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Abstract

Phonological awareness or phonological sensitivity refers to “the knowledge
that spoken words are composed of individual sounds and the ability to
manipulate them”. Phonological awareness skills are significant predictors of
children’s later success in reading skills and therefore everything possible must
be done to give young children the opportunity to develop these skills. Aim: The
aim of this study is to develop and check the efficacy of an intervention
programme for improving the phonological sensitivity skills in below average
scholastic performers. Method: The study has been divided into 4 different
phases: Development of Intervention manual (T-PASIP); Administration of T-
PAST; Implementation of the intervention programme and re-administration of
T-PAST to check the prognosis. Tamil speaking children between the age ranges
of 5 to 12 years were included in the study. Result: This study have documented
that the intervention programme developed has been more effective on
intervening children with poor phonological sensitivity skills. Significant
improvement was observed post therapeutically in the children who have been
receiving adequate and efficient intervention in phonological awareness
subskills.

Keywords: phonological awareness, reading skills, phonological sensitivity intervention
programme, T-PAST, T-PASIP

1. Introduction

Reading is one of the most important skills that young children need to
develop. Children who are good compendiums enjoy reading and read more,
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further perfecting their reading chops and vocabulary knowledge. Children
who have difficulty reading generally read lower than their peers do. Without
repeated reading, these children’s vocabulary knowledge and overall literacy
capability frequently fall behind those of their reading- complete peers,
which can negatively affect their academic success and their tone- regard
(Sanders, 2001). Difficulty literacy to read generally doesn't come apparent
until first grade, by which time these children are at threat for continuing
reading difficulties (Snow, Burns & Griffin, 1998). Thus, it's important to
identify early predictors of reading success. Former exploration has set up
phonological mindfulness to be one of the strongest predictors of latterly
reading capability (Badian, 2001 Hulme etal., 2002; MacDonald & Cornwall,
1995, etc). Phonological mindfulness or phonological perceptivity refers to
“the knowledge that spoken words are composed of individual sounds and
the capability to manipulate them” (Roth, Troia, Worthington, & Handy,
20006). According to Denton et al in 2000, phonological awareness is the
mindfulness of words as realities separate from the meanings attached to
them. It's a multi-level skill and reflects how words can be broken down into
lower units in varying ways. Spoken language can be broken down in
numerous different ways, including rulings broken into words and words
segmented into syllables (e.g., in the word simple, /sim/ and /ple/), onset
and frost (e.g., in the word broom, /br/ and /oom/), and individual
phonemes (e.g., in the word hinder, /h/, /a/, /m/, /p/, /er/). Manipulating
sounds includes deleting, adding, or substituting syllables or phonemes
(e.g., say can; say it without the/ k/; say can with/ m/ rather of/ k/). Being
phonologically apprehensive means having a general understanding at all of
these situations. The capability to member and distinguish phonemes from
incoming speech, as well as acquire knowledge of sound patterns of a
language, is important for developing word knowledge which can be only
achieved if the child has mindfulness in phonology (Adams, Foorman,
Lundberg and Beeler, 1998). Goswami and Bryant in 1990 argued that
during the preschool and during early academy times, the children progress
through three situations of phonological mindfulness from mindfulness of
syllables to mindfulness of onsets and hoars and eventually to phoneme
mindfulness. For a child who has developed this mindfulness, he or she's
suitable to divide words into lower units (i.e., by syllable), identify sounds in
words, or produce rhymes for a given word. Chops in all of these areas may
contribute to successful reading or spelling performance, but phonological
mindfulness chops at the phoneme position are the most critical for
knowledge development. A generally developing child should have normal
phonological mindfulness which plays a vital part in normal language and
speech development. Some children don't develop phonological mindfulness
chops or are delayed in doing so. In particular, children with speech and/ or
language detainments frequently also display phonological mindfulness
poverties (Laing & Espeland, 2004). This finding is particularly salient, given
that early phonological mindfulness chops have been explosively linked to
early reading chops (van Kleeck, Gillam, & McFadden, 1998). As a result, for
children who struggle to acquire phonological mindfulness chops, learning to
read can also be delicate. A significant quantum of exploration has indicated
that early intervention can ameliorate both phonological perceptivity chops
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and posterior reading capability in generally developing children. Regarding
the age at which phonological mindfulness training should begin, maturity of
studies have targeted children between 4 to 6 times of age (Majsterek et al.,
2000; Mitchell & Fox, 2001 van Kleeck et al., 1998; Walton et al., 2001).
Still, Chaney( 1992) showed that the periods between 2 and 4 are active ages
of metalinguistic literacy, including the accession of phonological perceptivity
chops, and the findings of a study done by Lonigan, Burgess, and Anthony(
2000) indicated that children’s phonological mindfulness chops develop
significantly between the periods of 3 and 4 times. Likewise, utmost children
enter preschool programs by age 3. Thus, it is suggested that it might be
judicious to begin phonological mindfulness training before the age of 4.
Regarding which phonological mindfulness chops should be tutored first,
Stahl and Murray (1994) and Treiman and Zukowski (1991) suggested that
children gain control over larger units of sound, similar as onset (the part of
a syllable that includes all consonants that antecede the vowel) and frost
(the part of a syllable that includes the vowel and consonants that follow the
vowel), before lower units similar as individual phonemes. Given the ample
quantum of being exploration indicating the lifelong significance of
knowledge, as well as the benefits of early intervention (Roth, Troia,
Worthington, & Dow, 2002), the notion of beginning treatment for
phonological mindfulness for children who warrant these chops as soon as
possible is accordingly intuitive. One of the longest surviving classical
languages in the world is the language ‘Tamil ’. It has been described by
Kamil Zvelebil in 1973 as “the only language of contemporary India which is
recognizably nonstop with a classical history”. Tamil is the first language of
the maturity of the people abiding in Tamil Nadu in India and Sri Lanka. The
language is also spoken among small groups in other countries of India.
Tamil script consists of 12 vowels and 18 consonants. There is also one
special character, the aytam. These vowels and consonants combine to form
216 composite characters, making a aggregate of 247 characters. All
consonants have an essential vowel /a/. This inherency is removed by
adding a title called a pulli, to the consonantal sign.

The Tamil script is somewhat different from other scripts in that it nearly
always uses a visible pulli to indicate a dead consonant (a consonant without
a vowel). Tamil does not distinguish phonologically between voiced and
voiceless consonants. Phonetically, voice is assigned depending on a position
of consonants in a word. Tamil phonology allows few of the consonant
clusters, which can never be word initial. The native grammarians classify
Tamil phonemes into vowels, consonants, and an additional character, the
aytam. Tamil’s Alpha - syllabic writing presents a special case as it shares
the properties of alphabetic and writing systems. Hence, the grapheme in an
alpha -syllabary (known as akshara) can map onto either a phoneme or a
syllable. A striking feature of alpha — syllabic script is that the vowel sounds
are represented in primary form when used in word initial position else is
represented using a secondary form called as diacritic marker attached to
the base consonant. This in turn requires the children to learn several
ligaturing rules in order to decode the script. Therefore, the acquisition of
the phonological sensitivity skills in Tamil speaking children varies from
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other population. This can be contributed to the difference in the rules and
the complexity of the language. A study done by Tychicus and Amirtha
Varshini (2012) explored the phonological awareness developmental pattern
in typically developing Tamil speaking children. They concluded that
children between 4- 7.11 years achieve only early phonological awareness
skills. 6-7.11 years showed emergence of syllabic skills and phonemic
awareness skills, whereas 10-11.11 years had mastered all the skills. The
rate and speed of acquisition in typically developing Tamil speaking children
varied from phonological awareness development seen in other languages.

Because phonological awareness skills are significant predictors of
children’s later success in reading skills, everything possible must be done to
give young children the opportunity to develop these skills. And, due to the
uniqueness of the Tamil language, there is a serious need for developing an
intervention programme for developing the phonological sensitivity skills in
Tamil speaking children.

Due to the amount of research documenting the significance of
phonological awareness in learning to read, there has been a numerous
standardized phonological awareness programs established for use with
young children over the past several decades (NRP, 2000; Santi et al., 2004).
It appears that most programs target young children in preschool through
first- or second-grade. This is consistent with phonological awareness
research stating that the development of these skills at an early age is
critical due to their connection with learning to read and future reading
success (Gillon, 2004; NRC, 1999; Snow et al., 1998). Stepping Stones to
Literacy is a phonological awareness program that was developed for
preschool and kindergarten children (Nelson, Cooper, & Gonzales, 2004). As
part of this program, children receive individualized instruction in a variety
of phonological awareness skills through 25 lessons that progress from such
basic skills as rhyming to the more complex skill of blending and segmenting
individual phonemes. This program also incorporates listening activities and
instruction in letter naming and can be administered by classroom teachers
or other school personnel. Nelson, Benner, & Gonzales in 2005 studied the
effectiveness of the Stepping Stones to Literacy program with kindergarten
children identified as being at risk for both an emotional disturbance and
future reading difficulties. Results indicated that the children showed
significant gains on measures of word reading, rapid naming skill, and
phonological awareness than those at-risk children in the control group.

Ladders to Literacy is a program designed to develop and increase the
phonological awareness, oral language, and print awareness skills of
preschool and kindergarten children (O’Connor, Notari-Syverson, & Vadasy,
1998). As part of the program, teachers are trained to offer direct instruction
at the classroom level using specially developed games and activities, such
as using songs to isolate phonemes, representing phonemes with finger cues,
and guessing games, that facilitate the development of each skill.

O’Connor, 2000 studied the effectiveness of providing professional
development to teachers throughout their implementation of the Ladders to
Literacy program in the kindergarten classroom. He reported the training
resulted in larger performance gains for their students on measures of
phoneme blending, phoneme segmentation, rapid letter naming, reading,
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and spelling than for those children whose teachers did not participate in
professional development.

The Lindamood Phoneme Sequencing Program (Lindamood & Lindamood,
[LiPS], 1984) was developed to provide direct instruction in phonemic
awareness to elementary school children identified as having poor phonemic
awareness skills (Listening Ears, 2008). This program helps students
become aware of the movement of their mouth while producing various
phonemes. This training is done first through the use of pictures, with
corresponding letters being gradually incorporated as children become more
proficient with their oral movements.

Torgesen et al., 2001 compared the effectiveness of the LiPS program
with an Embedded Phonics program with primary school children identified
as Learning Disabled (LD) over an 8 to 9 week period. Results indicated both
groups of children made significant gains on measures of phonological
awareness, rapid letter naming, word recognition, pseudoword decoding, and
comprehension, both immediately following completion of this program and
two years later.

Pokorni, Worthington & Jamison (2004) studied the effectiveness of three
phonological awareness programs; Fast ForWord, Earobics and LiPS were
explored. These programs were chosen for their focus on phonemic
awareness and because of their developer’s claims regarding drastic
improvements in language and reading. The authors concluded that the LiPS
program was the most appropriate program for providing instruction in these
areas compared to the other two. Torgesen, Wagner, Rashotte, Herron and
Lindamood (2009) investigated the effectiveness of two computer assisted
phonological awareness programs. The programs included were Read Write
and Type (RWT) and The Lindamood Phoneme Sequencing Program for
Reading, Spelling, and Speech (LiPS). The results of this investigation
determined that reading outcomes for students who received the LiPS
intervention were slightly stronger than for students receiving the RWT
intervention.

Road to the Code is a structured, phonological awareness program that
was designed to provide assistance to kindergarten and first grade children
having difficulty learning and mastering important early literacy skills
(Blachman et al., 2000). As part of this program, young children are provided
with direct instruction in such skills as phoneme segmentation and
phoneme blending, letter-sound correspondence, and other phonological
awareness skills such as rhyming and alliteration either individually or in a
small group format.

It incorporates modeling, the sequencing of tasks from easy to difficult,
generalization to print, inclusion of a pronunciation guide, provision of
sufficient practice and review, and recommendations for instruction
adaptation (Santi et al, 2004).

Ball & Blachman in 1991investigated the effect of training in phoneme
segmentation, phoneme blending, and letter-sound correspondence with a
small group of general education kindergarten children over a 7-week period
in a small group presentation format. Results indicated that those children
in the training group performed significantly better than the control group.
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However, there are no differences between the three groups on a measure
of letter- sound correspondence, which the authors concluded indicates that
instruction in letter-sound correspondence without associated instruction in
phonological awareness is not sufficient to improve higher level phonological
or reading skills.

Discoveries about the relationship between phonological awareness and
reading ability are extremely important when it comes to the prevention and
intervention of reading disabilities (Torgesen, Wagner, Rashoutte,
Lindamood, Rose, Conway & Garvan, 1999).

The importance of phonological sensitivity and its effect on reading
ability has proven to be an important area for both Speech-Language
Pathologists and educators alike. It is a critical area that should continue to
be researched and studied by Speech Language Pathologists, educators and
reading specialist in order for the content to evolve and improve.

This is important so that the effectiveness of reading interventions can be
enhanced and reading achievement can be obtained by all children
regardless of their phonological sensitivity ability (Morton, 2011).

Mourad Ali Eissa (2014) explored the efficacy of a phonological
awareness intervention program on phonological memory, phonological
sensitivity, and metaphonological abilities of preschool children vulnerable
for reading difficulties. The results indicate that the phonological awareness
intervention program was effective in enlightening phonological memory,
phonological sensitivity, and metaphonological abilities of preschool children
vulnerable for reading disabilities in experimental group, compared to the
control group who were left to be taught in a conventional way.

Werfel and Schuele (2014) investigated whether phonological awareness
training would result in increased initial sound segmentation skills in two
preschool children with severe to profound hearing loss. A single subject
multiple baseline design was used across three behaviors (initial phoneme
/m/, /d/, /b/ identification). The authors established that initial phoneme
awareness training led to an increase in initial sound segmentation skill,
though steady performance was not observed during the maintenance
period. This study however examined only a small number of children (i.e.,
two children).

The aim of this study is to develop and check the efficacy of phonological
awareness intervention for improving the phonological sensitivity skills in
below average scholastic performers.

2. Methodology

2.1 Participants

Normal School going Tamil speaking children between the Age range of 5
to 12 years who had under performance in academics with no speech-
language and hearing issues and no major ENT or visual concerns were
included in the study.

2.2. Data collection and processing
The study was carried out in four phases: Development of the

intervention programme, Administration of T-PASST, Implementation of the
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Phonological Awareness Intervention programme and re-administration of T-
PASST

2.2.1. Phase I (Development of Intervention programme)

A booklet providing guidelines and activities were prepared. The booklet
was prepared in a way that it serves as a guide for Speech-language
Pathologist, Teachers and Caregivers for working on improving the child’s
phonological sensitivity skills. The test tool “Tamil Phonological Awareness
Skills Screening Test” developed by Tychicus and Amirtha Varshini (2012)
served as a guide to decide on the hierarchy of subskills those need to be
trained as per in the order of acquisition.

The phonological sensitivity subskills are: Concept of spoken words,
Rhyming task, Syllable segmentation, Syllable deletion, Syllable
substitution, Phoneme blending, Phoneme deletion, Phoneme substitution

The activities were structured in a way such that the complexity of the
tasks varied from easy to difficult. Age appropriate activities were prepared
for each subdivision. Initial activities involved tasks for which visual cues
can be provided and as the level progresses the task has to be performed
with only auditory instructions. Thus, the child gets a chance of generalizing
the learnt skill.

Visual cues included the orthographic cues which were used for
children who have been introduced with the Tamil alphabets (read and write
appropriately). Children who were not able to read or write the alphabets
were made to comprehend the task using different innovative play activities
as described in the intervention booklet. Each subdivision also contains
practice stimulus list which is to be used by the therapist / trainer for those
activities mentioned in that particular subskill section.

2.2.2. Phase II (Administration of TPASST)

Tychicus and Amirtha Varshini in 2012 prepared and standardized
TPASST to screen children for phonological sensitivity skill development.
This tool has high sensitivity and validity. It contains 8 subtests that
assesses shallower to the deep level of phonological awareness from rhyming
to phoneme level. It can be used to screen children as young as 4 years till
12 years for their baseline phonological awareness level.

This test tool was administered on the school going children. The
children were screened for the following before test was administered: Age
range: 5 — 12 years; Normal school going Tamil speaking children; History of
under achievement in academic performance; No speech-language and
hearing issues; No major ENT or visual concerns. Test administration time
was about 20 to 25 minutes. The test was administered in a quiet,
distraction free environment. The children was given sufficient examples
before administering the items given in the test tool. Scoring was based on
pass or fail criteria in each subtest.

The test was administered by two different Speech-Language
Pathologists in order to have a reliable baseline measure. The candidate was
selected for therapy based on the scores of both the examiners.
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2.2.3. Phase 1II (Implementation)

The children who failed in the ‘TPASST’ will be included in the study
and was grouped into 5 each containing 5 subjects. The groups are based on
their baseline performance level. The children were intervened for the
successive two subdivisions from the level they have failed. For e.g. if a child
had failed at the level of concept of spoken words, the child was provided
intervention for improving the concept of spoken words and the next
consecutive level, rhyming words also. The intervention for the first three
groups was planned for three one hour sessions/week for one month. A total
of 12 hours of training was given for each group. Augmenting this, they were
also given home training after each session. For the last two groups (Group
IV and Group V) intervention are planned for 10 hours as this particular
subsections utilized more of intensive home training programme. The
intervention was given in a quiet and distraction free room. Attendance was
maintained for each child. The activities were selected for each group
according to their level of performance. The higher grade children were
trained in a more formal way, whereas the lower grade children were trained
using more of innovative play activities (See Appendix 1 for example).

2.2.4. Phase 1V (Re-administration of TPASST)

After 1 month of intervention, TPASST’ was re-administered. The post
therapy evaluation was also carried out by two SLPs in order to avoid data
bias and for more reliable measure. The test results was tabulated as that of
pre-therapy scores.

2.3. Data analysis
The raw scores obtained for each group was computed and is subjected
to statistical analysis. SPSS 15.0 is used for the same. Mean and Standard
deviation was obtained. Paired 1’ test is used for obtaining the significant
difference between the pre- and post -therapeutic scores.

3. Findings
The phonological sensitivity skill focused for each group is tabulated as
follows:

Table 1
Phonological awareness sublevels focused for each group

Stages of phonological

S5.No Groups Sub-level targeted awareness
1. Group | Concept of spoken (CSW); Rhyming and Shallow
non-rhyming
2. Group 1 Syllable segmentation; syllable deletion Intermediate (low)
3. Group 111 Syllable deletion; syllable substitution Intermediate (high)
4. Group IV Svllable deletion; syllable substitution; Intermediate (high)

07
phoneme blending

5. Group V Phoneme deletion; phoneme substitution Deep
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The figures 1 - 11 indicate the percentage of improvement on the target
levels for each subject in the group. The tables 2 - 6 include the mean, the
standard deviations and significant values of the scores of the pre and post
therapy for each group as a whole for all sublevels of TPASST.

3.1. Group 1

Shallower level of phonological awareness continuum (i.e.,) concept of
spoken words and rhyming were taken for intervention for this group. These
levels were focused because the children in this group failed at the level of
CSW. Therefore, the level at which the children have failed and the
consecutive level was targeted. The percentage of pre- and post-therapy
scores are depicted in the figure 1 and 2 below for each sublevel and for each
subject in the group.

GROUP | - CONCEPT OF SPOKEN WORDS

M PRE-THERAPY M POST-THERAPY
100%  100%

100% 100%
88.80%
55.50% 1% 66 60%
) 50%
1“ r

2

Figure 1. Percentage of pre- and post-therapy scores of Group I for the
Concept of Spoken Words

The children in Group [ performed with high motivation and
involvement during the sessions. Total of 12 one hour sessions were carried
out for the group. The children were able to perform the activities on CSW in
approximately second week of intervention. By the end of third week of
intervention, the children had achieved the skill and were able to perform
the tasks spontaneously without any prompts from the clinician. Subject 5
comparatively took a long time to perform the activities. The overall
percentage of improvement obtained after the intervention programme for
CSW in group I is 46.74% from a baseline score of 51%.
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GROUP | - RHYMING AND NON-RHYMING

® PRE-THERAPY m POST-THERAPY

100% .
88.80% 88.80%

88.80%
ﬁ " 72.20%

5, 50% J\ .
P 2.207 2288 —AR
1 . \ o 000% |

3 \xﬁ
4 \\\\J
5

Figure 2. Percentage of pre - and post-therapy scores of Group I for the
Rhyming and Non-Rhyming

For rhyming and non-rhyming skills, approximately by the third week of
intervention the children were able to perform the activity. By the mid of
fourth week of intervention, the children had achieved the skill and were
able to perform the tasks independently. From the baseline score of 9.98%,
77.74% of improvement was obtained.

Table 2

Mean, Standard deviation (SD) and significant ‘t’ value for CSW, rhyming,
syllable segmentation, and syllable deletion for Group I as scored by Judge 1
and Judge 2

JUDGE 1 JUDGE 2
SUBTEST MEAN SD Sig. (2- MEAN SD Sig. (2-
tailed) tailed)
CSW 4.000 1.225 002 4.400 1.140 .001
Rhyming and 7.000 1.414 000 7.000 1.000 .000
non-rhyming
Syllable 3.4000 1.517 007 3.000 1.581 013
segmentation
Syllable .600 548 070 400 548 178

deletion
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Significant difference was observed in both the levels post
therapeutically. The mean score for the concept of spoken words obtained by
Judge 1 and 2 are (4.000 and 4.400) respectively. The mean score for
rhyming task was 7.000 and 7.000. There was an observable improvement in
pre- and post-therapy scores as indicated by using the values of ‘paired t
test’. The significance value obtained for CSW and rhyming as scored by
judge 1 and judge 2 are .002 and .000 and .001 and .000 respectively.
Therefore, showing a significant difference in improvement pre- and post-
therapeutically.

All children were co-operative for the intervention programme. The
children showed motivation towards the tasks given. Sufficient home-
training was provided. This can be accounted for the observable
improvement in the children post therapeutically. Subject 5 under performed
than the other subjects. This can be accounted to the lack of home-training
due to poor family support.

Morris (1993) demonstrated that developing concept of word precedes
and may facilitate the development of phonemic awareness. Gately in 2004
quotes that attention to the rudiments of literacy development is essential if
teachers are to help students with disabilities progress in this area. Concept
of word is a key early literacy skill, or concept, that matches the spoken and
written word, and most students reach it without specialized attention or
programming. Concept of word has been demonstrated as a pivotal event in
learning to read.

Results of Lundberg et al., 1988 and Schneider et al., 1999 studies that
implemented phonological awareness training with young children including
tasks that progressed from the more basic skills of rhyming and alliteration
to the more complex skill of phonemic awareness found that both typically
developing and at-risk students made significant gains on outcome
measures of phonological awareness and early reading skills that maintained
over several occasions of follow-up testing.

3.2. Grup II
Intermediate levels of phonological awareness continuum (i.e.,) syllable
segmentation and syllable deletion was taken for intervention for this group.
The children were trained in these levels as they failed at the level of syllable
segmentation. Therefore, consecutive level — syllable deletion was also
targeted. The percentage of pre- and post-therapy scores are depicted in the
figures 4 and 5 below for each sublevel and for each subject in the group.
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GROUP Il - SYLLABLE SEGMENTATION

M PRE-THERAPY W POST-THERAPY

83.30%

5.50%

100%

66.60%

AoE0N 88.80%

Figure 3. Percentage of pre - and post-therapy scores of Group II for the

Syllable segmentation

Total of 12 one hour sessions were carried out for the group. By the end
of third week of intervention, the skill was achieved with consistency in
performance. Subject 1 and 4 comparatively took a longer time to perform
the activities and showed under performance post therapeutically.

The overall percentage of improvement obtained for the group from the
baseline score of 41.06% after the intervention programme for syllable

segmentation in group Il is 51.12%.

GROUP Il - SYLLABLE DELETION

= PRE-THERAPY

33.30%

POST-THERAPY

77.70%

Figure 4. Percentage of pre- and post-therapy scores of Group II in syllable

deletion

On syllable deletion task, there was a significant improvement seen post

two weeks of therapy.
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The overall percentage of improvement obtained after the intervention
programme for syllable deletion in group Il is 47.74% from the baseline score
of 11.1%.

Table 3

Mean, Standard deviation (SD) and significant ‘t’ value for CSW, rhyming,
syllable segmentation, syllable deletion and syllable substitution for Group II
as scored by Judge 1 and Judge 2

JUDGE 1 JUDGE 2

SUBTEST MEAN SD Sig. (2 tailed) MEAN SD Sig. (2-
tailed)

Csw .600 548 .070 400 548 178

Rhyming and 400 .548 178 .200 447 374

non-rhyming

Syllable 4.600 1.949 .006 4.600 2.191 .009

segmentation

Syllable deletion 3.800 2.168 017 4.800 1.304 .001

Syllable .600 .894 .208 .600 .894 .208

substitution

Significant difference was observed in both the subskills post
therapeutically. The mean score for the syllable segmentation evaluated by
Judge 1 and judge 2 are 4.600 and 4.600 respectively. The mean score for
syllable deletion was 3.800 and 4.600 respectively. There was observed to be
significant improvement in pre and post therapy scores as indicated by using
the values of ‘paired t test’. The significance value obtained by judge 1 and
judge 2 for syllable segmentation and syllable deletion are .006 and .017 and
.009 and .001 respectively. Hence, there exists a significant difference post
therapeutically.

Performance of the subjects 1 and 4 were observed to be poorer
compared to the other subjects. For subject 1, this can be accounted for the
fact that the child did not attend to the therapy sessions regularly. For
subject 4, the performance was found to be poor because of poor family
motivation and inadequate training at home.

Studies done by Good et al., (1998) have indicated that phonological
tasks and activities should progress from the basic skills to the more
advanced skills. Akila in 2000 and Tychicus and Amirtha Varshini (2012)
reported that the order of acquisition in Tamil speaking children follows
rhyming, syllable level and phoneme level. Therefore, it is always beneficial
to work on improving the intermediate level phonological awareness skills
which includes the manipulation of syllables before working on the deep
levels of phonological awareness skills such as phoneme blending, phoneme
deletion and phoneme substitution. In general, any intervention is
successful when moved on from the basic level skills to the higher level
skills.
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3.3. Group IIT
The baseline is fixed at syllable deletion and syllable substitution — the
two sublevels of intermediate level of phonological awareness for this group.
The percentage of pre- and post-therapy scores are depicted in the figure
below for each sublevel and for each subject in the group.

GROUP Il - SYLLABLE DELETION
™ PRE-THERAPY ™ POST-THERAPY

100% 100%

88.80%
e e 88.80%
66. 60%
44 40%
22 20% 400 44.40%

Figure 5. Percentage of pre - and post-therapy scores of Group III for the
Syllable Deletion

The children had achieved the skill and were able to perform the tasks
spontaneously without any prompts from the clinician by the end of third
week. All the subjects in this group were able to perform with similar
potential during the sessions. The overall percentage of improvement
obtained after the intervention programme for syllable deletion in group III is
48.88% from the baseline score of 44.4%.

GROUP Il - SYLLABLE SUBSTITUTION

= PRE-THERAPY ™ POST-THERAPY

88.80% 88.80% 88.80% 88.80% %

Figure 6. Percentage of pre- and post-therapy scores of Group III in syllable
substitution
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For syllable substitution, the children in group Il performed were able
to perform the activities in approximately third week of intervention. By the
end of fourth week of intervention, the children had achieved the skill and
were able to perform the tasks spontaneously without any cues from the
clinician. From the baseline score of 33.3%, the overall percentage of
improvement obtained after the intervention programme for syllable
substitution in group III is 57.74%.

Table 4

Mean, Standard deviation (SD) and significant ‘t’ value for CSW, rhyming,
syllable segmentation, syllable deletion, syllable substitution, phoneme
blending, phoneme deletion and phoneme substitution for Group III as scored
by Judge 1 and Judge 2

JUDGE 1 JUDGE 2
SUBTEST MEAN SD  Sig. (2-tailed) MEAN SD  Sig. (2-tailed)
CSW .200 447 374 .200 447 374
Rhyming and non-  .400 .894 374 .200 .837 .621
rhyming
Syllable _ .600 .548 .070 .800 447 .016
segmentation
Syllable deletion 4.400 1.140 .001 4.400 1.140 .001
Syllable 5.200 .837 .000 5.200 .837 .000
substitution
Phoneme blending  2.200 .837 .004 2.400 1.140 .009
Phoneme deletion 2.800 1.095 .005 3.000 1.225 .005
Phoneme 3.000 1.581 .013 3.000 1.581 .013

substitution

The mean score for the syllable deletion given by Judge 1 and 2 are
4.400 and 4.400 respectively. The mean score for syllable substitution was
5.200 and 5.200. There was observed to be significant improvement in pre
and post therapy scores as indicated by using the values of ‘paired t test’.
The significance value obtained for syllable deletion and syllable substitution
as scored by judge 1 and Judge 2 are .001 and .000 and .001 and .000
respectively. Thus, showing a significant improvement after therapy.

3.4. Group IV

Three sublevels (syllable deletion, syllable substitution and phoneme
deletion) were focused for intervention in this group. This is because the
children in this group were of 10 to 11.11 years of age and they are expected
to achieve the phoneme level tasks (Tychicus and Amirtha Varshini, 2012).
They also showed significant improvement in the syllable level intervention
sooner in two weeks and was planned for a phoneme level intervention. The
percentage of pre- and post-therapy scores are depicted in the figures 7, 8
and 9 below for each sublevel and for each subject in the group.
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GROUP IV - SYLLABLE DELETION

B PRE-THERAPY M POST-THERAPY

100% 100%

100%
88.80% 94.40%
61. 10% '

222
‘ 22 20% S

2

22. 20%

Figure 7. Percentage of pre- and post-therapy scores of Group IV in syllable
deletion

Total of 10 one hour sessions were carried out for the group. The
children had achieved the skill and were able to perform the tasks
spontaneously without any prompts from the clinician when they attended
the fourth session. Equal scores were achieved for all subjects. The overall
percentage of improvement obtained after the intervention programme for
syllable deletion in group IV is 64.44% from the baseline value of 32.2%.

GROUP IV - SYLLABLE SUBSTITUTION

B PRE-THERAPY M POST-THERAPY

88.80% 88.00% 88.80% 100%

2

88.80%

33. 30

Figure 8. Percentage of pre- and post-therapy scores of Group IV in syllable
substitution

For syllable substitution, the children in group IV required very minimal
support to perform the task when entered the fifth session. For syllable
substitution the children in this group showed an improvement of 62.18%
from the baseline score of 28.8%.
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GROUPIV - PHONEME BLENDING

™ pRF-THFRAPY ™ POST-THFRAPY
100%

88.80% 100% 100%
' | ‘ KR RN%

Qo O 33.30%
- A L2 gl

2

1 J
/
=)
4
5

Figure 9. Percentage of pre- and post-therapy scores of Group IV in phoneme
blending
Towards the completion of 10 hours of intervention, the children were
able to perform the activities independently. The overall percentage of
improvement obtained after the intervention programme for phoneme
blending in group IV is 83.32% from the baseline of 12.2%.

Table 5
Mean, Standard deviation (SD) and significant ‘t’ value for CSW, rhyming,
syllable segmentation, syllable deletion, syllable substitution, phoneme

blending, phoneme deletion and phoneme substitution for Group IV as scored
by Judge land Judge 2

JUDGE 1 JUDGE 2
SUBTEST MEAN SD Sig. (2 MEAN SD Sig. (2
tailed) tailed)

Csw 400 548 178 .600 548 .070
Rhyming and - - - .800 447 .016
non-rhyming
Syllable .800 .837 .099 .800 837 .099
segmentation
Syllable deletion 5.600 1.517 .001 6.000 1.225 .000
Syllable 5.600 1517 .001 5.600 1517 .001
substitution
Phoneme 7.600 1.140 .000 7.400 1.140 .000
blending
Phoneme deletion 4.400 548 .000 4.400 548 .000
Phoneme 4.200 1.924 .000 4.200 1.924 .008

substitution
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A significant difference was observed in on the three levels post
therapeutically. The significance value obtained for syllable deletion, syllable
substitution and phoneme blending as scored by judge 1 are .001, .00land
.000 respectively. The significance value obtained for the scores given by
judge 2 for syllable deletion, syllable substitution and phoneme blending are
.000, .001 and .000 respectively.

The children were also able to generalize the intermediate (high) level of
phonological awareness skills to perform the deep level of phonological
awareness skills (i.e., phoneme deletion and phoneme substitution) post
therapeutically.

Phoneme blending has also been shown by some researchers to
contribute to the effectiveness of a phonological awareness program (NRP,
2000). Phoneme blending has been found to demonstrate a strong
correlation with future reading success primarily because of its importance
to the skill of decoding (Adams, 1990; NRP, 2000; Perez, 2008). When a child
encounters an unfamiliar word in print, his ability to identify and blend the
phonemes that correspond with each letter or letter combination assists him
with successfully reading the word and increases the probability that he will
recognize the word the next time it is encountered (NRP, 2000).

3.5. Group 5
The deep level of phonological awareness skills namely the phoneme
deletion and the phoneme substitution subskills is the baseline level from
which the therapy was planned. The percentage of pre- and post-
therapy scores are depicted in the figures 10 and 11 below for each sublevel
and for each subject in the group.

GROUPV - PHONEME DELETION

™ PRE-THERAPY ™ POST-THERAPY

RRAN%  88.80% TR 100%
]R RN%
38. 80% ‘
33. 30 40
) A0 44 40% ‘
1
2 |

Figure 10. Percentage of pre- and post-therapy scores of Group V in
phoneme deletion

As for the previous group, a total of 10 one hour sessions were carried
out. The children were able to perform the activities by the mid of second
week of intervention. By the end of third week of intervention, the children
had achieved the skill. All the subjects performed in differentially. The
overall percentage of improvement obtained after the intervention
programme for phoneme deletion in Group V is 52.22% from the baseline of
41.06%.
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GROUPV - PHONEME SUBSTITUTION

® PRE- ®pOST-

M0 88.80% 94.40% 100%

88.80%
44 40% A ‘
33.30% e
. 33.30%
4 :

5

Figure 11. Percentage of pre- and post-therapy scores of Group V in
phoneme substitution

The children in group V had achieved the skill by the end of third week
of intervention. Similar scores were obtained for all subjects. The overall
percentage of improvement obtained after the intervention programme for
phoneme substitution in group V is 57.76 from the baseline percentage of
35.52%.

Table 6

Mean, Standard deviation (SD) and significant ‘t’ value for CSW, rhyming,
syllable segmentation, syllable deletion, syllable substitution, phoneme
blending, phoneme deletion and phoneme substitution for Group V as scored

by Judge land Judge 2

JUDGE 1 JUDGE 2

SUBTEST MEAN SD Sig. (2 tailed) MEAN SD Sig. (2 tailed)
Csw .200 447 374 .200 447 374
Rhyming and .200 447 374 - - -
non-rhyming
Syllable - - - - - -
segmentation
Syllable deletion 400 548 178 400 .548 178
Syllable 400 548 178 400 .548 178
substitution
Phoneme .800 447 016 .800 447 .016
blending

4.600 548 .000 4.800 447 .000
Phoneme
deletion
Phoneme 5.200 .837 .000 5.200 447 .000

substitution
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Significant difference was observed in both the levels post
therapeutically. The mean score for the phoneme deletion given by Judge 1
and 2 are 4.600 and 4.800 respectively. The mean score for phoneme
substitution was 5.200 and 5.200. There was observed to be significant
improvement in pre and post therapy scores as indicated by using the values
of ‘paired t test’. The significance value obtained for phoneme deletion and
phoneme substitution as scored by judge 1 and judge 2 are .000
respectively.

3.6. Performance across groups
The figure 12 shows the overall comparison of pre- and post-therapy scores
for all groups from Group I to Group V. The children in all the groups
participated with full involvement. Significant improvement has been
observed in all the groups on the targeted subskills post intervention.

- Pre W Post w

hiltin |I

™

~o <°
B ~\\\ .;\\

~ ol ~:\\\ .;\\\ N 4 e@"’v Q\\"(\ Q~o°°¢
Q“oo
Group I Group II Group III Group IV Group V

Figure 12. Pre- and post-therapeutic overall comparison across the groups

Phonological awareness tasks should be scaffolded according to their
linguistic complexity (Good et al., 1998; Smith et al., 1998). Stahl & Murray
in 1994 studied the importance of both the type of phonological awareness
task as well as the linguistic complexity of each task. They indicated that the
linguistic complexity of the task showed a stronger correlation to a
kindergarten child’s performance on measures of phonological awareness
and early reading than the actual type of phonological awareness task.

An important observation made in this study was that there was a
general trend seen in the improvement of these groups. When the
intervention was focused at one level, the improvement was generalized to
the next higher level post therapeutically, e.g. when the intervention was
provided at the syllable level (intermediate phonological awareness level),
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improvement was also seen in the phoneme level (deep level of phonological
awareness).

Good et al., 1998 and Boudreau, 2008 have indicated that phonological
tasks and activities should progress from the basic skills of rhyming and
alliteration to the more advanced skills of phoneme identification and
segmentation as skills with simpler phonological awareness tasks facilitate
the development of more complex skills.

4. Conclusion

Phonological awareness skills are an important precursor for developing
reading skills in children. Many studies have documented that children with
good phonological sensitivity skills also have a good reading skills.

Snow et al., in 1998 have shown that those young children who have
received instruction in the area of phonological awareness have learned to
read more quickly than those who have not received such instruction and
often maintain their early reading success over the next several years.
However, some children need support above and beyond the instruction
received within the classroom. Specifically, almost a quarter of young
children who receive good classroom instruction continue to demonstrate a
lack of phonological awareness (Schuele & Boudreau, 2008). Providing those
children who demonstrate poor phonological awareness skills with early
intervention during the kindergarten year can significantly improve their
ability in this area and narrow or even eliminate the gap between them and
their peers with typically developing phonological skills (Gillon, 2004;
Schuele & Boudreau, 2008; Snow et al., 1998).

Thus, it is important to focus on intervention specific to phonological
sensitivity skills to improve the child’s reading ability. Focusing on the
phonological awareness as early as possible would enhance the child’s
reading ability. Since several studies has been documented the importance
of phonological sensitivity skills in reading development, future longitudinal
research has to focus on studying the effectiveness of the intervention
programme on improving the reading ability in children with reading
difficulties.
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Appendix 1
I - Concept of Words
(eursfluiiseflelr aurtsenssaflen eremenflsens)
S.NO. SENTENCES NO. OF WORDS

1 2 LUIL| SleUT&@LD.
2. | grasdler Himbd smii
3. | ssdfléaml oagr Bl
4. | yeor( Geustenar HimLd.
5. cumemeNleLaSIG GUETTERTLD 6T (LD.
6. | Gamallelled Smallor menlGlLmib.
7. | QareaGudlenw sar(Hllyssat

Ol EMETITL_IT.
8. | uwlle pog Cadlu Lpene.
9. | sluelley LwenflEeT Lwemrd GlFuwieurT.
0. | augluenmuiled oy SIflur BLSFID

LIML_BIGeneT HedlE SHeualéds Couemm(hib.
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U@ eremr 1 erdsenen  (penp  GOUEILLU(HETETE  eTeim  GTemTentla

G mGeuanr(hLbd.

ter. ) oUfed [BLog) CSHIL Lipeneas

OO O X
S =

GClorgs aumiSenssafien crenrentigens. 4
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3. geuleurm eumsenssaemid eumdls@n  Cumips  opes  Cal@Gbomipg)

elireaenetd Camemm(h erermeamidiiy Camaey Couam(hLd.

4. GuHms el eumisasais Cal@b Gumupgd eeaubeurm &HaEamer
T(HEa qemmer G qearprs o(Hés Qaiw Geuamhib. Gty eng eraumeant]
Quorgs spsafler  camarfldamsaw Gt Qelw  Ceuawpw.  aflurs

GCTEmTEMTGENGENLS FodETTe) SEHHS FETLOTGID GULOMBIGELD.

5. sl Carhser cuanphgl. @Gwheasaw Wae Camnlged Hnss Celweb.
Wemenmm TGHenid e eursSuanss Fafl, @GLhamsenl Hb% cursSlugdd o arer
amsamssaien aaraflsmany Qsran() Cardsmers steam_ sl Colam(ib.
GPhams samsans @anbs CarhamaGur. wag amHso CarpamerGur
grenry. CFemprey, euanet / jeuanar (psa Catligh@ Smbldl CFae Cleuwn
Couampd. @whens afurs GCewlg el L, s@Hs gaorand CarTHsg

26T (865188 6LD.
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10.

1

2.

13.

14.

15.

16.

17.

18.

19.

20.

%O - wif
UL - auulim
e ~ &6
STENG ~ LOTENE
S ~ LIpLD
GUenl ~ Smiby
BT = Lm
LIpLd ~ euTen&

wiremesr ~ LLeneir

sy - smed
2y - 8o
uliled - @ulled

smbLe - Cdans

QUL LD ~ LDTEmeEY
QLU - urdu
TSI - HWSI

GUTEITLD — &Memerm

s - sb4
2 - fn
Umed — &med

I RHYMING WORDS

(Curenens ClemHaen)
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Activities

1 Sparamid UL SHer smanuie) 2 et CemhaEns@ Qeveannurer QFTHaameT
ugrefles @mbg sanblilsg) o (pgs.

N O — B

wufleo FHEN
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2. Cuoreneng Qampaener Campaefler eped Qenentujmiser. CalLsnE@ e
Curmer Qma@ Qempaamer Car(iser Camarm(h QenenTLEisET.

SHTe

oudlev LITeL

930
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3. Caluzng eearm CGumed alsEh Camaedr Cetawm_ &L msmear oGy

auarantd Qarer( SU_(Hs.

(Y &0
LIGy LL 60 e
T om(H
wnever @53
T (PSS Lm

4, mrem Famid @rew(® GeueuCeumy Cempser ColLsnE eerm Cure G(mbsme
S eranyl Fapayd. CalLisn@ gem Curd Gdamawname Qoeme erarm)
So DELLD.
@ B -~ wrhH (W)

QuTemd - Smener (@denev)

5. Curenend Campaemerd CalLmd o L smrapd, Qdeme erermred Hinseayd. BHre
qamd Qe CeueuCeoumy Oemhaer CalusnE qerm CUTe® BY(HHST
sIEISemETd S L ab. CalLsnE earm CUTD GlhameUae SFmI&HEneT

2 WITSSED.
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6. Camgl L @ sdenen Comenend Qempaer Caream® Hiris. Senemt B erpdu
Qeravellenan @milLg Curemn UL SHlener cul L SSHane cuenys.

A cumdl, Umwl, Smu,

& Qeule, @uie,

A GurLd, S,

(BemL_wmiger)
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7. Calusn@ qearm Cume yuid Qerhemer @Cr sl LsSayer er(ais. ey
GRHMS Sjeupenn aundlss LMéss Qeus.

g, umd, wuled, r@, Bm, @), ur, Guiled

ST

i

8. safisg Bih@n Camdeame s Hibg e L LS(HS..

Liru

Y GUITGY UL 1D

sulmi LS oy LOLD
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SYLLABLE SEGMENTATION

(ene L9M5560)

S.NO WORDS

1 &

2 LDEmED

3. Mg

4, sulilm)

5. S(0G

6. @@me

7. SnoenrLiL,

8 Bopdl i

9. CaSwsblamg.

10. cutir g el &8
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Activities

1

@M UTTHMSEIL DEHF DEFLITE GLogieuts 2 FafldsalD. [emeamT @Lpbengeni

SHF Smsasamerd CaTdg aUTEMSWTES Fmns CFrde Geuamm(pd.

saguiley Carhiser euannhgl @Lhasa pse Camlige Hinss Gleuweb.
Setramt  ggCaanld e(m eumisenseniusd Sl GLHSML DbHS eNTHmnSuSld
o drem  yengsatlen  crananflEmaaw  Qeraw® Carsamers  grawml  Glelw
Covamr(Bd.  @RHms saupgars Gophs CarhamerGur,  swag &m O
CanhsenearCuin sramg Cgemprey. jcuenem / jeuanen (pae Carlign@ SHmb
Qeee Gaiw Ceuemr(Bd. @ppens Fflums Qag eI, FESbHS FeTLOTEILD

CorTHSa 2aré@eNss6 L.

() UTTHEMBEMI DN SnFWTsH Gogeuns o Faiflesald, gelbeun(m enaeaniu
o Fafli@d QLTS b ensanl 1L SHld er(pseyd. Brser @ang Gl

Gumwpg. Gwbaseauupd Brser Gaueug Curd G Cebser.

CeoueuGeumy Hiomisefley &L mser [/ sgrmser rhHisgs Oardrs.  eeublaurm
Sensamgd gallenm Bndamss OQsram® s (Hs. K @wbamsutin e

e denseniis g il cTdsenan FgirmEea Geuam(pb? eranm CaH(ErrhigeT.
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5 g eulleer S GQuipLsamar meaubg GWHansuI_b  Carhisserd Fle

LLmsener  QEram o el _seneT  Sanadlons  senpuilenr G aneussed

@obansenl gCsand CummenemCwr g ULSSamanCu Csirea) Geug

SNG SEGETILLD SMLMDow, g6 Guweny s 1fss Fon CETOQmSET.

e Wettesmt  Briser,  @LHns sl SenssaeT  Qerhlanansgl (WD

QUTTSENSUITE Fo MIEISHET.

6. neo Qefafle o der MMM  BEnFSHETTHL

SjenFeILD gelblaumm G iquid er(pgis.

Liflgg).  epeubleur(m

@@*

sWim

OLO)

MW

©

I:j A
O

B”]
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7. @UissDd STamlubbd  HEESET  ehlenas g eUbd  CsTsE 2 Ml

LLgens eualmlmhg Csbbshss. Carhsed Glsram Ganenrss 66D

S (.

g | ey

o

60 6ol
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SYLLABLE SUBSTITUTION
(iens GeTpsaner geaTmié@ Udlons RQenbleammpenn CLIT(HSSHab)

1 vWled (@)

2. au_Lw (&) (L)

3. sy (o)

4. auem (@) (@) (Cw) (&)
5. wemer (wm (wLm)

6. =,k (om)

7. cllenew (&) (5) (g)

8. umenm (eneur)

9. B (g)

10. LL® (&) (&) (o)
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Activities
1 owled eretgd aumisansuilds 2 6Ter WD GTeyDd eT(pSSlanar @ e WIHP GuUHLD

U Qerdene er(pd. Gememt L Gamoadlenen @biiug Cumenn LLSSlane

GUENT .

2. LLEMEN GTETELD GUTTHEBUN 2 6TeT L, eTenld eT(pSSlenet W erem T Gu(mHLD

ydw Cereveilenen samdibg sfluner LLSSHDE cuatramd SU(HS.
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SYLLABLE DELETION

(ems Clempasemen sHlHHe0)

S.NO. WORDS
1 LLene
2. QUMIEnLD
3. LI &L
4. LImenay
5. GELD
6. Lierer]
7. Uhsens
8. TS
9. GLIGHIT GWTLD
10. Gamg
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Activities

1 mrem @ eumiengenw el FamCeustr. ety B eumideansuller e m
uGHGemen samCeue. § 2BS LGHenw Bren Psefldr gl aumsensuiedHHE!
05860 (. Bsd Qmé@n LugHuImen &nnGeuem@Lb.

2. mmar (psedled @ euTsansenwid sl Neemt b eumTdansullen e
uGHGmens samCeustr. B ops LGHGmen Brem sl aumsamaullel(HHs)
05560 0. b QmsEd anibmsmwus sarLdibs.  D@EEGHEED
Qurmener  Spéatamid UL SHSmHE saLdibg oigen  CLwenr  eT(ps
CouatmHLd.

yener, sed, LiGved, Fenewell, &5
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3. Spstemid Cliigsar  geubeurembled eanTdansuilen  euleur(h eSS HHET
er(pslu_(Rerenar.  fle  sendl  Gulgulayet  erpHuimEEd  eT(pSHlane
s&5z60 [, s 2 der LGHUSlaner UL SHIET ET(LHFIS.

& usl ml

4. s  Quiliguienedt @psEn  eawsdener  sllGsEI G Bsbd @@L
QU Gendenil eU L SElenieln er(Lpas.

& Gu || emer

5 plelle @mé@n Guiguld oder eawsdamen sfsgel G WBsb GYmé@ELd
QUTTSendenil eULL SEleniel &r(Lpgs.

L - &
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PHONEME BLENDING
(Qew Qarpsenenr Cargsev)

S.NO. WORDS
1 LI+osm+_+2_
2. F+QI+_+ 2
3. GU+ DL+ +LD
4. LIH+@T +6HoT
5. &+ DI+ GuoT
6. &+ DI +6u
1. |;|+g+'|i)+%
8. S+ QHDH I+D_
) LI+ <+ _+2_
10. LD+2_+_+()
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Activities

L oWl ersgmanemuyd Gowl erpsgisEaemd Gamsge

&+ 3 &
& + 9 &M
& + (@) &
& + &
& + o &
& + 2er &
& + Gr [
& + G Ga
& + 8 MG
&+ & (lam
&+ 6 Car
& + gar Glsar

2 Wit erpSgsenemuid Glowl erpsgwenemuyd Cardg eumd Oerdellanen Canbaser

Qamem(h) SlenamTiLRISET.

F + 9

=il
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2. i Qsseid srETULHL ET(PSFIGFMET eTHlanaTSE GUHD ClFTaana

saLPle. sflurer eniéamgenws Csram._ Gemaenl aueTearTd SL(HS.

3. L mgalld 26T GTIPSHHHMET  QETHENETSE 2 (HUTGLD  GUTTSENSENIL

SLLSSleie 6T(LpgIs.

m g
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PHONEME DELETION
(Qeng Clanpaener Hiflsge)

S.NO. WORDS
1. seadl
2. L-(h
3. D& SH6IT
4 Gl
5. adlirev
6. QUL L LD
7. GUILIGY
8. olera s,
9. L1l
10. FTHLD
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Activities
1 mren e anidensenwl (psadle smCeuer. 6y ombs eurmsmsuden ¢ m
ugHllenan spCeuer. § obHs UGSHaw Brem (oo P ensasudmbs)
sSgEN [, Bad Emé@d LGHuGamen gnnGouam(HLb.

2. mmen  (psald e eniSasan sl et coubs  anmSensullen 6w
ugSSaner smmCouer. B s v@Sllener Brer s et SensuimHa
s 0580 [0, BaD BHEGED g Sa_Hibg e

3. Sparamid GUgseT geQeumeandlad eaniseamsuien  geubloutm  eT(PSSIESET
erps (Hererar.  ofldy  sen 8 Gl igulgyeT  er(pSUSImEGLD TS Slena
s 586 [, Bab 2 der LGdullaar el L sHeayer 6r(05s.

4. pRele QmE@n Gulyutle oeer e(psdanear HHSHENIH LD GHEELD
aNTSanSWET 6L L SSenie eT(Lpg)s.

3 o &l
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1

2.

3.

8.

9

PHONEME SUBSTITUTION
(iens Qerpseaner germisE Lons QenCeammpenn CILIT(HSHSHe D)

&eir (D)
S (e
&meo (i)
cuetor(p (L)
e (L)
mmer ()
eflev (etr)
L (ebr)

. GLLb (ev)

10. &My (b)
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Activities

1L &I erangyid anidasule o drer T eragd eT(pSHenan @ erar LOMHB QuHD
U Qarevene erpdl. Wememt LFw Oemevellenem @bilugy Curenm LLSdHenen

UGN .

2. @B cranayd ensmsuler o arer L eraub er(pdlencn eur erew LOTHH Gu(HLD

ydlw Qerevellener e Hibg sfwrer LLSHD@E cuammenmd S (Hs.
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