0.37 0.38 0.48 0.55
Roswell-Chall Auditory Blending -0.02 0.83 0.07 -0.02 0.01
TAAS Auditory Analysis 0.33 0.55 0.14 0.10 0.52
Rhyming Discrimination 0.00 0.21 -0.24 0.33 0.74
Rhyming Production 0.52 0.35 0.40 0.28 -0.04

3.4 Analysis of subject performance

The tree clustering (dendrogram) method was used to aid visualisation of the
similarities between performances on the various literacy and phonological awareness
test measures. The data was first standardised to offset the impact of using different
scales (that is, where the total mark for each question differed). The Euclidean (and
square Euclidean) distances were computed from raw data. When the cut-off is set at

40%, four distinct clusters of subjects are observed (see Fig. 23). Table 24 indicates
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the average of each cluster group on the various test measures. A cut-oft point of 40%

for each test performance was used.
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Table 25: Subject performance (Cluster averages on the 23 measures)

Cluster no: 1 2 3 4
1,3, 4,5,
6,78,
Cluster members 1 ; , }g. 12 2 8, 10, 13
15, 16,
17,18, 18
Oral reading Alphabet
names 80.0 48.0 96.0 76.0
Oral reading Alphabet
sounds 64.0 48.0 68.0 80.0
Oral reading
Phonetically regular 91.0 100.0 100.0 g7.8
words
Oral reading
Consonant digraphs 66.7 91.7 83.3 88.9
Oral reading Initial
blends 69.4 100.0 952 852
Oral reading Final
blends 73.2 100.0 100.0 100.0
Oral reading
Long/short vowels 52.2 62.5 87.5 75.0
Oral reading Vowel
digraphs 48.8 75.0 83.3 86.1
QOral reading V-C
g digraphs 35.7 83.3 50.0 69.4
o Burt Reading Test raw
o
z scores 28.9 38.0 31 43.3
2 Grade 1 Speliing 53.5 40.0 89.0 87.3
$ Grade 1 Reading 54.9 96.0 96.0 95.0
< Grade 2 Spelling 12.8 11.0 77.0 65.7
Grade 2 Reading 18.7 77.0 40.0 713
Grade 3 Spelling 16.9 11.0 40.0 40.0
Grade 3 Reading 7.9 23.0 23.0 533
Informal silent reading
comprehension test 36.9 50.0 50.0 55.6
informal spelling test -
sight words 34.6 29.0 452 58.1
Analysis of sounds in
spoken words 73.7 54.1 70.3 96.4
Roswell-Chall
Auditory Blending 89.3 90.0 93.3 a7.8
TAAS Auditory
Analysis 52.2 15.4 38.5 846
Rhyming
Discrimination 82.9 60.0 100.0 80.0
Rhyming Production 16.4 30.0 10.0 33.3
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= The largest cluster includes 14 subjects. Four ‘pairs’ of students appear to have
responded to the measures in similar ways: 1/5, 3/11, 9/15, 6/7.

=  The second cluster contains subject 12, who is the ‘nearest neighbour’ to the first
cluster.

= The third cluster contains subject 2.

=  The fourth cluster contains three subjects: 8,10 and 13.
Subjects 2 and 12 could be considered ‘outliers’ in the Tree Diagram. Outliers are

atypical data points that do not appear to follow the characteristic distribution on the
rest of the data (Statistica, 2006).
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CHAPTER FOUR

DISCUSSION

1. Introduction

In Chapter Three, a detailed analysis of each child’s reading and spelling profile was
given, as well as overall performance levels of the group as a whole. To avoid repetition,
examples of errors will be repeated only where necessary in order to offer an explanation
as to why these errors occur. For ease of reference, reading, spelling and phonological
awareness performances will be discussed separately. This will be followed by a general
discussion, based on the findings of this study, of the relationship between literacy and
phonological awareness skills. The discussion will overlap at times, because, as Snowling
(1985, p. 81) reports, “to the extent that accurate spelling relies upon information derived
through reading, spelling is dependent upon it”. Similar views are held by Templeton
(1992, p. 455), who notes that “spelling knowledge...supports reading, writing,

vocabulary study, and connections across the curriculum”.

2. Tests assessing literacy development

2.1 Knowledge of the names and sounds of letters of the alphabet

" An analysis of the responses reveals patterns of errors. These involve general confusion
between the following letter names and their sounds: y and u; g and j; c and 5; c and k; p,
d and b; w and y. More than half the subjects could not give the sounds of the letters c, g,
x and y. None of the children could identify the names and sounds of all the vowels, or of

the consonants.



Based on these results, it is evident that the children in this study have an incomplete
knowledge of sound-symbol relationships. Goswami (1998, p. 79) notes that “in the
research on phonological awareness there is an unstated assumption that some level of
phonological awareness combined with alphabet knowledge is necessary for children to
learn to decode”. According to some authors, children generally master letter recognition
in kindergarten, if not before (Aro et al., 1999; Stahl and Mc Kenna, 2000).

A possible explanation as to why nearly half the subjects pronounce (and write) the short
vowel # as an “00” sound is linked to the fact that languages differ in their phonemic
repertoire (Schulpen, Dijkstra, Schriefers, & Hasper , 2003). The u vowel in Xhosa is
pronounced “oo0”, as in the English word rule. For example, the word kushushu is
pronounced “koo-shoo-shoo” (Kirsch & Skorge, p. 219). As Schulpen et al. note, errors
in this category clearly demonstrate the important implications of the differences that
exist between languages in this regard.

Confusions between the letters ¢ and s, and between g and j, are also fairly predictable.
English is “orthographically nontransparent”, which means that letters can represent more
than one phoneme, and phonemes can be represented by more than one letter (Goswami,
1998, p. 43). For example, in the words cents and gentlemen, the ¢ has a “s” sound, and
the g a /" sound. Similar findings are reported by Siegel (1998, p. 148), who notes that
poor readers have particular difficulty with “the s pronunciation of ¢, and the j
pronunciation of g”. Another explanation of the confusion between the letters ¢ and s,
and one perhaps more appropriate for this particular group of children, is that the name of
the letter s, pronounces “ess”, or its sound “ss”, sounds similar to the name of the letter ¢,
pronounced “see”. These letters share the same phoneme, which may cause the learners
to perceive them as identical (especially as nearly 80% of them confuse letter names and

sounds).
Different strategies were used by the leamers to aid recall of letter names and sounds.

These include the verbalisation of whole words beginning with the target letter, such as
man to recall the sound of the letter ‘m’, or the verbalisation of the letters of the alphabet,
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in sequence, until the letter in question was reached. These strategies were used with
varying degrees of success. Subject 18 verbalised the word chicken in order to recall the
letter ¢, and Wednesday in order to recall the letter y. Subject 11 verbalised the word
Jjump in order to remember the sound of the letter g.  Subject 1 was able to recall the
sound of the letter f by saying the word if, but was unable to use the same strategy when
trying to remember the sound of /4 by saying he. Six other subjects were also unable to
give the sound of the letter » when asked to do so. An explanation for this problem is
offered by Stainthorp and Hughes (1999, p. 6), who report that the /b/ sound “is just the
voiceless counterpart of the vowel sound that follows it”. These authors conclude that it

is easy to understand why the sound of this letter is not easy to hear.

Four subjects (4, 6, 8, and 17) confused the letters /b/ d/. Subject 4 confused three letters,
/d/b/p/, which involved rotation as well as reversal errors (see Table 6). While subject 8
made no further errors involving the letters b and d, the other three did. An error analysis
of later tests indicated that this confusion resulted m both reading and spelling mistakes.
Subject 4 read drop for road, and wrote dook for books; subject 6 read brop for drop,
loub for loud, and wrote drashing for brushing; subject 17 read drug for brag, dress for
bless, dlow for blow, and wrote park for bike. Bryant & Bradley (1985, p. 24), argue that
the direction of letters and words is not a serious problem, and that comparisons between
poor and normal readers of the same age “show no difference in the proportion of

‘reversal’ errors that the two groups of children make.”

Although the other subjects did not confuse the letters /b/d/p/ when presented in isolation,
seven of the children made between one and six errors when asked to read, or to spell,
words containing these letters. Subject 1 read dent for bent, drunch for bench; subject 2
read drag for brag; subject 3 read sad for snap; dress for bless, leb for loud, by for day,
rub for road, and wrote buse for does; subject 9 read deline for blow, and wrote brink for
drink, brving for driving; subject 15 read tud for tub; subject 16 read bom for dome, lap
for loud, bay for day, belt for dirt; and subject 19 wrote pake for bike. Many of these
words do not exist in English and a lack of vocabulary may contribute to this high error



rate. This conclusion is supported by Goswami (2002) and Pumfrey (1991), who note
that vocabulary development contributes to, and determines, progress in learning to read.

2.2 Reading

The discussion below is based on the results of the ESSI and Burt Reading Tests, reading
of words containing letter blends, digraphs, long and short vowels, and answers to the

comprehension task.

According to the results of the two standardised reading tests, the subjects in this study
are considered ‘poor’ to ‘very poor readers’. Although two subjects managed to obtain
stanines of 5 in the Grade 3 ESSI Reading Test, their scores in the Burt Reading Test fell
between eighteen to thirty months below their expected age levels. The correlation
between these two tests is high (r = .82 p. < 0.01).

Although reading of phonetically regular words was fairly accurate (93% group
accuracy), over half the errors involved confusion between vowel sounds, substitution
errors (e.g. den for ‘ten’) and addition errors (e.g. hand for ‘had’). Snowling (1985, p.
92) suggests that it is unreasonable to expect a young child to have knowledge of the
“seemingly arbitrary way” vowels in English are represented. She argues that up to the
age of about 9 years, it is common for children to make mistakes and to ‘mistranscribe’ a

vowel without necessarily having segmentation or phonological ‘deficits’.

Goswami (1998) suggests that vowel pronunciation plays a role in analogising, that it,
the ability to “transfer’ the sound of one word to another with the same sound. Onset-
rime awareness (see Chapter One) enables children to use the words they know and have

stored in memory, to help them read unknown words.

The words ‘dogs’, ‘log’, ‘frog’, and ‘clog’ were among the words subjects in the present

study were asked to read. After controlling for onset errors (initial consonants and
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blends), responses were analysed to find out if the children were able to decode words by
analogy using the rime og or ogs. All nineteen subjects read ‘dogs’ and ‘frog’ correctly.
Thirteen subjects read ‘log’ correctly. Errors on this word were leg (subject 3); long/lonk
(subject 14); and long (subject 19). Thirteen subjects also read ‘clog’ correctly. Errors
were cloj (subject 1); clk (subject 3); clonk (subject 14); and cloag (subject 16).

These errors indicate that knowledge of the words ‘dogs” and ‘frog” did not help these six
children read the other two words which also contained the rime og.

To confirm the above finding, responses to similar groups of words were analysed. The
words ‘stop’, ‘chop’, ‘hop’, ‘crop’, and ‘drop’, contain the rime op. Eighteen subjects
read ‘stop’ correctly. (Subject 2 read the word as spot, a transposition error involving
poor auditory and visual sequencing). After controlling for onset errors, seven children
were unable to transfer the sound of the rime op to other words. Goswami (1998. p. 47)
notes that “rimes are functionally important units for young readers of English”. This
statement appears to be valid for young isiXhosa learners who are learning to read
English.

Words that share a rime (peak—beak) are easier to read by analogy than words that share
only part of the rime (peak-beam), Goswami (1998). Subjects in the present study appear
to have problems reading both categories of words. Seven subjects were unable to
transfer their knowledge of the rime oud in ‘loud” and ‘cloud’, reading only one of the
two words correctly (none of the errors involved the onsets / and c/). All nineteen
subjects read the word ‘car’ correctly but thirteen of them were unable to transfer the
sound of the digraph ar to the word ‘harm’.

Goswami (1998) notes that children between the ages of 5 and 7 make a significant
number of analogies between shared initial consonant clusters that correspond to onsets
(trip-trim), but do not use analogies between shared final consonant clusters (desk-risk).
The children in the present study, who are much older, appear to be using analogies
involving both initial and final consonant clusters in their reading. Fourteen subjects read

the onset bl in ‘blow’ and ‘bless’ correctly; eighteen read the ng in ‘long’ and ‘sing’
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correctly. Only ten subjects, however, were able to transfer their knowledge of the ng
sound when writing the word “doing’ (see Table 15b). The link between analogies and

spelling is discussed in a later section.

Short vowels are generally represented by single letters, and long vowels by multiple
letters (either digraphs or a silent e). For this reason, short vowels are encoded more
simply than long vowels (Seigel, 1998; Stahl and McKenna, 2000). In the present study,
children performed poorly on words with more complex orthographic encoding, such as
silent € words and words containing digraphs. Armold (1990). notes that some children
use the strategy of applying phonics to the first phoneme only This is evident in many of
the reading errors recorded in Chapter Three, such as the word ‘join’ being read as

G‘johnn ”’ “jeen” or ﬂ‘joanf”‘

Results of the silent reading comprehension task indicated that less than half the learners
understood the passage. The five subjects who scored nought for the task are functioning
at what Pretorius (2002, p 92) refers to as the “frustration level”, where children are
reading with less than 90% decoding accuracy and 60% or less comprehension. Snow
(1998, p.15) argues that “there is a point in the child’s growth when we expect ‘real
reading’ to start...children are expected, without help, to read unfamiliar texts, relymg on
the print and drawing meaning from it”. It appears that for many of the children in this
study, ‘real reading’ has not yet begun.

All but two of the subjects were unable to answer the questions in full sentences. These
results suggest that the focus of reading lessons in the classroom may be on “decoding’
printed information with little attention paid to the meaning of what is read. According to
Prinsloo (2005, p.13), “if children.. encounter literacy without also developing the
resources to make and take particular meaning from the activities of reading and writing,

then they are receiving very little.”
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2.3 Spelling and written work

This discussion is based on the results of the ESSI Spelling Tests, and written answers
from the comprehension, sentence dictation and free-writing tasks. According to the
results of the Grade 3 ESSI Spelling Test, four children are considered to be ‘average’

spellers at this level; the rest are considered “poor” or ‘very poor” spellers.

According to Fulk and Stormont-Spurgin (1995, p. 488), spelling is a more difficult task
than reading, because it “requires production of an exact sequence of letters, offers no
contextual clues, and requires greater numbers of grapheme-to-phoneme decisions”.
According to Snowling (1985, p. 34), “any child who cannot say a word correctly will
have difficulty segmenting it at phonemic level”. An investigation of the subjects’
spelling skills in this study suggests that their limited experience with the sound system
of the English language affects their orthographic representation.

An error analysis of the children’s written work indicates that most of them are using
vowels (either correctly or incorrectly), in words they write. According to Stahl and
McKenna (2000, p.8), this indicates that a “full analysis™ of the word is being attempted.
Vowels were omitted.in these words: drving (riding); wht (what), whn (when); wh (were),
Jst (fast), wd (where), and bk (bike).

Although vowels were generally represented, a characteristic deficiency in the group’s
receptive phonology appears to be poor auditory discrimination of individual vowel
sounds. These results are not surprising as vowels are less phonologically accessible than
consonants, and are difficult to discriminate (Snowling, 1985; Stahl & McKenna, 2000).
Goswami (1991) reports that vowels are the most difficult letters to pronounce in words,
and that children misread vowels more frequently than consonants. Goswami (1998, p.
54) notes that “the most consistent links between the English spelling system and the
sounds of spoken language occur at the level of the rime”. The rime unit of a word
corresponds to the vowel plus any following consonants. Pronunciation of single vowels
is very variable, but when the vowel and final consonants are considered a unit (such as -

ack, -ight,- oke, -ice), greater consistency of vowel pronunciation occurs. Research by
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Goswami (1998, p. 45) indicates that nearly 500 primary grade words are derived from a

set of just 37 rimes.

Determining where word boundaries fall is considered a problem for non-native listeners
(Field, 2003). Examples of errors indicating that the subjects had difficulties segmenting
connected speech were: brashngtih (brushing teeth), manitime (many times), foolstot (fast
on it), wackup (wake up), gotso (go to) and hwant (he want). Segmentation of sounds
within words was also generally weak and many of the subjects present with a profile of
poor auditory processing skills for individual words. Errors of this type include mlik
(milk), choren (children), hand (had), rum (rub), lonk (long), and slipe (ship).

Olson and Caramazza (2004, p.398), categorise spelling errors according to whether “the
erroneous spelling could be pronounced in the same way as the stimulus (phonological
plausible vs. implausible errors), and whether the error resulted in an orthographically
legal or illegal sequence of letters”. When this method of analysis is applied to the
present study, many of the spelling errors are ‘phonologically plausible’, for example,
naht for night, and gowing for going, because the errors can be pronounced like the target
words. Lemer (1981, p. 343) refers to these types of emror as ‘phonic-equivalent errors’.
Gowing is also considered ‘orthographically legal’, as the sequence of letters -owing is an
existing onset, as seen m the word blowing. Words like naht, however, are
‘orthographically illegal’ because the sequence of letters ahf is not a possible word-
medial onset. Subject 17 wrote slpee for sleeping. This would be considered
‘phonologically implausible’ and ‘orthographically illegal’ (“slp’ is not a possible word-
iniﬁal onset). Further errors in this category are: blk for bike (subject 18) and bucsk for
bike (subject 1). Olson and Caramazza (2004, p.387) point out that “many constraints on
sequences, in fact, are identical in the orthography and the phonology”. This implies that,
at the time of spelling these particular words, the children were unable to access either
phonological awareness skills (auditory analysis, in particular), or knowledge of common

sequences of letters, to help them “guess” how these words are spelled.
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Many learners left blank spaces on their answer sheets. Moseley (1990) notes that
difficulties with spelling are manifest both in what is written, and for fear of error, what is
not written. Goulandris and Snowling (1995) suggest that children who have inadequate
phonic skills at their disposal to help them read unfamiliar words are unlikely to attempt
reading or spelling words they are not sure of.

Results of the controlled free writing test indicate that many of the subjects have a limited
vocabulary in English, and were unable to express their thoughts in writing.

3. Tests assessing phonological awareness

This discussion is based on the results of the Clay’s Diagnostic Dictation Test, Roswell-
Chall’s Auditory Blending Test, the TAAS Auditory Analysis Test and the PAT
Rhyming Subtests.

Scores on the Auditory Blending Test indicate that the subjects scored at the Grade 3
level. Only two of the subjects scored at the Grade 3 level in the TAAS Auditory
Analysis test. Four of them scored at kindergarten levels. According to Rack and
Snowling (1985), it is not easy to pinpoint precisely the reasons for any child’s failure in
segmentation tasks. These authors suggest that difficulties with input phonology
(perception), output phonology (production) or phonological memory could cause
children to score poorly on segmentation tests (Rack & Snowling, 1985, p, 33).

Only five children in the study were able to discriminate between pairs of words that did,
or did not rhyme. The rest of the group obtained scores that were at, or below the AE
(Age Equivalent) norm of 5 years, 10 months. Even fewer of them were able to produce
words that rhymed with stimulus words. Many of the learners did not appear to
understand the concept ‘thyme’ or ‘rhyming’, and it was necessary to give more than one
stimulus example. Most of them were unable to produce rhyming words even when

encouraged to “make up words”, such as “lat” and “wat” in response to the stimulus word

102



bat, as suggested in the Test Manual for this subtest. Playful encouragement “‘to just say
anything that sounds the same”, elicited no more than one or two responses from the

subjects.

Goswami (2002, p. 2) argues that “the ability to recognise syllables, onsets and rimes
precedes learning a particular spelling system” (her emphases). If, as Goswami (2000, p.
1) argues, “phonological awareness is a consequence of vocabulary development”, then it
must be concluded that many of the reading and spelling problems experienced by these
learners are a direct result of simply not being able to speak English well enough to
organise the spoken lexicon in terms of the intra-syllabic units of onset and rime.
Children who have experience with thyme are better at them (Bryant & Bradley, 1985).
Casey and Sheran (2004) agree, noting that current research suggests that while many
children develop these skills without explicit instruction, others need repeated exposure

to related activities in order to do so.

4. Relationship between literacy skills and phonological awareness

The subjects in this study scored well below expected levels in all but one of the
phonological awareness measures. These findings prompt an important question. To
what extent are difficulties in rhyme detection and production, and auditory analysis of
sounds in spoken words, a result of the subjects’ lack of experience with words in the
English language? According to de Klerk (2003), the vast majority of Xhosa learners do
not have easy access to native English speaker norms or input during their early
acquisition of English, because of the legacy of apartheid. According to Snow (1998,
p.15) reading is a “complex developmental challenge...intertwined with many other
developmental accomplishments: attention, memory, language, and motivation” (Snow,
1998, p. 15). Olson and Caramazza (2004, p. 509) reviewed thirty-eight spelling studies
and concluded that poor spelling was related to “underlying difficulties with language,
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phonological awareness, visual and motor processes, and/or inefficient study strategies”.
All these factors appear to play some part in the poor spelling abilities of the subjects in
this study.

Based on the reading and spelling assessments of the subjects in this study, it is suggested
that a number of them present with profound learning difficulties that may, or may not
be, related to having to learn in a second language, or with difficulties in phonological
awareness skills. This conclusion is based on the 1999 definition of dyslexia proposed by
the British Psychological Society: “Dyslexia is evident when fluent and accurate word
identification (reading) and / or spelling does not develop or does so very incompletely or
with great difficulty” (Cline, 2000, p. 88). Cline suggests that when children make slow
progress in learning to read and write in a second language it is often assumed that they
simply have a language problem, and that if they knew the target language better, they
would find it easier to read. While this is often true, “there is a risk that learning
difficulties associated with dyslexia will sometimes be overlooked™ (Cline, 2000, p. 81).
The present study suggests that many of the difficulties experienced by this particular
group of children have been ‘overlooked’ for this very reason.

5. Statistical analyses of the data

Correlation coefficients and factor loadings were used to examine the relationships
between the different test measures used in this study. Simple correlation coefficients on
their own are not convincing evidence of a strong connection and should be treated with
caution. It is quite possible that two correlated variables could both be determined by
differences in some other factor, such as 1.Q (Goswami, 1998; Pumfrey, 1991).

The results of the present study indicate that there are many significant intercorrelations
between literacy skills and phonological awareness measures (see Appendix 10 and
Fig.22). Knowledge of the names of letters of the alphabet is significantly correlated
with analysis of sounds in spoken words (.48 p. < 0.05). Knowledge of the sounds of
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letters is also significantly correlated with the analysis of sound in spoken words, but at a
higher level (.52 p. < 0.05). Cluster analysis of the data indicates that knowledge of both
names and sounds of the letters of the alphabet, as well as auditory blending skills are
necessary for decoding even phonetically regular words. Rhyme discrimination is also
closely linked to the ability to read phonetically regular words. The ability to do well in
spelling and reading tasks at the Grade 3 (second term) level is associated with rhyme
production, knowledge of digraphs, sight words, and the ability to analyse sounds in
spoken words. It is acknowledged that there might be cross-linguistic differences
between Xhosa and English with regard to rhymes and that it is possible that Xhosa
children may perform poorly on the PAT rhyming subtests, especially production,
because they are not familiar with this type of phonological activity in their own

language.

The facility index (Table 22) indicates that the learners found five of the twenty-three
tests relatively easy to do. These were the reading of phonetically regular words,
auditory blending, rhyme discrimination, oral reading of final blends, and knowledge of
alphabet names. They found the ESSI Grade 3 test the most difficult, followed by rhyme
production, ESSI Grade 2 spelling and reading tests, spelling of sight words, and the

comprehension test.

The discrimination index (see Table 22) indicates that of all the literacy tests presented,
the Grade 1 reading test was the most efficient at identifying which subjects were
‘strongest’ (those subjects who achieved the highest scores on the test battery). This was
followed by the test on vowel digraphs, and the ESSI Grade 2 spelling and reading tests.
Reading of phonetically regular words had a low discrimination index as most children

were able to read the words.
The auditory analysis (TAAS) measure was one of the most efficient in the test battery of

twenty-three measures, and the only phonological awareness measure that was able to

identify which subjects were strongest. The TAAS measure tests the ability to segment
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and delete phonemes in words, and is significantly correlated with eight other test

measures.

Factor loading patterns indicate that there are five factors, or constructs, underlying the
test measures (see Tables 23 and 24). The Burt reading test, five of the ESSI reading and
spelling tests, as well as five informal tests measuring knowledge of blends and digraphs,
all have loadings on factor 1 (which accounts for nearly 46 percent of the total test
variance). These criterion-referenced, or content-referenced tests were included in the
test battery because they were assumed to measure ‘levels of reading and spelling
development’. The construct that explains the underlying unity or common factor
variance of this factor springs from the notion of ‘master learning’, described by
Kerlinger (1986, p. 465) as, “the mastery by the individual of defined instructional and
learning goals and the assessment of pupil attainment of the goals”. What is of particular
significance to the present study, is that one of the phonological awareness measures,
rhyme production, is also loaded on factor 1, signifying the interrelationship between

phonics and phonemic awareness.

Two phonological awareness measures, auditory analysis (TAAS), and auditory blending,
are loaded on Factor 2, together with the comprehension test.  “Silent reading’ and the
ability to comprehend written words is related at some level to a child’s ability to

‘decode’ sounds internally, without the benefit of hearing the words spoken aloud.

Knowledge of alphabet sounds, the reading of phonetically regular words and the reading
of words containing long and short vowels, are loaded on Factor 3. These measures
represent the simplest and most basic connections between phonemes and graphemes.
This factor represents the cognitive and psychological ‘springboard’ from which any
further literacy development can be made. The results of this study indicate that the
emergent literacy theory approach is an inappropriate model of literacy development for
this group of isiXhosa learners. Children whose literacy skills ‘emerge’ in ‘whole
language® and print rich environments can happily bypass this stage. Others, especially
those who are leamning in a language they neither speak nor understand, will need a
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careful ‘scaffolding’ teaching approach i order to help them understand the processes
involved in reading and writing. Scaffolding theory, as first introduced by Bruner,
integrates interactionist and cultural views of child development and focuses on how
children construct knowledge rather than, in Piagetian terms, “merely assimilating or

internalising it from the environment or culture” (Bruner 2001, p. 52).

Knowledge of alphabet letter names is the only measure loaded on Factor 4. If the sound
of a consonant is heard in a word, it is always a consequence of its position next to a
vowel, as in the words ‘before’, ‘cedar’, and ‘delay’. Familiarity with the sounds of the
names of these letters and their graphic representations are important for literacy

development.

The ESSI Grades 2 and 3 spellings tests, knowledge of sight words, analysis of sounds in
spoken words, and auditory analysis (TAAS), and rhyming discrimination are loaded on
Factor 5. Visual memory of sight words, and the ability to delete and segment phonemes
in words, contribute towards ‘good spelling’. None of the measures used to test reading
development loaded on this factor. The construct underlying this factor is therefore

related to ‘written output’ and the phonological awareness measures needed to spell well.

Fig. 23 and Table 25 show that the weakest group of learners, (Cluster 1), scored the
lowest marks in twelve of the literacy measures, in spite of having a higher average than
two other groups in knowledge of letter names. This supports the conclusion that
knowledge of letter names is ‘necessary but not sufficient’ for literacy development.
Learmers in Cluster 1 scored over 40% lower that the other groups in both the Grade 1
ESSI reading and spelling tests. These results give some indication of the ‘backlog’ in
literacy development that is present among these leamers. The leamers in Cluster 4
scored 12% - 32% higher than the other groups in their knowledge of letter sounds.
Their scores in the ESSI Grade 3 reading test were 30% - 43% higher than the other

groups.
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6. Limitations of the present research

The findings of this study should be interpreted with caution. The limited number of
subjects makes generalisations difficult. The class teacher reported that none of the
children had obvious hearing or visual problems. Given the particular nature of this
study, the hearing of each child should have been tested, preferable with a pure tone
hearing screening test with a criterion of 20dB at the octave frequencies from 250Hz to
4000Hz, as was used in the Nadler —Nir (1997) study. This was not done in the present

study because of the cost factors involved.

Many questions remained unanswered as to why some children performed better than
others. Factors that could have been investigated are quality of teaching, method of
literacy instruction, parental reading habits, availability of books in the home, levels of
English language proficiency of parents and siblings, opportunities for English language
use, and attitudes of the children towards learning through the medium of English.

7. Implications for future research

The results of this study have significant implications for teachers of pre-school and
primary school isiXhosa learners who are performing below expected grade levels in
English reading and spelling. In order for isiXhosa learners to map sounds to letters and
letters to sounds, they need to become aware of the phonemic structure of English. This
implies that teachers themselves should be aware of the sound structure of words. This is
not easy to do, as a study by Stainthorp (2003) shows. Stainthorp’s study is discussed in
some detail, as it has important implications for the any future research based on the
findings of the present study.

Stainthorp (2003, p. 1) reports that, as a requirement of the National Literacy Strategy, all

key stage 1 teachers in England now have to include some explicit teaching of the sound
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structure of words. If children are to receive reading and spelling instruction that
includes knowledge of phonemes, it is essential that teachers themselves have this
explicit awareness in order to teach about phonemes effectively. Stainthorp notes that a
recent study has indicated that the “average well-educated graduate is neither expert nor
confident about the sound structure of words” (p.3). The graduate students were tested
for their knowledge of syllable counting (How many syllables in elephant?), thyme
matching, pairing words that started with the same words, phoneme counting (How many
sounds in teach?), and their ability to specify phonemes in a word (What is the second
sound in queen?). Group performance on phoneme counting (mean correct score 23%)
indicated that the graduate students were not explicitly aware of the phonemic structure
of words. As Stainthorp (p. 6) notes, “it is easy to get confused by the complexities of the
English language, such as car having three phonemes while fox has four”. (The /ks/

ending of socks is perceived as two phonemes, as is the /ks/ ending of fox™.)

It would be beneficial to both isiXhosa teachers and learners if a study, similar to
Stainthorp’s (2003) study, could be carried out in South Africa. This study highlights
some difficulties isiXhosa learners have with particular literacy and phonological
awareness skills. Future research could focus om the development of teacher
programmes, similar to those implemented by Stainthorp, which take these specific
difficulties into account, and the differences in the phonemic repertoires of the Xhosa and
English languages. As Templeton (1992, p.455) suggests, “learners need not be confused

— provided that we, their teachers, are not confused”.

8. Conclusions

Many of the children in this study were unable to read and write in English much beyond
Grade 1 levels. It appears that they are required to become literate in a language they do
not fully understand; and are being taught by teachers who do not understand or speak
isiXhosa. According to MacDonald (2001: p. 74), children who have to learn in a new
language “are put into a kind of prison”; they cannot tell the teacher what they think, or
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express their own ideas and creativity, they cannot meet the intellectual demands of
school, fail year after year, and may eventually drop out of school.

Webb (2002, p. 186) notes that in order to use a language effectively for learning
purposes, a “rather high-level proficiency” in that language is required. The general
madequacy of the English proficiency of learners in this study makes it doubtful whether
they are capable of all the skills covered in the specific outcomes (SO) proposed in the
language, literacy and communication learning area of the Natiopal Curriculum
Statement. One of these outcomes deals with the aim of preparing learners to use English
as a language for thinking and reasoning.

The results of this study suggest that phonics and phonological awareness are closely
interrelated. This has important implications for teaching children English. Goswami,
(1998) states that:
What we have been calling ‘phonological awareness’ may indeed be something
akin to the process of learning letter-sound relations and using them to decode
words. At least the distinction between phonological awareness and phonics may
be finer than many think. (p. 85)
Similar views are held by Stahl and McKenna (2000) and Templeton (1992) who note
that a spelling system should serve a phonetic as well as a semantic function.and that
children should be taught to recognise meaningful units such as prefixes, suffixes, and
word roots. These authors propose that phonological awareness be broken down into
awareness of specific consonants, vowels, consonant blends, and so on, and that precise
teaching sequences, using phonological awareness training, be used to support learning of

these letter-sound relations.

A spelling instruction study by Darch and Simpson (1990) indicates that students benefit
by being taught explicit rule-based strategies. An example of spelling rules that could to
be taught to the isiXhosa learners in the present study are the rules for dropping the final
¢ in a word, (hope/hoping), and writing —ck after a short vowel sound (back, lock, brick)
and —ke afier a long vowel sound (bake, like, woke). Spelling and reading rules help
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learners to focus on the linguistic characteristics of words. Griffith and Olson (1992, p.
521) suggest the use of ‘Elkonin boxes’ as a strategy to help children “think about the
order of sounds in spoken words”. Mather and Healey (1984) suggest ways of helping
children who often persist in making reversal errors in reading and writing. Research has
shown that training in phonemic awareness improves children’s reading and spelling
abilities (Cunningham, 1990; Nadler-Nir, 1997, Pijper, 2003).

Le Grange and Reddy (1998) argue that the primary role of teachers is to provide
effective teaching and to ensure that quality learning occurs in the classroom. According
to an outcomes-based education system, specific learning outcomes state clearly what the
learner should be able to demonstrate at the end of a learning process. Continuous
assessment procedures need to be incorporated into classroom practices in order to ensure
that learning is taking place. Teachers need to identify words that children use most often
when writing, particularly those words commonly misspelled by them. High frequency
writing words should be studied on a daily basis, particularly in the early grades.
Mistakes should be corrected as soon as possible, before wrong spelling of a word

becomes a habit.

Teachers in this particular school, and in many others where a ‘straight-to-English’ policy
has been adopted, face many problems that are difficult to overcome. While
acknowledging these difficulties, it is important not to overlook the vital role that
teachers play in children’s literacy development. If schools are going to follow this
model of language teaching, urgent attention must be given to the implementation of
carefully structured and tested phonics and phonological awareness programmes for those
learners who have limited experience with the sound system of English and an

incomplete knowledge of sound-symbol relationships.
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Appendix 1: Test of letter knowledge, phonetically regular words,

initial and final blends, long and short vowels, digraphs

KNOWLEDGE OF BASIC SOUNDS

SAY THE LETTER

lw

1 SAY THE SOUND
h c m b X g y
! s d i f p
r a k n u t
e j o] o w v
3 PHONETICALLY SIMPLE WORDS “
if up on van ten cut “
kit jug six log rub had
jam win yes.

4 CONSONANT DIGRAPHS

prod strap sprat

ship chop thin when with mash

that rich sing queen long this
5 INITIAL BLENDS

brag clog grim stop glad drop

flag snap smell - span trip swim

frog bless plan skip crop sled




- FINAL BLENDS

help send jump

felt desk bent
rest lisp dogs sits sink bench I{
7 LONG AND SHORT VOWELS
tube cut mate ride meet mat
rid mane met hope tub cute
hop man dome rip
” 8 VOWEL DIGRAPHS 4 H
loud blow: day road meat join
head joy flown pain oil cloud
9 VOWEL-CONSONANT DIGRAPHS
new saw harm horn car dirt
fern calm turn haul light

chalk
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Appendix 2: ESSI Reading and Spelling Tests

READING WORDS

Grade 1 Grade 2 Grade 3
1. us 1 look 1. blue
2. she 2 jump 2. uncle
3. box 3 swim 3. minute
4, with 4 lunch 4. village
5. toys 5. money 5. hibrary
6. soft 6 because 6. listen
7. catch 7 carpet 7. caught
8. time 8 ladder 8. straight
9. window 9 kite 9. sausage
10.  garden 10.  picnic 10.  enough
11.  present 11.  towel 11.  kidney
12,  friend 12.  noise 12.  garage
13.  first 13.  study 13. guess
14.  lkitchen 14.  breath 14.  ocean
15. koee 15.  tune 15. wrench
16.  huge 16.  huge 16.  nuisance
17.  creature 17.  lounge
18.  courage 18.  unusual
19.  especially 19. choruses
20. language 20.  scarcely

127



Appendix 2: ESSI Reading and Spelling Tests

Grade 1

1. on
2. 18

3. cat
4. sun
5. sad
6. Jjump
7. flag
8. shop
9. dish
10.  egg
11.  king
12.  chick
13. ink
14.  ripe
15.  flute

SPELLING WORDS
Grade 2

1. hunt
2. drum
3. ship
4. door
5. stick
6. apple
7. mouth
8. fork
9. bread
10.  table
11.  sound
12, belt
13.  plate
14. rang
15.  please
16.  beside
17.  nail
18.  neat
19. puzzle
20.  thumb

10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

Grade 3

frog

wife

lion
knife
full

pocket

wrong
dirty
because
clothes
hockey
wheel
heavy
pictures
cement
mirror

whistle
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Appendix 3: Burt Word Reading Test

(New Zealand Revision)

to s up for big

he  at one my sun

went  girl boys day some

his  that of an  wet

love water no just pot

or now things told sad

carry village quickly nurse beware
return scramble  twisted journey luncheon
known shelves explorer tongue projecting
terror serious belief events emergency
refrigerator steadiness obtain overwhelmed universal
nourishment  encyclopedia commenced circumstances fringe
formulate motionless trudging theory destiny
scarcely exhausted labourers urge atmosphere
apprehend binocular domineer melodrama econorhy
ultimate reputation humanity excessively ~ philosopher
autobiography contemptuous terminology mercenary glycerin
unique microscopical perpetual gfficiency influential
perambulating renown physician champagne exorbitant
hypocritical atrocious constitutionally - contagjon paipable
melancholy eccentricity fatigue phlegmatic fallacious
- allenate poignancy phthisis ingratiating subtiety
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Appendix 4: Comprehension Task
Name

Soccer
Bob plays soccer. | @
He has played for two years. |
Bob is on a feam. |
There are eleven players on the team.

The team practices on Tuesdays.

They play games on Thursdays.

Spteniriigengd gt i Lt

1. Who plays soccer?

2. How Ibng has he played?

3. What is Bob on?

4. How many players are on the team?

5. When does the team practice?

6. When do they play games?
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Appendix 5 : Controlled free-writing task
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Appendix 6: Clay’s diagnostic dictation test
(Hearing sounds in words)

Select one of the following alternative Forms; A, B, C, D, or E.

Form A I h ave a b i g d o g a t h o me
1 2 34 5 6 7 8 9 10 11 12 13 14 15 16
Today |1 a8 m going to t a k e h i m
17 18 19 20 21 22 23 24 25 26 27 28 29 30 31 32 33
t o s chg_ql.
34 35 36 37
FormB Mum h a s g on e u p t o the sho p.
1 2 3 4 5 6 789 10 11 12 13 14 15 16 17 18
She woi L1 g ¢ ¢t m i 1 k a n d
19 20 21 22 23 24 25 26 27 28 29 30 31 32313
b r e ad.
34 35 36 Ky}
FormC 1 c an s'e ¢ the r e d
! 2 3 4 5 6 7 8 9 10 11
boat tha t w e ar e g o i ng
1213 14 15 16 17 18 19 20 21 22 23 24 25 26
t o h a v ¢ a r i d e i n.
27 28 29 30 31 32 3334 35 36 37
FormD The u s i s c om i ng. ot
12 3 45 6 7 8§ 9 10111213 14 15
w : b s t o p h e r e t o I e t m ¢
16 17 18 19 20 21 22 23 24 25 26 27 28 29 30 31 32
g ¢ t o n.
333435 36 37
FormE The boy i s r i ding h i s b i k e.
i 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18
H e € a n g o v € r Yy f a s t o n it
{9 20 21 22 23 24 28 26 27 28 29 30 31 32 33 34 35 36 37
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Appendix 7: PAT Rhyming subtests
(Discrimination and Production)

Rhyming

— “’'m going to say two words and ask you if they rhyme. Listen calefully

Do these words thyme? fan ¢ man™ (yes)

Stimulus: “Do these words rhyme? " »
item Response Score ftem Response Score
1. book ¢ look yes 1 o 6. mopehop yes 1 ©
2. funerun yes i 0 7. shoe e fan no i 0
3. ring e rat no 1 0 8. sweater  better yes 1 0
4. box ¢ mess no 10 9. camper ¢ hamper yes i 0
5. fish e dish yes 1 0 10. pudding e table no 1 0

TOTAL

- ("l'mgolngtosayawordandlwantyoutoteﬂmeawordmatrhymes \

with it. You can make up a word if you want to. Tell me a word that
rhymes with bat” (ral, hat, sat, lat, efc.)

Note: Nonsense rhyming words are acceptable.

\ Stimuius: “Tell me a word that rhymes with *

" Htem Response Score item Response Score
1. can ' 1 0 6. kite 1 0
2. pot 10 7. bee 10
3. wrinkle i 0 8. paper i 0
4. brother 1 0 8. shower i 0
5. bark 1 0O 10. monkey i 0

TOTAL
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SAMPLE WORDS:
Partl

a-t
n-o
i-f

O N ST kLN
w
i
)
<

C-OW
.h-e

bk
[

Number Correct
Partl

Comments

s -ing,

t - op,

§-i-t

PartII

11. st-ep e
12. f-at —_—
13. pl-ay —_—
14. b - oat —_—
15. ch-ain  ____
16. b -ed —

17. ¢ - ake

18. r-an

19. t-ime
20. c-all

Number Correct

Part I

vel

21.
22,
23,
24.
25,
26.
27,
28.
29.
30.

PartIlI

c-a-t
b-i-g
c-u-ff
s-a-d
g-o-t
m-a-p
r-u-g
d-e-sk
t-oa-st

p-e-t

c——
nr—————
e ————
)
o ———
g ————
s ——
o —

Number Correct
Part om______

Total Raw Score

(total number correct for paft I+1I+ 1)
Adequate Blending []

Inadequate Blending [

check one)

See norms in the Manual of Instructions, p. 2.

1831, Supuayg Asoppny [eq)-[amsoy :g xipuoddy



Appendix 9: TAAS Auditory Analysis Test

TAAS
Test of Auditory Analysis Skills (Jerome Rosner, 1975)

Name

Age(yrs) _____ (mos)

Grade School

Examined by ‘ ' Date of test

Score 1 for each correct response,
Record all responses.
ceiling: 3 successive errors

A&B | demo items * '

A. Say COWROY Now say it again, but don't say BOY
B, Say | SIEAMBOAT Now say It again, but don't say STEAM

1. Say SUNSHINE Now say it again, but don't say SHINE

2. Say | PICNIC Now say it again, but don't say PIC

3. Say | CUCUMBER Now say it again, but don't say CU (q)

4, Say | COAT Now say it again, but don't say /k/

5. Say MEAT Now say it again, but don't say /m/

6. Say | TAKE Now say it again, but don't say /t

7. Say GAME Now say it again, but don't say /m/

8. Say WROTE 't Now say it aézin, but don't say /t/

9. Say PLEASE Now say it a)giﬁn, but don't say /z/

10, Say CLAP 1 Now say it again, but don't say /k/

1. | Say |PLAY _ Now say it again, but don't say /p/

12. | Say | STALE Now say it again, but don't say /t/

13. Say SMACK ‘ Now say it aéﬁn, but don't say /m/

SCORE
/13

TAAS SCORES: grade levels {circle placement) 135
1-k 4-1(subA) 10-2(subB) 12-3(Std 1)
2-k 5-1 11-2 13-3
3-k - ‘



9¢1

2
8
1 2 3 4 5 6 7 s 9 10 1 12 13 14 15 16 17 18 19 2 21 2 23 5
1] 100 ;
2] @03 | 100
31 o010 | 039 1.00 g
4! o4 | woz | 025 | 1r00 E
50 oe0 | o1 | 032 | as¢m| 100 3
61 023 | 013 | ou | .Tyen) | seery | 100
71 003 | 04z | S9*| 031 | 4% | oas 1.00
8§ 03 017 | @19 | .7ieen | sur | s2*%y | 46 | 100
94 025 | 002 | €33 | 6% | 65> | .7I(*) | 036 | 75*%) | 100
0] 002 | 026 | 017 | 6%*%) | .6%°%) | 58> | 54" | T | I6(*) | 100
M) 017 | 017 | 0oz | o042 | amv § 45y | 038 | 659 | o041 | 65 | 100
120 015 §, 009 | 0.07 | .76(*) | 78> | 65(*%) | .55(*%) | 84(>%) | 76(>%) | T6(*%) | 99y | 100
B3] o016 | 030 040 | 041 0.44 | .580%%) ] 65¢% |..600%) | 62" | 61(*% | ¢ | 6400 | too
Wl o010 | 015 | 031 | 73 | 600y | 67*) | 48*%) | 7% | S0 | 850%) | 48 | s0ew | e2s | 100
5] 029 | 032 | 032 | 4% | S0(% | 46(%) | 64(°%) | 4T%) | 46(%) | 4N% | 5% | 65> | B2*%) | S8 | 100
16 | 013 § 04 | 015 | 48 | 487 | 900 | 20 | soem | 630 | 82000 | mrey | 200 | TN | 8 | ety | 100
17 | 012 | 013 | 024 | 46 | oa 03 | 002 | 460 | 028 (1%1] 822 | .60(** | 009 | 035 0.35 023 | 100
it 029 | 039 | 035 | 53(%) | 48 | .55*) | 043 | .60(%) | S0(*%) | SUND | 037 | S8(*) | 66(*%) | 5y | (%] S0 | on 1.60
19§ 4 | 2 | oz 042 | 43n | o33 031 0.35 0.40 038 a.18 0.42 0.45 829 | 65*% ] o031 036 | .83(*%) 100
20 000 | 034 | 009 | 042 | 013 | 096 | 003 | 008 | 003 | 002 | 006 025 | @01 | 011 015 | 003 | 044 620 | 023 1.00
21 02 | 033 | ©13 ] 040 | 036 | 028 033 ] 55 | 035 | Su%) | o | smen | 4um | 035 | sue | 4rm | om | 7o | 6o | 03¢ 1.00
2 027 | 004 | 013 ] 023 | 028 | 03 ¢ oos | oov | oo0n 0.04 0.18 0.29 039 | 006 | S5 { o018 | 48y | 03 | 479 [ o2 | o3 L0 |
23 032 | on 035 J 4um ) Sun ] o2 | s | sy f s | ) | 02 Qi ] 036 | 4s() | 043 | 036 | 026 | 47 | 039 | o028 | SKM | o0 1.00
* Correlation is significant at the 0.05 level (2-tailed). ** Correlation is significant at the 0.01 level (2-tailed)

1 Oral reading alphabet names
2 Oral reading alphabet sounds

3 Oral reading phonetically regular words

4 Oral reading consonant digraphs
5 Oral reading initial blends

6 Oral reading final blends

7 Oral reading long and short vowels

8 Oral reading vowel digraphs
9 Oral reading vowel consonant digraphs
10 Buri Reading Test (raw scores)
11 Grade 1 ESSI Spelling

12 Grade | ESSI Reading
13 Grade 2 ESSI Spelling
14 Grade 2 ESSI Reading
15 Grade 3 ESSI Spelling
16 Grade 3 ESSI Reading
{7 Comprehension

18 Spelling - sight words
19 Analysis of sounds in words

20 Awuditory blending
21 TAAS Auditory Analysis
22 Rhyming: Discrimination

23 Rhyming: Production
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