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ABSTRACT

The aim of this thesis was three-fold: firstly, to examine the development of
reading and spelling abilities in the Greek language; secondly, to identify the cogni-
tive predictors of reading and spelling skills; and finally, to establish how develop-

mental dyslexia is manifested in the regular Greek orthography.

An extensive battery of cognitive, linguistic, and literacy tasks was adminis-
tered to 132 children: 66 Grade-2 and 66 Grade-4 Greek-speaking children attending
four different schools in Athens, Greece. The battery included: tests of reading,
spelling, and mathematical attainment; a nonword reading task, various phonological
awareness & other phonological processing tests; a non-verbal intelligence test; and
various syntactic awareness tasks. Evidence on the manifestation of developmental
dyslexia in Greek was based on a chronological-age and a reading-level matched-

pairs comparison between poor and average readers.

Despite a large number of difficult polysyllabic word stimuli, reading accu-
racy was at ceiling for most subjects. Reading speed proved a more effective
measure of individual differences. A high degree of accuracy was also observed on
many phonological awareness tests. Rapid naming, phonological awareness and
speech rate proved the most important predictors of reading ability in the regular
Greek language. The predictive value of many variables/tests, however, appeared
to differ between English and Greek. Phonological awareness - the most powerful
and stable predictor in English - appeared to be a reliable predictor of reading abil-

ity only at the initial stages of literacy development (Grade-2). The most significant



predictor at Grade-4 was rapid naming. Speech rate consistently predicted reading
skill in all our analyses. Syntactic awareness proved not a reliable predictor. Its
contribution was significant only for spelling ability at Grade-4. The matched-pair

comparisons supported the above results.

Results are discussed in relation to the existing differences in the ortho-
graphic structure of the English and Greek languages. It is suggested that the ex-

amination of linguistic differences is important, both, from a theoretical and clinical

point of view.
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Chapter 1. THEORIES OF LITERACY ACQUISITION

Chapter 1.1 Introduction

The development of reading and spelling abilities in normal and reading dis-
abled children has been a topic of enduring interest and extensive research over the
past few decades. Today, this field of research can claim significant breakthroughs
in the mystery of literacy acquisition. The significant theoretical advances that have
been made over the last twenty or so years have broadened our understanding of
children’s or adult’s word recognition system, the development of literacy skills at
different ages, and those factors that may influence or predict the development of
these skills.

The different theoretical accounts offered by dual-route models (e.g. Baron
& Strawson, 1976; Coltheart, 1978, 1985; Forster & Chambers, 1973; Marshall &
Newcombe, 1973; Morton & Patterson, 1980; Paap & Noel, 1991; Patterson & Mor-
ton, 1985); cognitive-developmental models (e.g. Frith, 1985; Marsh, Friedman, Welsh,
and Desberg, 1981; Seymour and MacGregor, 1984), and connectionist models of
reading and spelling (e.g. Brown & Loosemore, 1994; Plaut, McClelland, & Seiden-
berg, 1996; Seidenberg & McClelland, 1989) appear to reflect not only the existence
of alternative and in some instances rather opposing views on the same psychologi-
cal phenomenon, but also the gradual refinement of our knowledge of the psycho-
logical processes involved in reading and spelling. Each of these three major

approaches to reading and spelling processing are examined below.



Chapter 1.2 Dual-Route Models of Word Recognition

One of the major theories of word recognition is dualroute theory (eg.
Baron & Strawson, 1976; Coltheart, 1978, 1985; Foster & Chambers, 1973; Marshall
& Newcombe, 1973; Morton & Patterson, 1980; Paap & Noel 1991; Patterson &
Morton, 1985). According to this theoretical framework skilled readers can process
written words on the basis of two functionally independent psychological procedures:
a direct visual (lookup) procedure and an indirect phonological (sublexical) proce-
dure. The lexical procedure is used for the recognition of familiar or exception
words, and the phonological procedure for the decoding of novel words or words
with a non-lexical entry (pseudowords). The lexical procedure (route) is thought to
exploit the direct association between a whole word orthographic pattern, and a
word’s pronunciation and/or meaning. This route operates by retrieving the pronun-
ciation of known words stored in the mental orthographic lexicon (see Figure 1-1,
pathway A). For this reason, the lexical route is an efficient and fast way of read-
ing familiar words, or exception words, where the application of spelling-to-sound
words would lead to an incorrect pronunciation. Application of this route, however,
to pronounceable pseudowords fails because, by definition, there are no lexical en-
tries for nonwords in the mental orthographic lexicon.

The phonological procedure, on the other hand, exploits a sublexical routine
which relies on a set of grapheme-to-phoneme conversion (GPCs) rules. This proce-
dure leads to the mental lexicon in an indirect way (see Figure 1-1, pathway B).
Printed words or letter strings are translated (through the application of GPCs rules)
into phonological codes, which are then used to access lexical (Gough, 1972; Rubin-
stein, Lewis & Rubinstein, 1971) or semantic information (Coltheart, Masterson, Byng,
Prior, & Riddoch, 1983). This procedure allows the correct pronunciation of non-
words, unfamiliar words, low frequency words, and difficult words that conform with
the spelling rules of the language. Its application, however, to exception words leads

to incorrect responses, and more especially to “regularization errors”: e.g. the word
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‘pint’ is pronounced as if it rhymed with ‘mint’. In the case of regular words, both

procedures generate the correct pronunciation, but, on the basis of different means.

Printed Word

A4

Visual Analysis
(Abstract Letter Identification)

Grapheme to
MENTAL LEXICON Phoneme

Translation

S

Instructions for Articulation

l

Pronunciation

Figure 1-1 Two route model of the reading process (After Coltheart, 1980)

In most of the initial conceptualizations of dual-route models, these two pro-
cedures are assumed to run in parallel, leading to a race between them (e.g. Hender-
son, 1982). For regular words the output of the two routes produces a consistent
pronunciation, while for irregular words the two pathways lead to different outputs,
yielding interference. This fact explains why regular words are named faster than

irregular words (Baron & Strawson, 1976). A number of studies with English lan-
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guage stimuli have suggested the dominance of the visual access route, with per-
haps, an optional but not preferred phonological route {e.g. Coltheart, Besner, Jonas-
son, & Davelaar, 1979; Humphreys & Evett, 1985).

Over the years, the dualroute model has established itself as the orthodox
theoretical conception of the processes subserving skilled adult reading and spelling
(Barry, 1994). Its popularity is due to the fact that these models have succeeded in
accounting for a large body of psychological data from adult skilled readers, includ-

ing cases of surface dyslexia or dysgraphia (where the lexical route is thought to be

damaged while the phonological route relatively spared: e.g. Goodman & Caramazza,
1986; Hatfield & Patterson, 1983; Coltheart, 1985), phonological dyslexia or dys-

graphia (where the phonological route is thought to be impaired and the lexical

route to be relatively intact: e.g. Funnell, 1983; Shallice, 1981), developmental pho-

nological dyslexia (e.g. Temple & Marshall, 1983), and developmental surface dyslexia

(e.g. Coltheart, Masterson, Byng, Prior, & Riddoch, 1983; Holmes, 1973).

Despite its popularity, the dualroute theory has not gone unchallenged.
Dual-route models, for instance, have been criticized for their strong focus on skilled
reading and their rather ‘static’ description of the mature word recognition system
(Seidenberg & McClelland, 1989). Most dual-route theorists have tested the validity
of their theoretical formulations either on the basis of data from experiments with
adult skilled readers or older cases of acquired dyslexias or dysgraphias. In this
way, these models appear to ignore the plausibility of maturational differences in the
development of reading or spelling strategies, or the important effect of other social,
cultural and educational factors (Frith, 1985).

Questions have also been raised about the independent functioning of the
routes suggested by dual-route models. Some theorists claim that the distinction
between a visual and phonological route for the processing of regular and irregular
words is artificial (e.g. Ehri, 1992; Van Orden, 1987; Plaut et al, 1996; Seidenberg &
McClelland, 1989). Ehri (1992) and Van Orden (1987), for instance, have argued that

few English word spellings are totally arbitrary (in the sense that they lack letter-
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sound relations) and, for this reason, phonological information/processes may also
play a role in the recognition of irregular words and the development of a sight vo-
cabulary. Researchers favouring the connectionist approach to literacy development
have also pointed out the artificiality of the distinction between visual and pho-
nological processes, arguing, instead, that a single cognitive mechanism may also be
capable for the processing of all types of words: avoiding the problematic distinction
of regularity and irregularity (Seidenberg & McClelland, 1989)(this approach is more
fully analyzed in Chapter 1.3).

The functional independence of the two routes has also been challenged by
a number studies showing effects that implicate lexical involvement in the processing
of nonwords (Baron & Thurston, 1973; Carr, Davidson, and Hawkins, 1978; Glushko,
1979; Key and Marcel, 1981; Rosson, 1983). Glushko (1979), for instance, found that
pseudowords like FEAD (which has as an orthographic neighbour a word with ir-
regular spelling-to-sound correspondences: e.g. DEAD) were pronounced slower than
pseudowords whose orthographic neighbours were regular (eg. FEAL). If FEAD
and HEAL had been processed by GPCs alone, as the dualroute theory maintains,
then both should have been processed in the same way and there should be no dif-
ferences in reaction times. Kay and Marcel (1981) have also reported that the pro-
nunciation assigned to an ‘ambiguous’ letter sequence in a nonword (e.g. the EAD in
YEAD) was influenced by the pronunciation of that sequence in a previously pre-
sented word: eg. YEAD being pronounced as /jid/ when the preceding word was
BEAD, and, as /jed/ when the preceding word was HEAD). This evidence shows
that the dual-route account of how we process nonwords cannot be sufficient, since
the assignment of phonology to nonwords is open to lexical influence (Humphreys &
Evett, 1985). In light of this evidence, insufficient also appears to be the justification
offered by most dual-route models (e.g. Coltheart, 1978) for restricting the process
of assembled phonology to the use of grapheme-to-phoneme correspondences and

ignoring correspondences at other levels.
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All these criticisms have gradually led dual theorists to reconsider some of
their initial assumptions and propose either new or more refined versions of their
models. Patterson and Morton (1985), for instance, have presented a revised version
of a dualroute model in which the traditional grapheme-to-phoneme-based sublexi-
cal route was supplemented with a "body” system, containing knowledgé of corre-
spondences between orthographic and phonological rimes. It has been proposed
that these two subsystems work independently, in a ‘horse-race’ manner, though the
exact basis for selecting the output of one system than the other was left unspeci-
fied. More in line with a computational implementation of a dual route model,
Coltheart, Curtis, Atkins, Haller (1993) have added to the initial dual-route structure
an extra GPC learning algorithm, that was reported to perform well on the Seiden-
berg and McClelland’s (1989) training set of words. No strong claims, however, can
be made about this model at the moment as the only part of their dual-route cas-
cade (DRC) model that has been implemented is the nonlexical mechanism for infer-

ring the GPCs rules.

Chapter 1.3 Developmental Theories of Reading and Spelling Acquisi-
tion.

Developmental theories of literacy acquisition (e.g. Gough & Hillinger, 1980;
Ehri, 1990; Frith, 1985; Marsh et al, 1981; Morton, 1989; Seymour and MacGregor,
1984) have taken a different perspective from adult-based dual-route models of
word recognition. Within this theoretical framework, reading acquisition, as any
other cognitive skill, is viewed as a cognitive developmental process that passes
through a number of stages. At each of these stages the developing reader is as-
sumed to approach reading and spelling with qualitatively different cognitive strate-
gies which are characteristic for most children operating at the same stage. In most
developmental theories the availability of cognitive strategies in the later stages is
assumed to be dependent on the development of earlier strategies. A special em-

phasis has also been given by these theories on the important effect of environ-
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mental factors, and in particular that of explicit reading instruction (e.g. Frith, 1985;
Marsh et al, 1981; Seymour & Elder, 1986). Some of the most influential develop-

mental accounts of literacy acquisition are briefly considered below.

Chapter 1.3.1 Marsh, Friedman, Welsh and Desberg (1981)

Marsh, Friedman, Welsh and Desberg (1981) describe the development of
reading acquisition in terms of four successive stages. During the first stage of
* inguistic guessind’, children attempt to read words either with a strategy of rote
association between the words’ unanalyzed visual stimulus and oral response, or by
using contextual information to guess their pronunciation and meaning. Children at
this stage are unable to respond to novel or unknown words. The second stage is
that of “discrimination net guessing’. Children operating at this stage respond to
unfamiliar isolated words with words that have already been learned and which bear
some visual similarity with the target word. Initially children are capable of proc-
essing only the first letter of the word, and it is only later that they start to take
into account other features, such as word length or final letter. Stage three is that
of "sequential decoding”. Left-to-right letter-sound decoding appears to be the pre-
dominant strategy of this stage. Children’s understanding of the alphabetic principle,
however, appears to be rudimentary (ie. each letter for them represents a single
sound) and for this reason children are capable of reading new words only if they
are very regular: e.g. CVC words with short vowels like cat. According to Marsh et
al. (1981), there appear to be two major factors which lead children to move to the
*sequential decoding stage”: the first is the gradual increase in the number of sight
vocabulary words which places extensive load on their memory, and the second the
children’s’ attainment as defined by Piaget. Stuart and Coltheart (1988) challenged
the first proposal on the basis of evidence indicating the absence of a steady rate in

the development of children’s’ vocabulary and evidence demonstrating that the
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growth spurt of their word recognition skills was more associated with the mastery
of phonics skills rather than the number of words in their sight vocabulary (Davies
and Williams, 1974).

The final stage in Marsh et al's (1981) theory is that of *hierarchical decod-
ing’ where children start to decode words in a more sophisticated way, that is on
the basis of high order rules and analogies. Words requiring the application of con-
ditional rules (e.g. knowing that the letter c is pronounced as /k/ when it is followed
by a, o, u, and as /s/ when followed by i or e) are no longer difficult for children of

this age.

Chapter 1.3.2 Frith (1985)

Another very influential theory of literacy development is that of Frith (1985)
who proposes three basic phases: ie. a logographic phase, an alphabetic phase, and
an orthographic phase. The name of each of these three phases is thought to re-
flect the predominant reading strategies adopted by children at these three land-
mark points in their literacy development. The order of these three phases was
proposed to be strictly sequential and the development of each new strategy to
‘capitalize’ on the earlier ones. Frith (1985) also acknowledges the similarities be-
tween Marsh et al’s (1981) model and hers, stating that her notion of logographic
and alphabetic strategies is analogous to Marsh et al’s rote learning strategy and
sequential decoding strategy, respectively. Marsh et al’s hierarchical decoding stage
was also interpreted either as analogous to her orthographic stage or as an ad-
vanced form of her alphabetic strategy.

Word recognition in the “logographic phase is attempted on the basis of sa-
lient graphic features (e.g. a word’s first letter; word-envelope / length, etc). Letter
order is largely ignored and word recognition is based on partial recognition. Begin-
ning readers are able to recognize only familiar words whose visual stimulus has

been previously associated with their corresponding oral response: ie. development
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and use of a ‘sight’ vocabulary. Gough and Hillinger (1980) describe this stage of
literacy development as a stage of paired associative learning. Logographic readers
either refuse to pronounce unknown words or guess them on the basis of contextual
and pragmatic features. At this phase, spelling is restricted to a few sight words
learned by heart. Appreciation of the word’s internal phonological structure is
thought to take place at the beginning of the "alphabetic phase’, when children start
to use letter knowledge and grapheme-to-phoneme correspondences and conversion
rules to decipher novel words or pseudowords. Readers now consider that letter
order is crucial because word identification can now also take place using a graph-
eme by grapheme decoding strategy. Frith considers that mastery of alphabetic
skills is crucial, because the development of such phonological skills allows beginning
readers to read unfamiliar words independently and expand their sight-vocabulary.
As beginning readers learn more about the alphabetic code, they become
able to connect all of the letters seen in spellings to sounds detected in pronuncia-
tions, and to detect recurring letter patterns in words (e.g. shared affixes or subsyl-
labic units such as onsets & rimes); and thus more able to consolidate them into
larger orthographic units. Instantaneous analysis of words into multiple-letter ortho-
graphic units, without phonological conversion, is considered to be a major charac-
teristic of the final "orthographic phase, and a major step to skilled reading and
writing. According to Frith (1985) "the orthographic strategy is distinguished from
the logographic strategy by being analytic in a systematic way and by being non-
visual, and from the alphabetic strategy by operating in bigger units and by being
non-phonological” (p.306). No other details, however, are given about this phase.
Within Frith's (1985) framework, developmental progress is explained in terms
of an alternating shift in the use and mastery of reading and writing strategies at
each developmental stage. The adoption and use of a strategy in one domain is
considered to serve as a ‘pacemaker’ for development of that strategy in the other
domain. This explains the causal transition between stages (see Figure 1-2). The

beginnings of literacy are thought to lie in the development of logographic reading.
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Once beginning readers have developed a sufficient sight-vocabulary in reading, this
logographic strategy is then adopted in writing (see Figure 1-2 steps 1a & 1b). Al
phabetic writing then becomes the pacemaker for the adoption of alphabetic skills
in reading, at stage two (see Figure 1-2 steps 2a & 2b). Frith (1985) suggested that
it is through spelling - not reading - that beginners learn the letter-sound mappings
and so to appreciate the importance of letter order. These early alphabetic skills
are later transferred to reading for the decoding of unfamiliar words. Orthographic
reading, at stage 3, becomes the pacemaker for the adoption of an orthographic

strategy in writing (see Figure 1-2 steps 3a & 3b).

STEP READING SPELLING
1A logographia | (symbolic)

1B logographic logographic 2
2A logographic 3 alphabetic
2B alphabetic 2 ‘——I alphabetic 2
3A orthographia alphabetic 3
3B orthographic 2 ‘——* orthographic 2

Figure 1-2 The Six-step Model of Skills in Reading and Writing Acquisition
(after Frith, 1985).

This developmental framework has also been used by Frith (1985) to explain
reading and writing difficulties. ‘Classic’ developmental dyslexia, for instance, is con-
sidered to reflect the arrest of literacy development at the logographic stage (phase
1). Reading, in these cases, remains visually based. Children arrested at this phase
fail to make the transition to the alphabetic stage, experiencing severe difficulties
with the accurate reading and spelling of nonword stimuli or words that they have

not seen before. Frith (1985) acknowledges that, with time and/or remedial help,
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development may proceed following arrest, but this is assumed to be atypical
Frith’s (1985) theory allows for variability in the manifestation of reading and spelling
disorders. The failure in the development of orthographic skills, for instance, is as-
sumed to reflect a developmental arrest at phase two (phase 2b). Children arrested
at this intermediate phase of literacy development approximate the reading behav-
jour of acquired surface dyslexics, exhibiting an over-reliance on alphabetic strate-
gies. This allows these so called ‘developmental dysgraphics’ a relative degree of
accuracy in the reading of regular words but not in the spelling of irregular words
which tend to be regularized according to phoneme-grapheme rules (ie. phonetic
errors). A developmental arrest at an even more advanced phase of acquisition, like
that of phase 3a (see Figure 1-2) -those being described by Frith (1985) as type-B
spellers- results to an atypical cognitive profile of excellent reading performance but
very poor spelling competence. This is due to the selective establishment of precise
orthographic representations for reading and the premature establishment of impre-

cise orthographic representations for spelling (Frith, 1985).

Chapter 1.3.3 Seymour & MacGregor (1954)

Seymour & MacGregor, (1984) have also described the development of
reading and spelling abilities in terms of three stages. Their model, however, is dif-
ferent from the others in the sense that the three cognitive strategies identified by
Frith (1985) are equated with the modular components of an information processing
system (Seymour, 1990, p. 165). Following Frith, Seymour & MacGregor (1984)
names the first stage of their model “logographic stage’, in which words are identi-
fied on the basis of their ‘wholistic’ visual features and their associations with pre-
existing semantic and/or phonological representations. A direct connection is drawn

between the exercise of a logographic strategy, the establishment of a logographic
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lexicon, and that of an analogous word processing system. The second stage in
their theory, "alphabetic stage’, involves the establishment of an alphabetic lexicon
based on the acquisition of knowledge between letter-sound correspondences and
the development of a “rudimentary grapheme-phoneme and phoneme-grapheme
translation device” (Seymour & MacGregor, 1984, p.48). By contrast to Frith’s
(1985) theory, however, Seymour & MacGregor maintain that the logographic and
alphabetic processes are functionally independent and develop concurrently, de-
pending on the teaching regime (Seymour & Elder, 1986). In the third and final
stage of Seymour’s theory, "orthographic stage’, children develop a more sophisti-
cated understanding of their orthography after the establishment of an orthographic
lexicon which is capable of accounting for the relationship between multi-graphemic
units and pronunciation, the conventions of their orthography, and the relations be-
tween spelling and meaning (p. 48). The development of this orthographic lexicon is
thought to be dependent on the development of alphabetic strategies, that is as an
expansion or upgraded version of the alphabetic lexicon. This is only partially in
accord with Frith’s theory who views the development of orthographic strategy as
the outcome of the merging of the two previously developed logographic and al-

phabetic strategies.

On the whole, the above presentation of some of the most influential devel-
opmental theories of literacy acquisition suggests that, despite the existence of dif-
ferences in the structure of the various theoretical models, most of them favour the
same sequence in the development of reading skills. Children learning to read Eng-
lish appear to pass first from a pre-phonological stage of visual cue and paired-
associative reading, to an alphabetic stage in which they gain explicit insight into the
alphabetic code, and finally to stage when children develop internal multi-letter or-
thographic representations and a more sophisticated understanding of the workings

of their orthographic system.



The theoretical framework suggested by Marsh et al. (1981); Frith (1985);
Seymour & MacGregor (1984) and other developmental theorists has proved very
useful in explaining, both, normal and abnormal reading and spelling development.
The idea of a developmental progression from one phase to the other (after the
mastery/consolidation of old and new strategies) has offered developmental models
the dual advantage of: a) leaving open the exact timing of such developmental
changes/progress according to the individual abilities of each reader, and b) explain-
ing differences in the development of reading and/or spelling competence of begin-
ning readers, attributed by this model to the adoption of new strategies and the
asynchronous development of reading and spelling skills. Another advantage of the
above mentioned gradual mastery, and dissociation, in the development of reading
and spelling abilities is that it leaves ‘space’ for the development of compensatory
strategies (due to a further development of previously mastered strategies) in per-
sons arrested at a certain stage of the model. In this way, developmental theories
can account for the existence of different cognitive profiles - and thus for
‘heterogeneity’ - in the manifestation of developmental reading disorders such as de-

velopmental dyslexia.

Developmental theories, like the dual-route models of literacy acquisition,
have also been subjected to criticisms with those referring to the sequential nature
and the existence of discrete stages in the development of reading skills being the
most frequent. Evidence, for instance, has accumulated indicating that not all chil-
dren pass through the same sequence of stages. Phonologically able English begin-
ning readers (eg. Stuart & Coltheart, 1988; Seymour, Bunce, and Evans, 1992), or
readers learning to read in more transparent orthographies than English (e.g. Ger-
man: (Wimmer & Hummer, 1990); Brazilian Portuguese: (Pinheiro, 1995); French:
(Sprenger-Charolles & Cassalis, 1995) have been found to rely more on a phonologi-
cal than on a logographic reading strategy: thus skipping the initial logographic

stage. The sequential dependence of stages in reading acquisition postulated by
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most developmental theories has also been criticized for being unable to account for
the selective impairments sometimes observed in developmental dyslexics, who, de-
spite their phonological reading deficits, develop relatively adequate word-recognition
skills (Snowling, Hulme, Goulandris, 1994). Furthermore, there is evidence to suggest
that beginning readers/spellers may develop a sensitivity to orthographic information
earlier than most stage theories seem to suggest. Treiman (1993), for instance,
found that, in accord with the spelling constraints of the English orthography, first
grade English-speaking children were less likely to use the ck spelling at the begin-
ning of words than at the end. In another experiment with nonwords Treiman
(1993) also found that even kindergarten children or first graders declined in more
than 50% of the time in selecting nonwords with a ck pattern at the beginning (e.g.
ckun) as opposed to nonwords with this spelling pattern at the end of nonwords (e.g.
nuck). Cassar & Treiman (in press), have also reported a similar increased level of
sensitivity to orthographic information to beginning readers, by showing that even
kindergarten children were more likely to chose those stimuli in the experimental list
of nonwords which had a consonant cluster at the end (e.g. nuss) than at the begin-
ning (e.g. nnus).

Developmental models have also being criticized for being too descriptive,
while leaving many crucial details of the model's workings unspecified (Brown &
Loosemore, 1994). Stuart and Coltheart (1988), for instance, have criticized Frith’s
(1985) model for its inability to provide a detailed account of the reading strategies
that are available to the readers in the orthographic stage. Seymour and MacGre-
gor’s (1984) model has also been criticized by Stuart and Coltheart (1988) for the
unclear definition of their ‘wholistic’ processing of the logographic stage (as opposed
to that of their analytic processing) after the author’s statement that ‘wholistic’
processing may also involve the use of salient letters or group of letters: which ac-
cording to Stuart & Coltheart creates problems in the conceptualization of the un-
derlying deficits of phonological and morphemic dyslexics (see Stuart and Coltheart,

1988 for a fuller argument).
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Chapter 1.4 Connectionist Models of Word Recognition.

Connectionist or neural network models of reading provide a radical alter-
native to the standard dualroute and stage models of literacy development. A sin-
gle mechanism is proposed for the processing of both regular and irregular words
(e.g. Brown & Loosemore, 1994; Seidenberg & McClelland, 1989). The basic archi-
tecture of many computational models usually consists of a set of phonological units;
a set of orthographic units; and an intermediate layer of hidden units connecting the
two (see Figure 1-3). Each processing unit has an activation value which ranges
from O to 1. In many models, words are treated as sets of letter triples (e.g. Brown
& Loosemore, 1994; Seidenberg & McClelland, 1989). When the pronunciation of a
given word is requested, the network activates all the relevant artificial neurons
which stand for the target word: eg. soap = _so, soa, oap, and ap_ (with the
symbol _ denoting the beginning or end of a word). By giving the value 1 to all the
neurons which are involved in the computation of a word’s pronunciation or spelling,
and the O value to all those which are not, words are represented in the system as
unique patterns of Os and 1s. In Brown & Loosemore’s (1994) computational model,
for instance, the word soap is represented by the pattern 1011100011 while that of
pill by the pattern 001011100 (Brown & Loosemore, 1994, p. 322). Learning to read
and write depends upon the network ‘learning’ or setting the right strengths of con-
nections between the units used to represent the pronunciation of words and the
units used to represent the spelling of words. The weights on connections between
units are initially given small random values. The system is then presented repeat-
edly with words/letter strings, and, with the help of a learning algorithm (which ad-
justs the weights between the actual output and the target output) is trained to
generate the correct phonology/orthographic representation of words (see Seiden-
berg & McClelland, 1989 for details).
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OUTPUY UNITS

HIDDEM LTS

Fattem of activity representing pronunciations

Figure 1-3 The architecture of the connectionist model, only some units and
connections are illustrated. (Brown & Loosemore, 1991).

Connectionist models of reading and spelling acquisition have been reported
to simulate many aspects of the reading behaviour of normal and dyslexic readers.
The models are able to a) ‘learn’, and, improve its output quality with practice (i.e.
the more frequently the network has processed a particular word, the better the
output); b) generalize and respond to novel items/nonwords; c) exhibit differences in
performance depending on the word’s level of processing difficulty (e.g. depressed
performance when processing words with many sound-to-spelling ‘enemies’ or when
processing irregular words), and d) exhibit a general decrement in performance for
all types of words, after reduction of the number of hidden units (see Brown &
Loosemore, 1994; Seidenberg & McClelland, 1989 for more detailed accounts).

The connectionist theory appears to differ from the dual-route and stage-like
theories of literacy acquisition in many respects. The existence of the two process-
ing routes - i.e. visual and phonological - and that of a mental lexicon postulated in
the dual-route/stage-like theories is denied by connectionist modellers. A single-

process mechanism’ , instead, appears to be capable of processing regular words,

Although see Plaut et al, 1996 for the substantial contribution of a second route/pathway, via seman-
tics.



irreqular words, and nonwords (though, see Besner, Twilley, McCann & Seergobin,
1990 for a critique). The development of reading and spelling abilities is viewed as a
task of mastering the statistical associations between a set of patterns representing
the phonological forms of words, and a set of patterns representing the ortho-
graphic forms (Brown & Loosemore, 1994, p. 333). The output of connectionist
models appear to improve over time - after sufficient training/exposure to written
language - in a similar way to that observed in normally progressing beginning
readers. Developmental theories such as Frith (1985) interpret the inability of dys-
lexic children to develop age-appropriate reading/spelling skills in terms of an
‘arrest’ at the logographic stage of literacy development, and their failure to develop
adequate alphabetic skills to sustain reading and spelling development. In connec-
tionist theories, however, developmental dyslexia is explained more in terms of a
limitation on the computational resources available to the network. Training of
computational models with fewer hidden units has consistently been found to affect
the speed with which the system learns words, as well the quality of their output.
The difficulty of dyslexic children to cope with irregular words and nonwords has
also been documented in many ‘dyslexic’ simulations of computational models (e.g. in
Seidenberg & McClelland’s , 1989 reading model, or in Brown & Loosemore’s 1994
spelling model). Impairments in different components of the system (i.e. phonological
representations; orthographic representations; hidden units) are also proposed to
cause different patterns of reading/spelling disorders: e.g. visual-orthographic deficits,
phonological deficits, surface patterns of dyslexia (Seidenberg, 1992).

One of the advantages of the connectionist approach over the other theories
of literacy development is that, given its computational structure, it allows more
concrete and testable hypotheses about the processes involved in reading or writing
than do previous theories which are more descriptive in nature. The use of com-
puter programs (where every single step is defined) to simulate the act of reading

and writing has allowed researchers to be more specific/explicit in their formulations,
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and, to test in practice whether the assumptions they make and the cognitive proc-
esses they postulate are correct and functional in real life.

The fact that exception words are subject to the same set of computational
principles as all other types of words also offers connectionist models the additional
advantage of simplicity, in the sense that the problematic distinction between regular
and irregular words is no longer needed within the connectionist framework (Plaut et
al, 1996). A number of researchers over the years have expressed their dissatisfac-
tion over the distinction between regular and irregular words, and the interpretation
of regularity effects in word recognition (Glusko, 1979; Parkin, 1982; Plaut et al,
1996; Seidenberg & McClelland, 1989). Plaut et al, (1996) for instance have argued
that the marking of exception words not only ignores the fact that most of the let-
ters in these words conform to the regular grapheme-phoneme correspondences, but
also that even the parts that are exceptional may conform to some degree of regu-
larity, as in the case of the word pint where the exceptional pronunciation of the /i/
may also occur in other words like mind, or child, nine, etc. This, Plaut et al argue
(1996), "prevents these words from benefiting from this partial regularity and from
contribution to patterns of consistency it enters into with other items” (p.102). Com-
putation models, they argue, not only avoid such ‘unfortunate’ distinctions but also
they allow these models to exhibit sensitivity to all these partially regular aspects of
so-called exception words.

The new theoretical framework proposed by the connectionist approach has
been very influential, affecting radically our understanding of the way in which
reading and spelling abilities and disabilities may develop. Recent accounts of read-
ing development (Seidenberg and MacClelland, 1989; Plaut at al, 1996) or spelling
development (e.g. Brown & Ellis, 1994) can be seen as the gradual move of cognitive
psychology towards a more interactive approach where several different sources of
knowledge (e.g. phonological, orthographic, semantic) appear to interact in parallel to
constrain the operation of the reading/spelling output mechanisms (Brown & Ellis,

1994). The significant impact of connectionist theory to our conceptualization of
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normal literacy development is very nicely encapsulated in Frith’s words when she
states that “stage-like transitions of behaviour may only be a surface phenomenon
which may result from their interaction of an unchanging process with changing rep-
resentations” (Frith, 1994, p. xii). Stated another way, the observed differences in
children’s’ reading and spelling abilities are not interpreted by the connectionist the-
ory as the result of the employment of qualitatively different processing strategies at
different stages in their development, but rather in terms of differences in the data-
base (eg. the size of the vocabulary) over which connectionist models operate
(Brown & Ellis, 1994).

The connectionist theory, however, is not without its critics. Several limita-
tions appear to characterize the current connectionist models indicating the need for
further research on this area. These are: a) the use of only monosyllable & mor-
phologically simple words in the training corpus (eg. Pinker, 1991, Pinker & Prince,
1988); the relative difficulty connectionist models have with nonwords (e.g; Besner et
al, 1990; though see Seidenberg & McClelland, 1990 for a reply); the lack of atten-
tion paid to the development of orthographic representations (e.g. Plaut et al, 1996)
or phonological skills prior to formal reading instruction (Hulme, Snowling, & Quinlan,
1991); and the difficulty connectionist models have in accounting for the contrasting
patterns of dysgraphia (i.e. phonological and lexical dysgraphia: Seymour & Evans,
1994).

Chapter 1.5 Summary and conclusions

Descriptions of the cognitive processes/mechanisms underlying literacy devel-
opment appear to differ, according to the proposed theoretical framework.
Dualroute and developmental theories assume the existence of two proc-

esses -ie. visual route & phonological route- for the pronunciation and spelling of
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regular words, irregular words, and nonwords. Most developmental theories view
the child as passing through a series of stages, at which different skills are mastered
and used: logographic skills, alphabetic skills, orthographic skills (Frith, 1985).

Connectionist models, on the other hand, propose the existence of a single
mechanism for the processing of all types of words, and view the development of
literacy skills as a process of setting - from the outset - direct mappings between
orthography and phonology (Seidenberg & McClelland, 1989).

Although these two views are based on different assumptions, both appear
to acknowledge and emphasize the critical importance of phonological strate-
gies/representations to the development of reading and spelling abilities. Within the
developmental framework, phonological strategies are considered to be crucial be-
cause it is the development of these phonological skills which allows beginning read-
ers to decode unfamiliar words and expand their word vocabulary. It has also been
suggested that phonological strategies may also act as a self-teaching mechanism by
which beginning readers gradually develop automatic word-recognition skills and be-
come independent readers (Jorm & Share, 1983; Share, 1995). Phonological skills
have also been proposed to enable the development of a phonological framework
upon which to organize orthographic (Snowling, 1994, p. 126) or morphological in-
formation (Seymour & Duncan, 1997).

The quality of phonological -and orthographic- representations is also recog-
nised by the connectionist framework. Damage to the phonological units is assumed
to cause deficits in word naming and in tasks requiring access to phonological repre-

sentations (e.g. Seidenberg, 1992).
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The suggestion that the development of adequate phonological skills is cru-
cial to the development, and prediction, of literacy skills is examined in more detail

in the next part of the literature review.
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Chapter 2. THE COGNITIVE DETERMINANTS OF READING
AND SPELLING ABILITIES.

Over the past few decades a considerable amount of research has been de-
voted to the search for factors that may affect or predict the development of
reading and spelling abilities. Instead of looking for factors in the child’s environ-
ment that may lead to differences in the mastery of literacy skills, cognitive psy-
chologists have directed their investigation to differences in cognitive processes that
are intrinsic to the child (Snowling, 1995). This approach has been proved particu-
larly fruitful, and a number of cognitive and linguistic measures has been proposed
as possible predictors of literacy skills, including measures of phonological awareness,
verbal STM, rapid naming, speech rate, or syntactic awareness. The predictive

value of each of these measures will be briefly examined in this section

Chapter 2.1 Phonological Awareness.

One of the most exciting developments of cognitive psychology and exten-
sive research inquiry on literacy development has been the realization and emerging
consensus among researchers on the importance of phonological processing skills in
early reading and spelling acquisition.

At the heart of these phonological processing skills lies phonological aware-
ness which refers to the ability to reflect explicitly upon the phonological structure
of words (Mattingly, 1972; Rozin & Gleitman, 1977). Research evidence indicates
that phonological awareness measures are among the best predictors, accounting for
large amounts of variance in reading and spelling skills even when the effects of age

and IQ are partialled out (eg. Nation & Hulme, 1997, Wagner & Torgessen, 1987).
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The consistency with which most of the phonological awareness measures have been
found to correlate and predict later reading development (Bradley & Bryant, 1978;
Fox & Routh, 1983; Jorm & Share, 1983; Lieberman, 1973, 1982; Stanovich, Cun-
ningham, & Cramer, 1984) or spelling development (Catalado & Ellis, 1988; Juel,
Griffiths, & Gough,, 1986; Lundberg, Olofsson, & Wall, 1980; Torneus, 1984) has led
researchers to postulate a causal relationship between phonological awareness skills
and the development of reading and spelling abilities (Goswami & Bryant, 1990).
Further evidence indicating the close, and probably causal, relationship also comes
from studies indicating poor levels of phonological awareness in adult illiterates
(Morais, Cary, Alegria, And Bertelson, 1979; Morais, Bertelson, Cary & Alegria,
1986); children learning to read non-alphabetic scripts like Chinese or Japanese (eg.
Mann, 1986; Read, Zhang, Nie, & Ding, 1986), dyslexics or other poor readers (eg.
Bruck & Treiman, 1990; Rohl & Tunmer, 1988; Snowling, Stackhouse, & Rack,
1986); and studies indicating the beneficial effect of phonological awareness training
on the development of reading & spelling skills (Bradley & Bryant, 1983; Hatcher,
Hulme, & Ellis, 1994; Lundberg, Frost, & Peterson, 1988). Phonological awareness
difficulties have been so severe and persistent in dyslexics (e.g. Pratt & Brady, 1988;
Bruck, 1990) that dyslexia has been characterized as a phonological core deficit
(Stanovich, 1988).

The link between phonological awareness and literacy development is now
well established. However, there is still some debate over the exact nature of pho-
nological awareness skills and the way the latter relate to and influence literacy de-
velopment. A large number of cognitive measures has been used over the years to
assess phonological awareness, including phoneme and syllable segmentation tasks,

matching tasks, phoneme substitution tasks, rhyme & alliteration tasks, sound blend-
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ing tasks, phoneme counting tasks, and a number of others (see Adams, 1990;
Lewkowicz, 1980; Yopp, 1988 for reviews). Researchers examining the interrelation-
ships between this large number of tests have reported strong correlations amongst
them (e.g. Stanovich et al, 1984; Yopp, 1988), but also different ways in which these
tests can be grouped together. On the basis of factor analytic procedures, some
theorists have argued that phonological awareness is a unitary trait, with most pho-
nological awareness test being measures of the same psychological entity (Stanovich
et al, 1984). Others, however, have argued for the existence of rather distinctive,
though correlated, factors (Goswami & Bryant, 1990; Lundberg, Frost & Pettersen,
1988; Wagner, Torgesen, Laughon, Simmons, and Rashotte, 1993; Wagner, Torgesen
& Rashotte, 1994; Yopp, 1988).

Researchers’ interest in distinguishing different types/aspects of phonological
awareness skills appears to be closely related to their strong interest in the predic-
tion of literacy skills; and their attempt to establish which aspects of phonological
processing have the strongest predictive relationship to reading and spelling at dif-
ferent points in development. Two rather different views exist in the literature. One
holds the view that an awareness of phonemes is the most crucial determinant, and
predictor, of reading and spelling skills in alphabetic orthographies. The other has
put more emphasis on the development of early rhyming skills (Goswami & Bryant,
1990).

Early research on phonological awareness has drawn the distinction between
syllable awareness and phonemic awareness (e.g. Liberman, Shankweiler, Fischer, and
Carter, 1974). Tasks requiring children to tap the number of phonemes or syllables
in words, or to delete a specific phoneme/syllable and pronounce the rest of the

word have been the first to be used in the assessment of phonological awareness
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skills (e.g. Bruce, 1964). The development of phonological awareness skills has been
assumed to proceed from an awareness of syllables to an awareness of phonemes.
English speaking children have been found to master syllable awareness skills around
the age of four or five, whilst the ability to manipulate phonemes usually does not
appear before the age of six or seven when reading instruction comences. (eg.
Bruce, 1964; Gleitman & Rozin, 1973; Liberman et al, 1974). Numerous prediction
studies have demonstrated that phonological awareness measures requiring analysis
of phonemes were more strongly predictive of reading skill than those requiring
analysis of syllables (Lundberg, Olofsson, & Wall, 1980; Mann, 1984; Perin, 1983).
Children exhibiting high levels of phonemic sensitivity have consistently been re-
ported to be among the best readers, whilst those lacking this awareness among the
worse (e.g. Blachman, 1984; Juel, 1988). Researchers favouring a linear view of syl-
lable structure (see Figure 2-1) have made the claim that learning to read involves
segmenting words into units that correspond to the individual phonemes of words
and blending the individual sounds together to pronounce the word (Wagner &
Torgesen, 1987 p. 195). It is argued that phoneme awareness is vital for the acquisi-
tion of literacy skills in alphabetic languages, because phonemes must be mapped to
the letters of the alphabet.

A rather different view of the relationship between phonological awareness
skills and literacy development has been proposed by Goswami & Bryant (1990),
who have placed more emphasis on the development of early rhyming skills. Their
argument has been based on an alternative view - i.e. hierarchical view- of the inter-
nal structure of English monosyllable words: that of onset (initial consonant or string
of consonants) and rime (the vowel and any following consonantsfTreiman, 1985,

1992)(See Figure 2-1).



Linear view of the syllable:
morpheme S/ti{ ta\|sk
syllables stig ma task

phonemes s t i gm a t a s

Hiearchical view of syllable:

morpheme }ﬁg{ talsk
syllables stig ma task
AANIAN N

a t

intrasyllabic st ig m

I g
(peak) (coda)

ask
units (onset) (rime) (onset) (rime) (onset) (rime)

phonemes s t 1 g m a t a s

Figure 2-1: Linear and hierarchical views of the syllable. (Treiman, 1992).
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It is argued that onset-rime awareness develops naturally prior to the com-

mencement of formal reading instruction, by exposure to rhyming songs and other

rhyming activities. The onset-rime distinction has been proved valid in a variety of

experimental tasks: ie. rhyme and alliteration production tasks (Calfee, Chapman, &

Venezky, 1972; Maclean, Bryant, & Bradley, 1987); forced-choice rhyme/oddity tasks

(e.g. Which word rhymes with bed: sled or ring ?: Lenel & Cantor, 1981); and pho-

neme deletion tasks carried out at the level of intra-syllabic units (Treiman, 1985).

Goswami and Bryant (1990) argued for a direct connection between young children’s

abilities and interest in rhyming (e.g. Chukovsky, 1963; MacLean, Bryant & Bradley,
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1987), their awareness of onset-rime units, and the development of early reading and
spelling skills. Rhyming activities were thought to help young children to put words
into categories on the basis of sound similarities, and, to understand that words
which sound the same are generally read and spelled the same. A specific link be-
tween children’s analogies in reading and rhyme awareness was also drawn by Gos-
wami and Bryant (1990) to explain the possibility that readers/spellers read and spell
on the basis of analogies. Goswami (1986, 1988, 1990) and other researchers (e.g.
see Treiman, 1992 for a review) have published a series of studies confirming the
use of analogy in reading. Rhyme awareness was also proposed to be an effective
way of assessing young children’s phonological awareness skills and a reliable and
independent predictor of early literacy skills (e.g. Bradley & Bryant, 1983; Bryant,
MacLean, & Bradley, 1990; Bryant, MacLean, Bradley, & Crossland, 1990).

Goswami and Bryant’s (1990) theory of a naturally occurring progress of
phonological sensitivity from syllables, to onset-rime units, to phonemes has been
very appealing. Recent evidence, however, reveals that the priority given by these
researchers (Goswami & Bryant, 1990) to the onset-rime units may not be com-
pletely justified. There is evidence to suggest that young children’s awareness of the
onset-rime distinction may not develop as naturally as Goswami and Bryant (1990)
have suggested. In a number of recent studies, Year-1 and Year-2 children have
been found to perform better on phonemic segmentation tasks than on onset-rime
segmentation tasks (e.g. Nation & Hulme, 1997; Seymour & Evans, 1994a; Seymour
and Duncan, 1997). Seymour and Duncan (1997), for instance, have reported that,
in their sample, preschool children with well established rhyming skills at nursery,
found segmenting nonwords at the level of onset-peak-coda level (see Figure 2-1)

easier than when they were asked to segment nonwords at the onset-rime level at
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Year-1 easier. In addition, there is evidence to suggest that phonemic segmentation
tasks are also excellent predictors of early literacy skills. A number of studies have
reported an even stronger predictive relationship to reading for phoneme segmenta-
tion tasks at grade-1, than for onset-rime measures whose contribution has consis-
tently been reported to be significant only at a later stage of development (e.g.
Muter, Hulme, Snowling & Taylor, 1997; Nation & Hulme, 1997; Seymour & Dun-
can, 1997; Wimmer & Landerl, 1994).

All this new evidence appears to contradict many of the claims made by
Goswami & Bryant (1990) over the primary role of intra-syllabic units of onset-rime
to the development, and prediction, of early literacy skills. What this new body of
evidence seems to suggest is that, although preschool children may be aware of the
onset-rime distinction, they do not necessarily/automatically use these units to assist
reading or spelling (Nation & Hulme, 1997). Furthermore, it suggests that it is the
smaller linguistic units of phonemes that are the most important in the early stages
of literacy acquisition, and not the larger orthographic units of onset and rime, as
suggested by Goswami & Bryant (1990).

Consideration, however, of a more recent description of metalinguistic devel-
opment (e.g. Gombert, 1992), indicates that the observed inconsistency in the above
research findings does not reflect just the existence of two rather opposing views of
literacy development, but rather the very complex character of the relationship be-
tween the development of phonological awareness and literacy skills (Seymour &
Duncan, 1997). Gombert (1992) has recently made the claim that there are two lev-
els of metalinguistic development: an implicit (unconscious) epilinguistic level of
awareness, and an explicit (conscious) metalinguistic level of awareness. Movement

from one type of awareness to the other was seen as being dependent on external
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factors (eg. reading instruction) rather than on internal/maturational factors: as it
was suggested in Karminoff-Smith’s (1986) theory. Using this interesting distinction,
Seymour and Duncan (1997) have made the claim that the development of rime
awareness in preschool children is implicit (epilinguistic) in nature, and for this reason
it does not have an immediate effect on reading at that stage. Introduction of be-
ginning readers to the alphabetic principle (e.g. learning the letters of the alphabet,
etc), on the other hand, they argue, has a direct effect on the development of an
explicit (metalinguistic) level of awareness of phonemes. An explicit/metalinguistic
level of awareness of rimes, develops only later, when children start to appreciate
and use larger orthographic units.

The theoretical framework suggested by Gombert (1992) offers a new per-
spective in the relationship between the development of phonological awareness
skills and the acquisition of literacy skills. Differences in the development, manifesta-
tion, and predictive relationship of phonological awareness skills may be attributable
not only to the size of the linguistic unit (ie. syllable, onset-rime, phoneme) but also
to the level of metaphonological awareness (ie. implicit/epilinguistic-
explicit/metalinguistic) induced by the linguistic structure of languages and the nature
of reading instruction. The explicit emphasis given by these researchers on the im-
portant role of external influences to literacy development, is of direct interest to
this study, as, both, the orthographic structure of the Greek language and the type
of early reading instruction in Greece appear to differ from those in the English lan-
guage. Both these issues will be further addressed by the present investigation in

the Greek language.
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Chapter 2.2 Verbal short-term memory

A number of tasks involving phonological processing have been used to in-
vestigate the relationship between phonological processing abilities and the develop-
ment of reading skill, as well as the phonological deficit of dyslexic and other poor
readers. Poor performance, for instance, on different types of verbal short term
memory tasks (e.g. digit span or word span) is a common finding in most clinical re-
ports of the cognitive profile of disabled readers (Rugel, 1974; Thomson, 1982). Such
reports indicate that their use of phonologically based codes and their ability to
store phonological codes in immediate phonological memory store is defective
(Brady, Shankweiler & Mann, 1983; Brady, Mann & Schmidt, 1987, Jorm, 1983;
Torgessen, 1982). Visual short term memory, on the other hand, does not seem to
be affected, as most poor readers do not exhibit any difficulty in recalling abstract
shapes or nonsense drawings (Hulme, 1981; Katz, Shankweiler & Liberman, 1981,
Vellutino, 1979; though see Goulandris & Snowling, 1991 for a contrary view.) but
rather when they are asked to recall words (Mark, Shankweiler, Liberman & Fowler,
1977), sentences (Mann, Liberman & Shankweiler, 1980), digits or letters (Katz, Healy,
& Shankweiler, 1983).

S;rong correlations between phonological awareness measures and reading
ability (e.g. see Stanovich, 1992 for a review); or verbal short term memory and
reading ability (e.g. Mann, 1984; Rapala & Brady, 1990) are abundant in the relevant
literature. Working memory (roughly equivalent verbal short-term memory) makes
use of a phonological/speech based code. Baddeley & Hitch (1974), have proposed
the existence of a central executive processing system and two peripheral sub-
systems: the visuo-spatial sketch pad (which holds a limited amount of information in
a visuo-spatial code) and the articulatory loop (which holds a small amount of verbal
information in a phonological code while being subject to loss of information due to
passive decay). Subvocal rehearsal, is of paramount importance for the function of
the articulatory loop, as the number of items that can be recalled is thought to de-

pend on the number of items that can be refreshed (by subvocal rehearsal) before
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their traces have decayed beyond the point at which they can be recognised at re-
trieval Corroborative evidence for the above claims, and especially for the speech
based mechanism underlying the articulatory loop comes from studies showing that
short words are remembered better than longer words which take more time to be
articulated (Baddeley et al, 1975; McDougall, Hulme, Ellis & Monk, 1994), or from
studies showing the difficulty that subjects have when they are asked to recall con-
sonants or words that are phonologically similar (Conrad, 1964; Cowan, Cartwright,
Winterowd, & Sherk, 1987; Henry, 1991; Hulme, 1984; Hulme & Tordoff, 1989).
The parallel increase of memory span with that of the articulation speed is also in-
dicative of the use of a speed based code in this particular cognitive function of
working memory. This evidence had initially been interpreted as a measure of how
quickly words can be encoded and rehearsed within the decay time of this store and
as the main reason for the improvement in memory span with age (Hitch , Halliday,
& Littler, 1989; Hulme, Thomson, Muir, & Lawrence, 1984; Hulme & Tordoff, 1989;
Hulme & Muir, 1985; Rain, Hulme, Chadderton, & Bailey, 1991).

As verbal short-term memory and reading ability are both mediated by pho-
nology, they are thought to be closely related. One of the first proposals concerning
the relationship between verbal short-term memory and reading was that the former
provided readers with a storage system during the decoding of unfamiliar words
(Baddeley, 1986). When grapheme-phoneme conversion rules are applied to deci-
pher unfamiliar words or low-frequency words, the reader needs to hold the se-
quence of sounds in the words so that they can be blended together.  Efficient
phonological coding enables beginning readers to have the maximum amount of
cognitive resources available for the difficult task of blending together phonemes to
make words (Wagner & Torgesen, 1987). The inability, on the other hand, to main-
tain the correct sequence of phonemes in short-term memory is considered to be
another plausible cause of reading disabilities. This possibility was further investi-
gated by Shankweiler and other researchers (Liberman, Shankweiler, Liberman,
Fowler, Fischer, 1977, Shankweiler Liberman, Mark, & Fowler, 1979; Mann, Liber-
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man, & Shankweiler,1980) who asked good, average, or poor readers to recall
strings of confusable (e.g. b, ¢, d, p, t) and non-confusable letters (eg. h, k, g, s, w).
Good readers had better overall recall but made more mistakes with the rhym-
ing/confusable letters. No such an effect, however, was found in the average and
poor readers groups (Liberman et al, 1977). Their conclusion drawn was that poor
readers were less sensitive to the effects of phonological confusability because they
suffered from deficits in the phonological processing of the articulatory loop. Similar
findings have also been reported by other researchers (Brady, 1986; Brady, Poggie
& Rapala, 1989; Olson, Davidson, Kliegl, & Davis, 1984; Rapala & Brady, 1990).

While these studies certainly suggest that poor readers’ phonological proc-
essing and memory are less accurate than those of normal readers, one should men-
tion the failure of another group of studies, to replicate the confusability effect in
poor readers. For instance, when the task difficulty was controlled by Jc;hnston,
Rugg, & Scott (1987) with lists being one item shorter than the memory span of
each individual both good and poor readers were found to be affected by the con-
fusability effect. Similar results have also been arrived at by some other research-
ers who have failed to find differences in the degree of the confusability effect
between adequate and backward readers, (Alegria, Pignot, and Morais, 1982; Hall,
Wilson, Humphreys, Tinzman, & Bowyer, 1983; Holligan & Johnston, 1988).
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Chapter 2.3 Speech Rate

In view of the above conflicting evidence concerning the relationship between
phonological skills and verbal STM, another group of researchers have recently put
forward the argument that one of the most critical factors in explaining individual
differences in memory span, and reading ability, is the rate and not the quality of
phonological processing in the articulatory loop, as suggested by other researchers
(Shankweiler et al, 1979). This argument is based on research findings showing a
systematic relationship between the rate at which words can be articulated and in-
creases in memory span with age (Hitch et al, 1989; Hulme et al, 1984; Hulme &
Tordoff, 1989; Raine et al, 1991). On the basis of this evidence, speech rate is
thought to be an index of the speed and efficiency with which words can be en-
coded and rehearsed in the articulatory loop, as well as one of the main factors re-
sponsible for the observed increases in memory span with age. The more quickly
words could be articulated, the more words could be encoded and rehearsed in the
loop within the critical period of 15 to 2 seconds which is the estimated capacity of
the loop (Baddeley, Thomson, & Buchanan, 1975; Hulme et al, 1984; Hitch et al,
1989).

Further research findings, however, indicated, that the relationship between
speech rate, memory span and reading ability is not as straight forward as was ini-
tially thought. More stringently designed studies revealed that speech rate is not the
only factor that can explain the parallel increases in memory span. Henri and Millar
(1991) showed that even when the articulation speed of words used in memory span
tasks is equated, increases in memory span still exist. This, clearly, would not hap-
pen if speech rate was the only factor responsible for memory span increases. Find-
ings indicating a lower memory span for nonwords than real words which had
similar rehearsal rates - equivalent slope but not intercept values is also very difficult
to explain (Hulme, Maughan, and Brown, 1991). This latter finding of lower intercept
values for nonwords - which is attributed to the absence of any representation in

long-term memory - has then led these researchers to the realization of the impor-
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tance of phonological information stored in long-term memory during recall. The
availability of permanent phonological representations of words in long-term memory
is thought to be important because it allows the decayed traces of those words to
be ‘refreshed’ or ‘cleaned-up’ from the articulatory loop during retrieval (Roodnerys,
Hulme, & Brown, 1993).

The relationship between reading ability, verbal short-term memory, speech
rate, and phonological awareness was then examined in more depth in a subsequent
study of good, average, and poor readers (McDougall, Hulme, Eliis, Monk, 1994).
Examination of the subjects” performance on all the above cognitive measures con-
firmed the new proposals for a strong association between articulation speed, verbal
short-term memory skills, and reading ability. Poor readers, as opposed to good
readers, were found to be less efficient on most experimental measures (memory
span for words, speed rate, & phonological awareness), but not on the visual mem-
ory task (memory span for abstract shapes). These results were interpreted by
McDougall et al. (1994) as a clear evidence of the phonological deficits underlying
poor readers’ inferior performance. Further analyses also indicated that speech
rate made an independent contribution to the prediction of reading ability than that
made by the measures of phonological awareness (phoneme deletion & rhyme dis-
crimination) or verbal short-term memory. In addition, the contribution of verbal
short-term memory was also found not to be significant, once differences in speech
rate had been taken into account. On the basis of this evidence McDougall et al.
(1994) have questioned the importance of verbal STM in the prediction of reading
skill, arguing that verbal STM abilities themselves do not have much effect on the
process of learning to read but rather through some closely related process (tapped
by speech rate), and that STM may only be useful as a predictor to the extent that
it taps individual differences in speech rate (McDougall et al, 1994, p.129). It was
proposed, instead, that speech rate is a more valid and independent predictor of
reading skill, offering an index of the speed and efficiency with which the phonologi-

cal representations in long-term memory of words can be activated.
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McDougall et al’s (1994) proposals suggest a rather different view of the re-
lationship between verbal STM abilities, phonological skills, and the development of
reading competence, to that suggested by traditional theories of working memory
(Baddeley, 1986). Although both theoretical accounts accept the importance of
phonological skills in the development of reading skill, McDougall et al. (1994) argue
that it is the speed with which phonological codes are activated from long-term
memory that is the most important aspect of phonological processing which connect
verbal STM skills to reading performance, and not the constraints placed upon the
readers’ phonological decoding strategies when reading. Many longitudinal studies
did not provide solid evidence that differences in verbal STM contribute, in a direct
way, to differences in the development of reading skills (e.g. Pennington, Van Orden,
Kirson & Haith, 1991; Pennington, Van Orden, Smith, Green, & Haith, 1990; Wagner
et al, 1994). This supports McDougall et al’s claim about the superiority of speech
rate over Verbal STM, but further research is needed to establish its exact relation-

ship to reading subskills (ie. reading accuracy, speed, comprehension).

Chapter 2.4 Rapid Automatized Naming

The speed with which a person names continuously a series of letters, num-
bers, colours, or digits has proved to be another strong reading correlate, and a use-
ful diagnostic tool for discriminating poor and adequate readers.

A large number of cross-sectional studies has demonstrated that perform-
ance on rapid automatization tasks is strongly correlated with reading ability
(Ackerman, Dykman, Gerdner, 1990; Blachman, 1984; Bowers, Steffy, & Swanson,
1986; Denckla & Rudel, 1976; Spring & Capps, 1974; Spring & Davis, 1988). This
strong link between naming speed and the development of reading ability has been
found to be consistent across a wide age range, including kindergarten and first
grade (Blachmann, 1984), grades 4-5 (Eakin & Douglas, 1971), grades 4-10 (Davis &
Spring, 1990), or adults (Felton, Naylor, & Wood, 1990). Research evidence also
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indicates that naming speed is highly correlated not only with latency of word rec-
ognition (eg. Bowers & Swanson, 1991) or the speed of reading simple text
(Biemiller, 1977-78), but also with accuracy for both word and nonword reading
(Spring & Davis, 1988).

Longitudinal studies also demonstrate the strong relationship between naming
speed and reading ability. Rapid automatization tasks have consistently been found
to predict later reading development (Badian, McAnulty, Duffy & Als, 1990; Bowers,
1995, Wolf, Bally, & Morris, 1986), while another group of studies indicates that, in
reading, the variance attributed to naming speed is independent from the variance
attributed to phonological awareness measures (Blachman, 1984; Bowers, 1995,
Bowers & Swanson, 1991; Felton & Brown, 1990; Mann, 1984). Some studies also
support naming speed’s independence from measures of vocabulary knowledge
(Bowers & Swanson, 1991), nonverbal intelligence (e.g. Bowers, Steffy & Tate, 1988),
or memory span (Bowers, 1992; Bowers, Steffy & Tate, 1988; Felton & Brown,
1990).

Rapid naming tasks also appear to be very useful diagnostic tools which dis-
criminate very poor from moderate or adequate readers. Davis & Spring (1990), for
instance, report that performance on a digit naming speed test significantly discrimi-
nated elementary-school disabled readers from age-matched children reading at ap-
propriate levels, correctly classifying 83.3% of the children. Very poor readers have
also been found to be both less accurate when naming objects of various word fre-
quencies (Wolf & Goodglass, 1986) and significantly slower when naming digits and
letters (Wolf, Bally, & Morris, 1986). This latter result is reported by both studies
using either the continuous-trial procedure (Denckla & Rudel, 1976; Spring & Capps,
1974; Wolf et al, 1986) or the discrete-trial procedure (Bowers & Swanson, 1991, for
digits & letters; Levy & Hinchley, 1990, for objects). Research evidence also indi-
cates that slow digit and letter naming characterizes adults who were diagnosed as
dyslexic in childhood (Felton, Naylor & Wood, 1990; Wolff, Michel & Ovrut, 1990).

Moreover, slow naming speed appears to be specific to dyslexia and is not a com-
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mon characteristic of either “garden variety” poor readers (Badian 1993; Wolf, 1991)
or children with Attention Deficit Disorders (Ackerman & Dykman, 1993; Felton,
Wood, Brown, Campbell & Harter, 1987). On the other hand, dyslexic children
(Wolf, 1991) as well as very poor readers (Bowers, 1991, 1992) appear to be signifi-
cantly slower on rapid automatization tests than other moderately poor readers.

There is however a disagreement among researchers about the specific na-
ture of the relationship between naming speed and reading. Some researchers argue
that the close relationship between naming speed and reading ability depends on
phonological processing skills, with the naming speed acting as an index of the effi-
ciency with which phonological codes can be retrieved from the long term memory
store (Wagner, Torgesen, Laughon, Simmons, & Roshette, 1993; Ellis, 1981; Ellis &
Miles, 1981). Proponents of this view have suggested that many of the difficulties
that characterize poor readers (eg. slow articulation, poor short term memory,
word finding/naming difficulties) may be due to the incomplete specification of pho-
nological units in long term memory (Torgesen, Wagner, Simmons, & Laughon,
1990).

Other researchers argue that rapid automatization tasks tap something in
addition to name retrieval itself, and place more emphasis on the speed of process-
ing and the importance of temporal processing, that is the rate of individual cogni-
tive and linguistic sub-processes involved in naming and reading, and the speed of
their integration (Wolf, 1991). Naming speed, in this way, is considered as a ¢
proxy for slower activation of many lower-level processes involved in reading
(Bowers, 1995, p.191), while low performance on rapid automatization tasks indica-
tive of impairments or disruptions of the above automatic and non intentional cogni-
tive processes. Consistent with this view are research findings confirming the slow
performance of reading disabled children on different rapid performance tasks - eg.
speed of tapping (Wolff, Michel & Ovrut, 1990); speed of handwriting (Ackerman,

Dykman, & Peters, 1976, 1977) - or their difficulty in processing rapidly presented
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auditory (Tallal, Miller & Fitch, 1993) or visual stimuli (Livingstone, Rosen, Drislane,
Galaburda, 1991; Lovegrove, Martin, Slaghuis, 1986).

Researchers working within this approach also emphasize the importance of
orthographic processing, postulating a reciprocal relationship between orthographic
and phonological codes. While the importance of phonological processing is ac-
knowledged by these theorists (Bowers & Wolf, 1993), orthographic processing is
considered to be of primary importance because it serves as a structure/framework
for sound representation, facilitating the access of phonological codes from visual
input. Research evidence used to support this view comes from studies indicating
the reduced ability of poor readers to gain reading (Reitsma, 1983) or orthographic
competence from print exposure (Venezky & Massaro, 1979); or from studies indi-
cating the superior effect of phonological awareness training when it is accompanied
with explicit sound-letter associations (e.g. use of plastic letters: Bradley & Bryant,
1985), compared to sound training alone. Disruption of the precise timing processes,
is assumed to affect the automatic induction of good quality orthographic codes and
potentially their rapid connection to phonological representation. In this way, the
predictive power of rapid naming measures is open to two different explanations.
First, rapid naming may indicate the efficiency with which temporal processing
mechanism(s) amalgamate phonological and orthographic codes (Ehri, 1980). Sec-
ond, rapid naming measures may also be indicative of the quality of orthographic
codes established by precise time mechanisms, and possibly the amount of print ex-
posure and practice needed for a code to be unitized and to obtain a good quality
representation (Bowers and Wolf, 1993).

While both hypotheses are possible, further research is needed for a better
theoretical understanding of the cognitive processes underlying rapid naming meas-
ures and their relationship with the development of phonological and orthographic

representations and thus with reading and spelling ability.
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Chapter 2.5 Nonword Reading

The nonword reading test was included in this description of the cognitive
determinants and linguistic predictors of literacy skills because of its extensive use in
the literature as a measure of phonological reading skills and one of the major diag-
nostic tools for the existence of phonological reading deficits in English dyslexics (e.g.
Rack, Snowling, and Olson, 1992).

As pseudowords have no stored lexical representations in the mental lexicon,
they cannot be read by a direct word recognition strategy. Instead, the pronuncia-
tion of a word must be ‘assembled’ via the phonological strategy/route, rendering, in
this way, nonword reading a relatively ‘pure’ measure of sublexical reading skills
(though, see Kay & Marcel, 1981 and Rosson, 1983 for priming effects on nonword
reading from orthographic and semantic information, respectively). Given the poor
phonological skills of dyslexics (eg. Snowling, 1995), it is not surprising that many
dyslexic children find this task particularly difficult. Many studies have reported sig-
nificant differences in performance between normal and poor readers on a variety
of nonword reading tasks. Dyslexic children have often been found to be signifi-
cantly slower and less accurate on tasks requiring them: a) to read phonologically
complex nonwords (e.g. Olson, Wise, Conners, Rack & Fulker, 1989; Snowling, 1981)
but not phonologically simple nonwords (Holligan & Johnston, 1988); b) to match the
visual representation of a nonword to its corresponding phonological representation
(e.g. Snowling, 1980); and c) to choose among phonologically or orthographically
similar nonwords (e.g. Olson, Kliegel, Davidson, and Foltz, 1985). The use of the
very powerful reading-level-match design in many studies (ie. where older dyslexics
are matched with younger normal readers on word recognition skills) have allowed
researchers to document the existence of a nonword reading deficit in English de-
velopmental dyslexics (Rack, Snowling, & Olson, 1992). The evidence for such a
claim appears to be strong. Most of the studies which have failed to demonstrate a
nonword reading deficit in dyslexics have recently been criticized on the basis of a
number of methodological flaws. In a critical consideration of the available research
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evidence on nonword reading, Rack et al, (1992) have reported that in many studies
which did not find a nonword reading deficit in dyslexic children, (eg. Beech &
Harding, 1984; Johnston et al, 1987; Szeszulski & Manis, 1987) controls had a low
reading age of around 7 years. Because, at that level of reading ability most normal
readers have not yet developed their phonological reading skills, which are necessary
for decoding of nonwords, it would be unlikely for differences to emerge. The inclu-
sion of very low frequency regular words (which pose the same degree of difficulty
to beginning readers as nonwords) in the reading tests used for subject selection in
some studies (e.g. Treiman & Hirsh-Pasek, 1985), and, the use of some prose read-
ing tests which in many instances underestimate the subjects’ real decoding abilities -
e.g. the Gilmore Oral Reading test - have also been reported to be the main reasons
for the reported absence of any between-group differences between dyslexic and
normal readers on nonword reading in some studies (e.g. Szeszulski & Mannis, 1987,
Vellutino & Scanlon, 1987). The consistency with which normal reading-age controls
have been found to outperform dyslexic children on nonword reading in most of the
well controlled studies have led Rack et al, (1992) to present a strong case of a
specific nonword deficit in English developmental dyslexics. The same conclusion has
also arrived at by van Ijzenboorn & Bus (1994) in a quantitative meta-analysis of
the existing research evidence on nonword reading, they reported a half a standard
deviation difference on the nonword reading task of 1200 subjects: dyslexic and

reading-age matched control children.

Chapter 2.6 Syntactic Awareness

Most of the evidence presented so far reveals the crucial role of phonology
in the development of alphabetic literacy skills. The ability to process phonological
information appears to be directly connected to the ease with which beginning read-
ers learn to read and write in alphabetic scripts. Whilst the integrity of phonological

processing skills appears to be one of the most crucial determinants of literacy de-
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velopment, there is also evidence to suggest that syntactic awareness skills may also
play a major role in reading acquisition.

Syntactic awareness has been used in the literature to refer to the child’s
ability to reflect upon and manipulate aspects of the internal grammatical and syn-
tactic structure of sentences (Tunmer, Nesdale, and Wright, 1987). Research evi-
dence indicates that there is a relationship between this type of metalinguistic
awareness and children’s success in reading. Children experiencing reading difficul-
ties have consistently been found to be deficient on a number of syntactic aware-
ness tests evaluating a) the ability to detect or correct ill-formed sentences (e.g.
Tunmer, Nesdale, and Wright, 1987; Vellutino & Scanlon, 1987); b) the ability to use
inflectional morphemes (e.g. Carlisle, 1988; Elbro, 1990; Vogel, 1974); and c) the abil-
ity to process and use syntactically complex structures (eg. Vellutino & Scanlon,
1987; Vogel, 1974). Longitudinal studies also show that early semantic and syntactic
deficits in spoken language are evident in children who are later diagnosed as dys-
lexic (e.g. Scarborough, 1990). Strong correlations between children’s ability to make
explicit semantic and syntactic judgments and their success in reading have also
been reported by many researchers (e.g. Bowey and Patel, 1988; Willows & Ryan,
1986). The adoption of a reading-level match design in some of the studies exam-
ining the relationship between syntactic awareness skills and reading development
have allowed researchers to postulate the possibility of a causal connection between
the two (Rego, 1991; Tunmer et al, 1987).

It has been suggested that syntactic awareness can affect the development
of reading ability in two possible ways (Tunmer et al, 1987). One way is by ena-
bling readers to monitor their ongoing comprehension strategies more effectively,
and the other by helping beginning readers to acquire word recognition skills.

The first view argues that readers who are syntactically aware are in a bet-
ter position to monitor that their responses to the words in the text they are read-
ing conform to the meaning and syntactic information available in the surrounding

context, and hence they are in a better position to detect and correct word recogni-
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tion errors that do not conform to the meaning or the context of the sentence they
read. Corroborative evidence for this position comes from studies indicating a
strong correlation between syntactic awareness and comprehension monitoring (e.g.
Bowey, 1986); and from studies indicating that good readers: a) tend to make fewer
errors that violate contextual information (Bowey, 1985) and b) are more likely to
self-correct word recognition errors that violate prior and subsequent sentence con-
text (e.g. Bowey, 1985; Weber, 1970)-

A second way in which syntactic awareness may affect the development of
reading proficiency is by facilitating the acquisition of decoding skills and the devel-
opment of new vocabulary in beginning readers. Tunmer et al, (1987) have sug-
gested that beginning readers who are still in the process of acquiring phonological
reading skills - because of their limited word recognition skills during the initial stages
of literacy development - often combine incomplete phonological information with
contextual information to assist their attempts to decode unfamiliar words. The
more words are correctly identified with the help of contextual information, the
more feedback beginning readers receive on letter-sound correspondences, and, the
more able they become in reading novel words. The use of contextual cues has
also been proposed to be very helpful in the learning of ‘homographic’ words (e.g.
cough rough and though; or clownflowr), or exceptional words (e.g. pint & yacht)
(Tunmer, Herriman, Nesdale, 1988). In such cases, where the reader can generate
alternative pronunciations for the same spelling pattern (e.g. -ough pronounced as
[of/, [af], [eu/), or the use of standard grapheme-phoneme correspondences may
only offer partial information (e.g. exceptional words), the use of contextual cues
appears to be the most reliable source of information in the selection or prediction
of the correct pronunciation. Consistent with this is evidence indicating the benefi-
cial effect of syntactic information in the decoding of very difficult or low frequency
words not only in skilled readers (Frederiksen, 1981; Stanovich, 1981), but also in
dyslexic (Nation & Snowling, submitted) or other poor readers (Harding, 1984; Hen-
saw, 1992, Waterman & Lewandowski, 1993).
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The claim has been made that context effects may be different for skilled
and poor readers. Stanovich (1980, 1984) suggested that skilled readers’ word rec-
ognition when reading normal text is very rapid and therefore is finished before the
expectancies derived from context can exert their influence. In contrast, a greater
reliance on semantic and contextual information in word identification occurs in
cases where word recognition is slower and less certain, that is, in cases of younger
or less skilled readers, or good readers coping with degraded stimuli. The available
research evidence appears to support both claims. Research on word recognition
has produced a highly consistent pattern of results indicating stronger context ef-
fects with beginning readers (e.g. Stanovich, Nathan, West, & Vala-Rossi, 1985; Sta-
novich West, & Freeman, 1981); children experiencing reading problems (e.g. Briggs,
Austin, Underwood, 1984; Perfetti, Goldman, & Hogaboam, 1979; Simpson, Lors-
bach, & Whitehouse, 1983; Stanovich & West, 1981); and with increasing word diffi-
culty, unfamiliarity, or degradation (e.g. Perfetti et al, 1979; Simpson et al, 1983
Stanovich et al, 1981). In a more recent study, Nation & Snowling (submitted) have
also reported that the availability of contextual information had its greatest effect
on dyslexic children (whose phonological reading deficits are severe), and to a lesser
degree on poor comprehenders and normal readers matched on reading accuracy.
On the whole, this body of evidence supports the view that semantic and syntactic
information is often used by reading disabled readers- and normally developing
readers - as a back-up strategy to compensate for deficits in phonological reading
skills.

The importance of syntactic awareness skills in the development of reading
skill is also supported by research on reading comprehension and studies examining
the predictive relationship between syntactic awareness and different aspects of
reading skill. There is evidence that children with reading comprehension difficulties
often have deficient syntactic awareness skills. Nation & Snowling (1997) have used
a series of word order correction tasks to assess the syntactic awareness skills of

poor readers with specific reading comprehension problems. Their analyses indi-
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cated a diminished ability on the part of poor comprehenders in restructuring ill-
formed sentences, irrespective of the degree of syntactic complexity and semantic
ambiguity of these sentences. The lack of any phonological decoding difficulties and
the age-appropriate phonological skills of this group of children with specific reading
comprehension problems eliminated the possibility of the observed between-group
differences being attributable to differences in decoding skills. Goodman (1976) has
also made the claim that poor readers’ comprehension difficulties are the result of
their insensitivity to the syntactic and semantic information available in the text, and
their exclusive reliance on visual cues. A similar conclusion has also arrived at Isak-
son and Miller (1976) who found that the good readers in their sample made better
use of the contextual information by integrating the meanings of the individual
words into sentence meaning to correct syntactically and semantically violated sen-
tences. Poor reading comprehenders, on the other hand, were found to ignore the
syntactic and semantic cues, treating words as individual entities.

Syntactic awareness measures have also been reported to be predictive of
reading ability. Muter & Snowling (1997) have recently assessed the predictive rela-
tionship between a number of phonological processing tasks (ie. phoneme deletion,
rhyme awareness, speech rate, verbal STM), syntactic awareness tasks (i.e. listening
comprehension & grammatic closure tests) and reading ability. In a series of multiple
regression analyses, syntactic awareness was found to account for a small but still
significant amount of variance in reading in context [as measured by the Neale
Analysis of Reading Ability - Revised (1989)] even when it was entered at the last
step of the regression equation, after vocabulary and phonological awareness meas-
ures. The contribution of syntactic awareness, on the other hand, was non signifi-
cant in predicting differences in decoding skill [as measured by the Snowling,
Stothard, & McLean (1996) Graded Nonword Reading Test].

In another study, Rego & Bryant (1993) have also examined the predictive
relationship between early syntactic awareness skills, phonological awareness skills

and the ability to use context information in reading later on. Syntactic and seman-
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tic awareness skills were assessed at the beginning of the first year of primary
school (before the subjects learn to read) using a cloze task, a sentence anagram
task and a sentence completion task. The assessment of phonological awareness
skills comprised a rhyme oddity task and a phoneme tapping task. The administra-
tion of the outcome measures of contextual facilitation and invented spelling took
place five months after the initial testing session. As with the Muter and Snowling
(1998) study, syntactic awareness skills predicted children’s ability to use contextual
information in reading. A specific predictive relationship, however, has been re-
ported for the two types of metalinguistic ability examined in this study. Phonologi-
cal awareness was found to predict children’s ability to master the alphabetic code
(i.e. the ability to spell words, or the ability to decode nonwords in Muter & Snowl-
ing’s study), but not the ability to read words in context. The measures of syntactic
awareness and grammatical sensitivity, on the other hand, were found to predict the
ability to use context cues in reading unfamiliar words, but not differences in Rego
& Bryant’s (1993) invented spelling task.

Such consistency in the pattern of results of the above studies indicates that
phonological awareness skills and syntactic awareness skills account for separate
sources of variance in reading ability. Furthermore, it indicates how important the
assessment of both types of metalinguistic abilities is when examining the underlying
causes of developmental reading disorders and differences in their manifestation. At
least three groups of poor readers can be identified by reference to the integrity of
their phonological and syntactic awareness skills: a) poor readers with specific prob-
lems in the phonological domain (i.e. dyslexics: Snowling, 1987; 1995); b) poor readers
with normal phonological skills, but deficits in the syntactic/semantic awareness do-
main (i.e. poor comprehenders: Stothard & Hulme, 1995); and c) poor readers expe-
riencing problems in both domains (i.e. garden-variety poor readers: Stanovich, 1988).
The evidence presented in this section also indicates that the existence of good syn-
tactic and semantic awareness in dyslexic children may, in some instances, compen-

sate for their phonological deficits and gradually help them to develop age-
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appropriate word recognition skills. By contrast, the availability of good phonologi-
cal awareness skills may also be used as a compensatory strategy by children with
poor vocabulary and listening comprehension skills (Stothard & Hulme, 1995).

On the whole, the available evidence on syntactic awareness indicates that,
despite the primary role of phonological processing skills in the development and
prediction of alphabetic literacy skills, syntactic awareness may also be another con-
tributing factor (Bishop, 1991), and useful source of information to beginning readers
and reading disabled children when reading. One point, however, that is still at issue
is the origin of syntactic (and morphological) deficits. There is the view that poor
readers’ difficulties with syntactic awareness tasks reflect a ‘pure’ deficit in morpho-
syntactic development, over and above the phonological deficit (Stein, Cairns, & Zu-
rif, 1984; Byrne, 1981; Vogel, 1974). Alternatively, it has been suggested that
syntactic deficits in many poor readers may be further symptoms of a phonological
core deficit (Shankweiler, Crain, Katz, Fowler, Liberman, Brady, Thornton, Lundquist,
Dreyer, Fletcher, Stuebing, Shaywitz, Shaywitz, 1994-95). In particular, there is evi-
dence to suggest that poor readers’ difficulties with inflectional morphology are
stronger when the production of morphological forms involves a phonological
change within the base morpheme (as in courage/courageous) than in cases where
the base morpheme remains intact (as in danger/dangerous) (Fowler & Liberman,
1995). In this way, it appears that it is the phonological component of some mor-
phological tasks that makes them difficult for poor readers, and not so much their
insensitivity to the morphological aspect of spoken language.

Syntactic awareness deficits have also been attributed to deficiencies in the
phonological domain. Shankweiler and her colleagues have argued that poor read-
ers in many instances find syntactic awareness tasks difficult - particularly those re-
quiring them to process relative clauses, passives, and sentences containing adjectives
with exceptional control properties -, not because they lack the relevant grammati-
cal structures, but because of phonological working memory coding deficits. In a

series of studies, Shankweiler et al, (e.g. Macaruso, Shankweiler, Byrne, & Crain,
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1993; Smith, Macaruso, Shankweiler, & Crain, 1989) have minimized the memory
load in many syntactic awareness tasks (e.g. by holding the sentence structure con-
stant; or the number of animate noun phrases the same; or by making the test sen-
tences conform to the presuppositional constraints) and found almost comparable
levels of performance between poor and normal control readers. However, an al
ternative, though not mutually exclusive, explanation has been put forward by Vel
lutino and Scanlon (1987), who reported significant between-group differences in
sentence comprehension skills between sixth-grade poor and normal readers, but not
with second-grade readers. The existence of prolonged reading difficulties has been
proposed as another possible cause/source of syntactic deficits in poor readers.

Both positions are plausible and further research is needed to establish the
exact locus of syntactic awareness deficits. Further longitudinal evidence and evi-
dence from training studies may also be useful in establishing a stronger causal con-
nection between syntactic awareness and reading or spelling ability. One point that
needs to be stressed is that most of the studies on syntactic awareness have fo-
cused on the relationship between syntactic awareness and different aspects of
reading ability (i.e. reading accuracy, reading speed, or reading comprehension). One
of the few studies which have included a spelling measure in their regression analy-
ses has been the study by Rego & Bryant (1993) which did not find any strong pre-
dictive relationship between the two skills. In the present study/thesis, a closer
relationship between syntactic awareness skills and the development of spelling abili-
ties in the highly inflected Greek orthographic system is hypothesized and separate
statistical analyses have been planned to examine this specific developmental path-

way (see Chapter 8).

Chapter 2.7 Summary & Conclusions.

Research evidence on literacy development reveals that reading and spelling

are complex cognitive processes involving a variety of sources of information and
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levels of analysis - phonological, syntactic, semantic, orthographic. Of all the read-
ing/spelling correlates, phonological awareness appears to be the most powerful and
stable predictor of reading and spelling abilities, not only in comparison to other
phonological processing skills (e.g. rapid naming, speech rate, verbal STM) but also
to syntactic awareness measures (e.g. Muter & Snowling, 1997, 1998; Rego & Bry-
ant, 1993). The strong and independent contribution of various phonological proc-
essing measures (e.g. rapid naming, speech rate, verbal STM), and the existence of
severe phonological deficits (both, in input and output phonology) in most poor
readers are also revealing of the crucial role of phonology to the acquisition of al
phabetic literacy skills. The exact nature, however, of phonological processing skills
and the way in which they relate to each other is an issue that needs to be more
thoroughly investigated and specified by future research. It is not clear, for instance,
whether the variety of phonological awareness and other phonological processing
tasks in the literature are indexes of the same underlying cognitive ability or indices
of different aspects of the phonological system. Open to question is also the predic-
tive relationship of each phonological sub-skill at different stages of cognitive devel-
opment.

Research on syntactic awareness also reveals that there is more to reading
than phonological decoding. An increased level of sensitivity to the grammatical and
syntactic aspects of language appears to enable beginning readers to make intelli-
gent guesses about word pronunciations, through redundancy & semantic predict-
ability *. Contextual information has been found to be very useful in the detection
and correction of word identification errors and the development of decoding skills
and new vocabulary. There is also evidence that syntactic awareness skills may be
used by beginning or poor readers as a back-up strategy to compensate for difficul-

ties in phonological decoding. The predictive value of syntactic awareness measures

* Differences in reading ability have ako been explained in terms of reader's ability to construct a
coherent and elaborate knowledge structure/frame to represent and use their understanding of the
text (e.g. Rahman &Bisanz, 1986; Rossi, 1990; Stanovich, 1982). This body of evidence on reading
comprehension is acknowledged, but not dealt/reviewed in this study which has focussed on word
recognition.
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appears to be small but significant, with most of the studies focusing on the predic-
tion of reading skill. The predictive relationship between syntactic awareness skills
and the development of spelling ability has been largely ignored by the majority of
researchers, and is a very promising area for future research.

One last point that needs to be stressed is the renewed interest of many
theorists in the development of literacy skills in different linguistic environments, that
is, in orthographic systems that vary in their degree of transparency and regularity.
Until recently, most of the research evidence on literacy acquisition has been based
on studies carried out in English language whose orthography is inconsistent and
deep. The realization on the part of researchers that differences in the linguistic
structure of languages may also lead to differences in the development of reading
and spelling skills, has recently been the driving force for the conduction of research
in other languages; as a way of validating the available evidence in English and ex-

amining new ways of untangling the puzzle of literacy acquisition.
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Chapter 3.
ORTHOGRAPHIC VARIATION & ITS SIGNIFICANCE

This chapter presents a brief historical review of the development of alpha-
betic scripts in order to draw the distinction between deep and shallow orthogra-
phies, and to present the main sources of regularities and irregularities of the English
orthographic system. Cross-linguistic evidence showing that the observed diversity in
the orthographic structure of languages may significantly affect the development of
word recognition skills, phonological processing skills and the manifestation of devel-

opmental reading disorders is also presented.

Chapter 3.1 Diversity in alphabetic scripts: Shallow & Deep Orthogra-
phies.

In the long history of mankind, a large number of languages and writing sys-
tems have flourished, evolved, and in many instances died, over the centuries. A
final stage in the development of writing systems is marked by the invention of the
alphabetic scripts. It is believed that the ancient Egypto-Semetic writing was a pre-
cursor to most alphabetic systems (Gelb, 1952). Interestingly enough, this system
employed a consonantal script only. In order to resolve ambiguities, vowels had to
be invented. This was achieved by the Greeks in the 2nd millennium BC. With the
systematic use of vowels came the invention of a full alphabetic system. A distin-
guishing feature of alphabetic scripts compared to logographic scripts, was that the
grapheme set, was very much reduced and completely lost any direct, visual mean-
ingfulness. Instead, alphabetic scripts could be considered as transcribing the sound
or phonological properties of the spoken language. In practice, however, all alpha-
betic scripts do not represent the phonological properties so clearly. The historical
development of different languages has led to changes in spelling sound correspon-
dences and importation of spellings from other languages. Alphabetic scripts can be

characterized as regular or irregular, shallow or deep, depending on the degree to
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which they adhere to a strict alphabetic principle. According to Coltheart (1980)
two characteristics distinguish scripts as being regular or irregular:

a) if there is a one-to-one relationship between every grapheme in a word and a
corresponding phoneme in its phonological format in a regular script and also

b) if the relationship between graphemes and their correspondir;g phoneme is invari-
ant.

The Serbo-Croatian orthography exemplies a perfectly regular script which
satisfies both of the above conditions. This is because its present alphabet was in-
troduced in the early nineteenth century following the principle, “Spell a word like it
sounds and speak it the way it is spelled” (Lukatela & Turvey, 1980). In this way,
there appears to be an isomorphic and invariant relationship between its graphemes
and phonemes and visa versa. Each letter is represented by only one phoneme, and
each phoneme is represented by only one grapheme. On the other side of the
‘language continuun’, lie languages with a deep and irregular orthography, like He-
brew and English. The basic characteristics and major sources of irregularities per-

taining the English orthographic system are briefly reviewed in the next section.

Chapter 3.2 English orthography: sources of irregularities

Irregularities observed in the orthographic structure of languages are usually
created as a result of importation, a spelling change when the spoken equivalent is
left intact, or a change in the pronunciation of words when the orthography is not
altered. In the case of English, this was due to influences of many foreign languages
(eg. Danish, Norwegian, Dutch, German, French, Greek, and Latin); the absence of a
standard orthographic reference; and finally the influence of changes in pronuncia-
tion (Scholfield, 1994). Some of these influences are preserved in modern English
orthography. Brown (1977), for instance, noted that approximately 60% of modern
English words are borrowed from other languages. Examples can be used to illus-

trate the effect of these foreign influences on the pronunciation and/or spelling of
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various modern English words. The word give, for instance, is exceptionally pro-
nounced with a short vowel, by reference to the Norwegian word_jiven and not to
other English words like hive, strive. The initial sound of word psychology is spelled
with [ps] by reference to the Greek word yuyxoloyio whose initial sound is /ps/.
English phonotactic constraints, however, do not allow the sequence ‘ps’ and for this
reason this or other Greek loan words (e.g. pneumatic) are pronounced without the
‘p’.  Similarly, the French initial <v» survives in the spelling of many modern English
words such as honour, horrible; as does the French sound /ou/ in words such as
through, would, could. These are some of the many examples found in the English
language. The impact of these influences over the centuries has been profound and
has resulted in what distinguishes English as being an irregular and deep alphabetic
system. Inconsistencies appear to exist in both grapheme to phoneme and pho-
neme-to-grapheme correspondences, that is, in both reading and spelling.

Venezky (1970), has noted 17 possible phonemic assignments for the spelling
unit < o » 10 for the spelling unit < a »; and 9 for the spelling unit . Altogether the
five vowels of the English alphabet have been found to elicit a total of 44 phonemic
representations. Such variation in the phonetic realization of vowel graphemes, ap-
pears to be a major source of uncertainty in the pronunciation of many English
words. Recent studies examining the statistical properties of the English ortho-
graphic system report that the pronunciation of vowels is predictable only in 51% of
the monosyllabic words, while that of onset-vowel in 52% of monosyllabic words
(Treiman, Mullenix, Bileljac-Babic, & Richmont-Welty, 1995). A higher degree of
predictability, however, is observed when vowel graphemes are considered with
neighbourhoods corresponding to the intra-syllabic unit of rime: 77% (Stanback,
1992; Treiman et al, 1995;). These results indicate that some degree of consistency
in the pronunciation (and spelling) of English words is achieved through morphologi-
cal consistency. This, however, is not always the case, as there are instances where

free morphemes or other multi-letter spelling units are either phonologically condi-
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tioned (e.g. heal - health) or lexically conditioned (e.g. « eat » pronounced as /i/ in
leal, cheap, peach, as [eil in great or as [e/ in sweal).
The representation of many common semantic aspects of words in violation of sim-
ple grapheme-phoneme regularity (e.g. divide-division;) needs special mention, be-
cause it is an extra feature which gives rise to the concept of ‘deep orthography’.
Both ‘depth’ and irregularity contribute to non-transparency in English orthography.
Spelling in English appears to be even less straightforward than reading.
This is also due to the stark lack of consistency in the orthographic representation
of phonemes. Linguistic analyses indicate that the English orthographic system to-
day has around 44 phonemes, but over 100 graphemes (Wijk, 1966). Most of these
analyses also indicate that the inconsistency and irregularity in the sound-to-spelling
correspondences lies largely in the vowels (Treiman et al, 1995, Venezky, 1970).
The variety with which the basic vowel sounds a, e, i, o, u, (and y) are combined in
diphthongs (i.e. ae, ai, ea, ee, ej, ia, ie, io, oe, 0o, ou, ue, and ui) or in other forms
(eg. aw, ew, ow, oy, ey, ay, er, ur, ir, ar, are, air, ear, igh: Barry, 1994), is worth
mentioning. The existence of many alternative orthographic representations for
many phonemes appears to be in direct proportion to the predictability and ease
with which the appropriate, each time, spelling pattern is selected. Barry & Sey-
mour (1988), for instance, report a low degree of predictability for many long vowels
and diphthongs in many monosyllabic and some disyllabic words. In the case of the
/au/, which is spelled in 13 different ways in English words (i.e. dole, droll, bowl, coat,
toe, folk, soul, owe, sew, dough, mauve, brooch & yeoman: Barry, 1994, p.28), it was
found that the most common spelling pattern “&' for this vowel sound occurred
only in 32% of wo'rds. The second most common pattern “o” occurred in 26% of
words, while the "ou” and “oa” spelling patterns in 16% and 15% of words respec-
tively (Barry & Seymour, 1988). Such a high degree of inconsistency in the sound-
to-spelling correspondences of many vowels appears to be circumscribed - as in
reading - by some degree of morphological invariance among words. The vowel

sound /e1/, for instance, which is spelled in 12 ways when in isolation, is spelled with
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only four alternatives (as in cane, gain, deign, rein) when it is part of the rime /ein/
(Barry, 1994).

On the whole, the above description of the basic linguistic characteristics of
the English orthography indicates the high degree of irregularity characterizing the
English orthographic system. The stark lack of consistency and isomorphic relation-
ship between graphemes and phonemes for reading and spelling explains why the
English language has been characterized as a ‘deep’ orthographic system.
Furthermore it indicates how useful lexical consultations and morphosyntactic infor-
mation may be in deriving the correct pronunciation and spelling of many irregular

words.

Chapter 3.3 The Development of Literacy skills in the Greek and Other
Languages

For many decades, research on word recognition and other areas of cogni-
tive functioning has been based mainly on studies carried out in English orthography.
The gradual realization on the part of researchers of the importance of languages’
linguistic characteristics and the impact these may have on the development of some
cognitive skills such as reading and spelling has led to what has been called the Or-
thographic Depth Hypothesis (Katz & Feldman, 1981; Katz & Frost, 1992). This
term has recently been used in the literature to state that differences in ortho-
graphic depth can lead to processing differences in naming and lexical decision tasks
(Katz & Frost, 1992). Deep orthographies are thought to discourage the use of
phonological recoding because of the inconsistency in the grapheme-to-phoneme
correspondences. Shallow orthographies are believed to support word recognition
that involves the language’s phonology because of the high consistency of letter-

sound correspondences. Proponents of the strong version of this (ODH) hypothesis
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deny the existence of a mental lexicon and argue that, in very transparent orthog-
raphies, the only route from print to semantics is via the ‘assembled’ routine
(Bridgeman, 1987; Turvey et al, 1984). A direct mapping from orthographic input
lexicon to phonological output lexicon is assumed to exist in scripts with inconsistent
spelling-sound correspondences. Evidence in favour of this view is reported by
studies indicating the absence of any priming effects or frequency effects in ‘shallow’
orthographies (Frost &Katz, 1989; Frost, Katz, & Bentin, 1987; Katz & Feldman,
1983). This strong version, however, has been strongly criticized on both theoretical
and methodological grounds (see Besner & Smith, 1992; Seidenberg, 1992 for re-
views). Nowadays, a weaker version of the Orthographic Depth Hypothesis seems
to enjoy general acceptance among many researchers (Besner & Smith, 1992; Katz
& Frost, 1992; Seidenberg, 1992). According to this weak version, the degree to
which a prelexical process is active is believed to be a function of an orthography’s
depth, and that this prelexical analysis will be more functional (less costly) in shallow
orthographies (Besner & Smith, 1992; Katz & Frost, 1992; Seidenberg, 1992).

In recent years, there has been a growing body of evidence supporting this
hypothesis, and revealing significant cross-language differences not only in word rec-
ognition skills or the development of reading and spelling abilities in general, but
also in the development of phonological awareness skills and the manifestation of

developmental reading disorders.

Wimmer & Hummer (1990), for instance, have strongly questioned the impor-
tance of the logographic stage in the regular German orthography, on the basis of
evidence indicating a higher degree of dependence on alphabetic reading and spell-
ing strategies by normally developing or delayed Austrian first graders. Both groups

in the above study exhibited a high degree of accuracy when reading or spelling real
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words and visually similar/dissimilar nonwords. Further error analysis revealed a low
percentage of refusals or real word substitution errors, and the predominance of
phonologically correct errors in most reading and spelling responses. This pattern of
errors and the high correlation between the number of correctly read nonwords and
real words (r = .85, p<001) or between the grapheme-phoneme knowledge and the
number of phonologically correctly spelled words (r = .81, p.001) have led Wimmer
& Hummer (1990) to conclude that the use of a logographic strategy may not be so
important and necessary in the German orthography, where the relationship between
its graphemes and phonemes is consistent and early reading instruction is strongly
influenced by a ‘phonics’ approach.

Similar results have also been reported by Porpodas, Pantelis and Hantziou
(1990) in a study carried out in the regular Greek orthographic system. Forty first-
grade primary school normally developing children were examined in a series of
word and nonword reading tasks, in which many of the psycholinguistic properties
of the word stimuli had been manipulated (i.e. imagery level, semantic content,
grammatical class, regularity, or frequency). No significant word superiority or word
frequency effect was observed. Furthermore, most subjects read content and func-
tion words, and high and low imageability words equally well indicating the strong
use of a phonological reading strategy by the Greek first graders. The employment
of a direct visual word recognition strategy was also apparent, but to a smaller ex-
tent. This was evident by the absence of any consistent word frequency effect and
the existence of a small proportion of visual errors in both word and nonword
reading tasks. An almost identical pattern of results has recently been reported by
a series of studies carried out in other regular orthographic systems such as French
(Sprenger-Charolles & Casalis, 1995); Brazilian Portuguese (Pinheiro, 1995); or Turk-
ish (Oney & Durgunoglou, 1997), all indicating the preferential use of a phonological
reading strategy by the users of regular orthographies.

More direct and stringent comparisons of the influence of the orthographic

consistency of some languages on reading acquisition have also yielded identical
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results. Wimmer & Goswami (1994), for example, have examined the word recogni-
tion strategies of 7-, 8-, & 9-year-old English and German primary school children,
using analogous word and nonword reading tasks in both languages. The partici-
pants of each country were chosen to be at about the same point in their school
career. Their assumption was that, if German readers relied more on a sublexical
word recognition strategy and English on a more direct/visual strategy, then the
former would find the nonword reading task much easier than the latter. The re-
sults confirmed their hypothesis. All three groups of German readers outperformed
their English counterparts (both in terms of accuracy and speed) in the nonword
reading task, but not in the numeral word reading and the number word tasks. In
fact, the youngest 7-year-old German readers were significantly more accurate than
the oldest and more experienced 9-year-old English readers. Significant differences
were also observed in the type of errors made, indicating the differential use of
strategies by the two groups. The German readers not only attempted to read all
words/nonwords, but also the majority of their errors were other nonsense words.
In contrast, 37 refusals were made by the English readers, whose errors were visual
in nature: ie. real word substitutions (e.g. reading the nonword sen as [seen/). All
this evidence was interpreted by the authors as indicative of the adoption of differ-
ent reading strategies by the English and German readers, due to the differences in
the orthographic structure of the two languages and the type of reading instruction
(whole-word approach vs. phonics) adopted in the two languages/educational sys-
tems.

The development of a high degree of mastery of alphabetic reading skills by
the learners of regular orthographies has then led researchers to the realization that
the manifestation of developmental reading disorders may not be identical in all or-
thographic systems. Wimmer (1993) has been one of the first to note that the mani-
festation of developmental dyslexia in the regular German orthographic system may
be primarily manifested in terms of reading speed and not so much in terms of

reading accuracy, as in the ‘deep’ English orthography. Examination of the reading
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behaviour and cognitive profile of 74 German dyslexic children revealed a pervasive
speed deficit for all reading measures used in the study, including text, high fre-
quency words, nonwords, or a digit naming task. German dyslexics’ reading speed
deficit, however, was not accompanied by a deficit in reading accuracy. Most of
the German dyslexics managed to read correctly 90% of the words and 70% of
the stimuli in the nonword reading task. The lack of any refusals and the predomi-
nance of phonological reading errors (in most cases only one phoneme was wrong,
omitted, or in the wrong place) is worth mentioning given the dyslexic status of
these children. The high degree of accuracy of German dyslexic children on three
phonological tasks that are usually discriminative in the English language (i.e. rhyme
oddity detection, vowel substitution, and nonword spelling) was also striking.

On the whole, the evidence from this set of studies in the German and other
regular languages clearly indicates how the transparency of these orthographic sys-
tems facilitates the development and mastery of phonological reading skills - at least
in terms of reading accuracy - not only in normally developing children but also in
developmental dyslexics.

Consistent with this view of an increased level of mastery of phonological
skills by the users of regular orthographies is also the evidence from another group
of studies exploring the effect of orthographic consistency on the development of
phonological awareness skills and the way in which phonological representations are
structured in regular orthographic systems.

There is evidence to suggest that the mastery of phonological awareness
skills is much easier for those learning to read in an alphabetic language than it is to
readers of non-alphabetic systems (e.g. Chinese, Japanese). In a series of experi-
ments in the Japanese syllabary system, Mann (1986) has reported significant differ-
ences in performance on tasks requiring an awareness at the level of syllables (‘mora’
counting task) or phonemes (phoneme counting task). All first grade Japanese chil-
dren found the ‘mora’-syllable counting task very easy (100% success rate), whilst

only 10% of them were successful on the phoneme counting task. By contrast, the
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percentage of American first graders who had passed comparable tasks in the
Liberman et al. (1974) study was 90% for the syllable counting task and 70% per-
cent for the phoneme counting task. Such differences in the rate of success be-
tween English & Japanese children learning to read in different orthographic
systems, indicate the important effect of the orthographic structure of these two
languages on the development of differing levels of phonological awareness skills in
children of the same age/grade. Similar differences in the ability to manipulate
speech sounds have also been observed in Chinese adults who were literate either in
the traditional logographic Chinese characters, or in an alphabetic version of the
Chinese orthographic system called Hanyu pinyin (Read, Yun-Fei, Hong-Yin, & Bao-
Qing, 1986). Chinese adults who have learned to use only the traditional lo-
gographic Chinese characters experienced considerable difficulty on tasks asking
them to add or delete individual consonants in spoken Chinese words or nonwords
(36% & 19% mean accuracy scores, respectively). The ‘alphabetic’ group, on the
other hand, found the same tasks much easier, approaching a 90% mean accuracy
score for words and 72% for nonwords. Both these two studies in the Japanese
and Chinese non-alphabetic scripts clearly show how differences in the written lan-
guage input may affect the degree of awareness of different phonological levels.
Further evidence to this effect is provided by studies examining the devel-
opment of phonological awareness skills in very regular (Indo-European) ortho-
graphic systems. In a replication of the Liberman et al, (1974) study, Cossu,
Shankweiler, Liberman, Katz, and Tola, (1988) asked 4-5-,7-, and 8-year-old Italian
children to tap the number of syllables and phonemes in Italian words. Their per-
formance was then indirectly contrasted to that of the Liberman et al’s (1974) Eng-
lish speaking children, using the same pass/fail criterion of six consecutive correct
responses. Most children in both studies found the syllable segmentation task much
easier than the phoneme counting task, indicating a similar pattern in the develop-
ment of phonological skills in both languages. The degree of mastery of phonologi-

cal awareness skills, however, was not identical in the two languages. The Italian
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children outperformed the English children on all tasks, at all grade levels. In par-
ticular, Italian children as young as 4-years-old found the syllable counting task
much easier than the English children of the same age. Significant differences were
also observed on the phoneme counting task at all grades, with that at grade one
being the most significant (with 27% more Italian children reaching the pass criterion
and achieving a 93% mean accuracy score). The simplicity of the Italian vowel sys-
tem and that of its syllable structure were proposed as the main reasons for the
higher levels of awareness skills in Italian preschool and first grade children.

A higher degree in the mastery of phonemic awareness skills has also been
reported by Caravolas & Bruck, (1993) in the Czech language. One hundred Czech
and one hundred and one English-speaking Canadian pre-kindergarten, kindergarten
and grade-1 children were tested in this study on three phonological awareness tasks
aiming to see whether the higher variety and frequency of complex consonant clus-
ters in the Czech language will have any effect on the development of phonological
awareness skills in Czech subjects. Overall, the results supported the authors’ hy-
pothesis. Czech pre-kindergarten and kindergarten children significantly outper-
formed their English-speaking counterparts on a task asking them to isolate the first
phoneme in CCV nonwords. A higher level of awareness of complex syllable onsets
in Czech children was also apparent in Grade-1, on a similar task asking them to
delete the first sound from CCV and CVC nonwords. Again, Czech children per-
formed significantly better on CCV nonwords, than on CVC nonwords where the
performance of both groups was equally high (92% & 90%). Significant between-
language differences were also found in grade-1 on a nonword spelling task aiming
to assess the subject’s accuracy of complex onsets. Once again, Czech children
produced significantly more acceptable spellings of complex onsets and significantly
fewer errors on final consonant clusters than the English-speaking first graders. No
difference however was found on the spelling of singleton onsets or final singleton
consonants, revealing the specific difficulty of Canadian beginning readers with the

manipulation of consonant clusters. In view of this evidence, Caravolas and Bruck
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(1993) attributed the higher levels of phonemic awareness in Czech children to the
combined effect of the oral and written language input provided by the linguistic
characteristics of the Czech orthography, and in particular to its high degree of
transparency and the high degree of frequency and variety of its complex syllable

onsets.

Further evidence indicating how differences in the phonological and ortho-
graphic input may drastically affect the saliency of specific phonological units in lan-
guages differing in orthographic depth comes also from a series of recent cross-
linguistic studies carried out by Usha Goswami and her collaborators in the French,
Spanish, and Greek languages (Goswami, Gombert, Fraca de Barrera, in press; Gos-
wami, Porpodas, Wheelwright, in press). In an attempt to examine possible differ-
ences in the level of sub-word phonology in different languages, Goswami et al,
contrasted the reading competence of 7-, 8- and 9-year old English, French, &
Spanish children (Goswami, Gombert, Fraca de Barrera, in press) or English and
Greek children (Goswami, Porpodas, Wheelwright, in press) on a nonword reading
task in which pseudowords either: a) shared rime spelling patterns with real words in
each orthography (e.g. taxs [hax4, in English): designated as O+P+ ; b) only shared
rime phonology with real words (eg. hacksi [haxd: designated as O-P+ ; and c)
shared neither orthography nor phonology (e.g. zoip ) designated as O-P-. The first
group of words (O+P+) aimed to assess a preference for the formation of pho-
nological-orthographic representations at the onset-rime level. The other two groups
aimed to assess the formation of phonological-orthographic representations at the
phoneme level. Overall, the results of these cross-linguistic comparisons revealed the
special role of rime familiarity for the English children, but not for the French, Span-
ish, or Greek children who were found to rely on smaller orthographic representa-
tions, formed at the level of phonemes. In particular, English children, found the
rhyming O+P+ nonwords much easier to decode than the O-P+ and O-P- nonwords,

at every grade level and every syllable length. When reading the orthographically
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unfamiliar but phonologically familiar nonwords (O-P+), or, the orthographically &
phonologically unfamiliar nonwords (O-P-), English children experienced considerable
difficulties both in terms of accuracy and speed. This however was not the case
with the Spanish readers who found the O-P- nonwords only slightly more difficult
than the O+P+ nonwords. Similar results have been reported in the regular Greek
orthographic system, with Greek readers of all grades reading the O-P- nonwords
very accurately but not as fast as the other two nonword groups. The very small
and in most cases insignificant differences in the reading performance of Spanish
and Greek readers when reading these three groups of nonwords reveal the special
phonological status of rhyming units in the highly inconsistent English orthography.
These units , however, did not have any strong facilitative effect on the reading per-
formance of those learning to read regular orthographies, where the high consis-
tency in the grapheme-phoneme correspondences appears to favour the
development of orthographic representations at the phoneme level.

Studies examining the predictive value of phonological awareness skills in
regular orthographies have also indicated significant variations in the degree of sensi-
tivity to different phonological units across languages. Wimmer & Landerl (1994)
have reported significant differences in the predictive relationship between rhyme
awareness and learning to read in the regular German orthographic system. Bradley
& Bryants’ rhyme and onset oddity task was translated in German and administered
to 45 first graders, prior to the commencement of formal reading instruction.
Reading and spelling measures were then administered at the end of the first grade,
and two and three years later: at the end of grade-3 and grade-4. Contrary to the
evidence from the studies carried by Bryant and colleagues in the English language
(eg. Bradley & Bryant, 1985), rhyme awareness was only minimally predictive of
reading and spelling abilities at grade-1. Its predictive power, however, significantly
improved by grade-3 and grade-4. No such predictive improvement was observed
for word-onset awareness which posed a greater degree of difficulty than the rime

task to Austrian readers.
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The authors interpreted this differentiation in the predictive power of rhyme
awareness in the early stages of literacy development in terms of the different de-
gree of transparency of the two orthographic systems. The greater reliance of Aus-
trian beginning readers on the reliable grapheme-to-phoneme conversion rules, in the
German orthographic system, was considered to be the main reason for the minimal
use of rime analogies, which have been proved to be so useful in the inconsistent
English orthography. The important role of rhyme skills to later reading and spelling
development, however, has been acknowledged by Wimmer & Landerl (1994) and
explained on similar grounds as in the English literature, that is, on the basis of the
development of connections between recurring spelling patterns in written words and
their corresponding phonological units.

There is also another study in the Brazilian-Portuguese language which indi-
cates similar differences in the degree of sensitivity, and predictive power, of differ-
ent phonological units in languages varying in orthographic depth. Cardoso-Martins
(1995) assessed the phonological sensitivity of 105 6 year-old Brazilian children just
before they started learning to read Portuguese, and then examined their progress in
reading and spelling at the middle and end of the school year. Four phonological
awareness tasks were used in this study (thyme detection; syllable or phoneme de-
tection; and phoneme segmentation skills) with an explicit aim to examine the rela-
tionship between phonological awareness and learning to read and spell in the
regular Brazilian-Portuguese language. A series of multiple regression analyses indi-
cated a strong predictive relationship between syllable awareness skills or phonemic
segmentation skills and variation in the ability to learn to read or spell four or nine
months later. In accord with the evidence from the English literature, the rhyme
detection task proved one of the easiest tasks, as opposed to the phoneme detec-
tion task which was one of the most difficult. Its contribution, however, to predict-
ing reading or spelling skill was only minimal at the middle of the school year and
non significant by the end of the year, indicating the low saliency of rime unit to the

very regular and syllabic-based Portuguese language.
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Comparisons of the phonological awareness skills of reading disabled children
learning to read in the deep English orthography or in other more regular languages,
offer additional evidence to the important effects of the existing variations in the
orthographic depth or other specific linguistic characteristics of languages on the
development of differing levels and to some extent language-specific phonological
skills. Research evidence in the English language reveals the existence of severe
phonological deficits in developmental dyslexics, manifested in terms of a lower per-
formance on intra-syllabic awareness tasks or other tasks requiring phonemic ma-
nipulation, whether or not the traditional chronological age match design (eg.
Backman, Mamen & Ferguson, 1984) or the more powerful reading-level match de-
sign is used (Bradely & Bryant, 1978; Bruck, 1992; Bowey, Cain, Ryan, 1992; though
see Beech & Harding, 1984 for opposite results).

These phonological deficits, however, are not manifested in an identical way
in other languages with a more transparent orthography. Studies examining the un-
derlying cognitive deficits of Spanish or Dutch reading disabled children report the
absence of any rhyme awareness deficit in these languages, at least when a reading-
level design is adopted. Gonzalez (1997) reports the results of a study in the Span-
ish regular orthography based on the comparison of 45 85 year-old reading dis-
abled children; 44 normal readers of the same age; and a group of 44 younger (6.5
year-old) children of the same reading age in three phonological awareness tests.
Significant differences in performance were found among the three experimental
groups in a phoneme segmentation task and a phoneme reversal task, but not in a
rhyme-oddity detection task. A similar design was also adopted by DeGelder &
Vrooman (1991) in the Dutch language. A phoneme and syllable deletion task and
an onset-rime task were used to assess the phonological awareness skills of a group
of 11-year-old Dutch dyslexic children and contrast them to those of a group of
normally progressing readers of the same age, and, to those of a younger group of

8-year-old children. The reading-level match comparison showed a significant deficit
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in the phoneme deletion task, but not in the syllable or onset-rime tasks; although in
all these tasks the dyslexics’ performance was significantly worse than that of
chronological-age controls. In line with this evidence are also the results reported by
Wimmer (1993), in his study of 74 grade-2, -3, and -4 German developmental dys-
lexics. A high degree of accuracy was reported for all dyslexic, chronological-age,
and reading-level control children on a rhyme detection task. Although dyslexic
children were significantly worse than their chronological age controls, no significant
differences were found when the performance of grade-4 dyslexic children was con-
trasted to that of younger grade-2 children. In this way, one can see that the mani-
festation of phonological deficits in reading disabled children using a transparent
orthography is not identical to the manifestation of developmental dyslexia in the
English deep orthography, where such underlying deficits are manifested in most

phonological processing measures.

Chapter 3.4 Summary and conclusions

Languages vary in the degree of their orthographic transparency or ‘depth’.
English orthography is a highly irregular and capricious orthography, where the rela-
tionship between graphemes and phonemes is, in many instances, obscure. Such a
high degree of variation from the alphabetic principle, however, does not character-
ize all European orthographies which tend to be much more regular and transparent.
Research examining the acquisition of literacy skills in different linguistic environ-
ments suggests the significant impact of orthographic variation on the development
of these skills. Studies carried out in different orthographic systems reveal the exis-
tence of significant cross-language differences in the development of many literacy

skills.
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The available cross-linguistic evidence on word recognition suggests that be-
ginning readers learning to read in different orthographies adapt their reading proc-
essing strategies to the demands of the orthographic system they are learning to
read or spell. Studies in the German, Greek, Portuguese or other regular languages
reveal a higher degree of reliance on phonological reading and spelling strategies to
that exhibited by the users of the English deep orthography. The main reason for
this being the high degree of consistency in the grapheme-phoneme correspondences
of these orthographies. Because of the low degree of predictability of many spelling
patterns, English-speaking beginning readers tend to rely more on a direct/visual
word recognition strategy. A long time is usually needed before English beginning
readers became competent users of phonological reading strategies, and, in this way,
they tend to be error-prone in the initial stages of literacy development. By con-
trast, the users of more regular orthographies appear to depend more on the highly
successful phoneme-to-grapheme conversion rules, and master the alphabetic reading
principles more easily and earlier than do their English counterparts.

Research in other areas of cognitive functioning also reveals significant be-
tween-language differences. The development of phonological awareness skills has
been found to be significantly affected by the orthographic structure of languages.
Although children in most orthographies tend to follow the same developmental se-
quence - ie. finding the syllable or rhyming tasks significantly easier than the phone-
mic awareness tasks -, the exact pattern of development of these skills appears to
be significantly affected by the specific linguistic characteristics of languages.
Transparent orthographies with a high preponderance of open CV syllables (e.g.
Italian, Portuguese, Japanese syllabary) heighten the development of phonological

awareness skills at the syllable level (e.g. Cossu et al, 1988; Cardoso-Martins, 1995;
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Mann, 1986, respectively). Similarly, orthographies with richer inventories of com-
plex consonant clusters, that is Czech language, induce a better and faster conscious
awareness of consonants comprising clusters to that induced by other languages
with a simpler phonological structure (Caravolas & Bruck, 1993). The highly incon-
sistent and deep English orthography, on the other hand, favours the development
of intra-syllabic awareness skills, at the onset-rime level (e.g. Goswami et al, in press).
Evidence from the carefully-controlled studies by Goswami at al, (in press), and from
the few predictive studies in the Portuguese and German orthographic systems
(Cardoso-Martinns, 1995; Wimmer & Landerl, 1994) reveal that the saliency and
contribution of onset-rime awareness to the development of reading competence is
very limited - at least in the initial stages of literacy development- in languages with
a more transparent orthography.

The existence of significant between-language differences prior to the com-
mencement of formal reading instruction is worth mentioning, because it indicates
how variation in the oral language input may affect the development of particular
types of phonological awareness skills (Caravolas & Bruck, 1993; Cardoso-Martins,
1995). The important effect, on the other hand, of the orthographic/written lan-
guage input, and in particular, the beneficial effect of one’s exposure and active
engagement with a transparent orthography is also evident in the most significant
between-language group differences found after the beginning of formal reading in-
struction: grade-1 subjects.

The manifestation of reading disorders also appears to be affected by the
orthographic structure of languages. The few studies carried out in languages other
than English indicate the existence of a speed-deficit in reading, rather than of an

accuracy-deficit which usually characterizes the reading behaviour of most English
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developmental dyslexics (Wimmer, 1993). The absence of any rhyming deficit or
syllable awareness deficit (DeGelder & Vrooman, 1991) in reading disordered children
learning to tead a transparent orthography, in conjunction with their errorless per-
formance in reading clearly reflects the beneficial effect of transparency_of. these
languages; indicating, at the same time, how an increased level of accuracy-
awareness in these reading disabled children may exert a masking effect, rendering
the identification of these difficulties in transparent orthographies more difficult than
it is in the deep English orthography.

In conclusion, the growing cross-linguistic evidence on the acquisition of liter-
acy skills clearly offers a very useful reference point, against which many of the
claims made in the deep and highly inconsistent English orthography can be con-
trasted and universally validated. However, further research is needed as at the
moment the number of cross-linguistic studies is small and the information they of-
fer piecemeal. For instance, most of the studies mentioned above have offered evi-
dence only on a small selection of phonological awareness tasks, and, a relatively
narrow age-span: i.e. most assessing (pre)kindergarten and grade-1 children. Fur-
thermore, very few of them have offered evidence on how phonological awareness
skills develop in normally progressing children at different times in their development.
Very few have also addressed the issue of how transparency may affect the predic-
tive power of phonological awareness tests, or, other phonological processing tasks,
and, how developmental dyslexia may be best predicted or diagnosed in regular or-
thographies. Some of these issues are addressed by the present research in the
Greek language, whose basic linguistic characteristics are described in the next chap-

ter.
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Chapter 4. THE GREEK LANGUAGE

Chapter 4.1 Brief Outline’.

Modern Greek, unlike English, is a very regular language with a highly trans-
parent orthography. One of its basic characteristics is the almost perfect one-to-one
correspondence between its graphemes and phonemes for reading. There are virtu-
ally no irregular Greek words with arbitrary pronunciations (as in the English words
enough, yvacht, eighl), or words containing schwa /o/ (as in potato). Furthermore,
there are no silent vowels or syllables: e.g. as in radically or Gloucester, respectively.
The Gr—eek reader always pronounces each syllable and phoneme indicated in the
written word: e.g. notaui= /po'tami/ = river); nodndaro = /pp‘d1latn/ = bicycle. The
pronunciation of most Greek words is highly predictable and the application of basic
grapheme-to-phoneme conversion rules highly successful. Consequently, the need for
Greek readers to memorise the pronunciation of a given word as whole (as in heal-
health in English), or, remember the appropriate context dependent rule of pronun-
ciation as it usually happens in English (e.g. hit - hive: final e} is much less. All the
above characteristics, in conjunction with the prevalence of open-CV syllables in
most Greek words render the Greek orthography very consistent and highly trans-
parent.

Such a high degree of regularity and consistency, however, is not preserved

in spelling, because some of the vowel phonemes in Greek are represented by more

than one grapheme (see Table 4.1).

* This brief outline is included for those wishing to have only a brief summary of the basic characteris-
tics of the Greek orthography. The rest of this chapter describes in more detail the particular char-
acteristic of the Greek phonology, morphology, and syntax.
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Table 4.1: The Greek vowel phoneme-grapheme correspondence

Vowel Phonemes Corresponding Graphemes
/a/ a
o/ o, ®
[/ g, ai
nf/ Lu,n, oL, €1, UL
fu/ ov

One of the reasons for this is the preservation in modern Greek of some vowel
graphemes, which in Ancient Greek (4th century BC) were used to indicate differ-
ences in pitch and duration. The letter o, for instance, was used for the short sound
fo/ as in the English word ocfopus, while the letter @ for the long sound /o¢/, as in
opener. Another major reason for this variability in the phoneme-grapheme corre-
spondences is the highly inflectional nature of the Greek orthography. Whilst in
English a final -s is used to denote the third person singular in verb declension (e.g.
s/he play-s), and plurality in noun declension (e.g. cat-cats), in Greek orthography
different ending suffixes are used for first, second, and third person singular and plu-
ral to mark the grammatical identity of nouns and verbs (eg. I play = nailw
'pezv/; you play = naileig; /'pezis/, s/he plays = nailer /'pez1/; we play = nailovpe
I'pezume/; you play = nailete /'pezete/; they play = naifouvv /pezun/) Most of
these endings, end either in a vowel or a vowel and a final-s or -v. Different sets of
vowel graphemes are used for nouns and verbs. For instance, the grapheme o is
used for nouns ending in /o/ (eg. To nodnAaro = /po'dilatp/ = bicycle), while the
grapheme  is required in verbs ending in /o/: active first person present tense (e.g.
nae = /'pan/ = go). Because of this close relationship between the grammatical
identity of Greek words and the selection of the appropriate vowel-endings in verbs

and nouns, the use of grammatical and morpho-syntactic information in the Greek
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orthography is of primary importance to the Greek spellers. Whilst this greater va-
riety in the selection of vowel graphemes renders spelling in Greek much more de-
manding than reading, the spelling system is nevertheless more predictable than that
of English. The 44 phonemes of the English orthography elicit more than 100

graphemes (Wijk, 1966), whereas the 25 phonemes of the Greek orthography only

around 30 graphemes.

Chapter 4.2 Historical evolution of the Greek language.

Greek is one of the family of Indo-European languages and it has the distinc-
tion of having the oldest orthography (Triandafilidis, 1917) and the longest history of
all European languages (Moleas, 1989). Since the establishment of the lonian alpha-
bet in approximately the 4th century BC, and despite subsequent changes in the
pronunciation, vocabulary, grammar and syntax, the Greeks are still writing their
language in a similar fashion to their ancestors approximately 2500 years ago. The
use of such ‘historic orthography’ is of direct interest to this study, because it is the
main reason for the irregularities observed in the spelling of many modern Greek
words.

One of the basic characteristics of the ancient Greek language was its melo-
diousness/prosody and the use of music tone, based mainly on the use of different
phonemes in terms of duration (e.g. long / short phonemes), and pitch (e.g. acute or
grave phonemes) (Argyriadis, 1984). Sentences, as a whole, had a musical quality,
like that found in the poems of Homer. To ascribe such a prosody in their pronun-
ciation, ancient Greeks used different letters / vowels for different phonemes. For

instance, for the vowel phoneme /o/ the letter “w” indicated a long sound /og/, while
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the letter o indicated a short sound /o/. Similarly, the letter “e” indicated a short
sound [g] as in elephant, while the letter 1 a long sound [i:] as in equal. Of the 24
letters in the Greek alphabet (see Appendix A) seven were vowels (q, 0, ®, €, n, v, 1)
to represent seven phonemes while today they represent only four - /a/, /o/, /e/, 1/
- of the 24 phonemes of the Greek language (see Appendix 1). The important point
about these phonemes is that all vowels of the Ancient Greek alphabet had a ’pho-
netic role’, that is, each one representing a phoneme of different pitch and duration.
With the Hellenization of many ancient populations in Asia, Egypt and other places
by Alexander the Great (356-323 BC) the Greek language went through a process
of simplification as a result of the many nationalities who were then using it. Some
of the most important changes in the pronunciation which remain to this day, are: a)
the introduction of different breathing and stress symbols; b) the use of lower case
letters instead of capitals; and, c) the gradual decline of the melodiousness/prosody
in spoken Greek and the subsequent replacement of the music tone by a ’dynamic’
tone (the emphasis was now on the accentuation of syllables and not on the musi-
cality of each letter) (Moleas, 1989). This last change was very important because
the vowels gradually lost their phonetic function (Argyriadis, 1984). Thus, there was
no real need for the use of different letters for the same phoneme because in eve-
ryday life these phonetic differences were no longer represented after the loss of the
distinction between long and short vowels (with all simple vowels being short). De-
spite the general demand’ for a simpler way of writing, the changes in the pronun-
ciation of words were not followed by a change of the vowels in spelling
(Triandafilidis, 1917). For a number of different reasons (cultural, political, economic)

the variety in the writing of vowels remains today. In spite of the latest reformation

* During the 19th century there was a great debate in Greece on this issue -
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of the Greek writing system in 1982, which established the use of only one stress
symbol and abolished the different breathing symbols, this ¢historic orthography® of
vowels was still preserved. This preservation is one of the main reasons of the cur-
rent use of more than one grapheme/letter for the same phoneme, and one of the
main reasons for the intricacies that characterise Greek spelling nowadays. The ba-
sic characteristics of Modern Greek and the main differences with the English lan-

guage are described in more detail in the next section.

Chapter 4.3 Greek phonology, morphology, and syntax.

Modern Greek is a language that differs from English in many respects. Sig-
nificant differences exist between the two languages in their phonology, morphology,
syntax, and intonation. A brief analysis of the main differences, and some back-
ground information will be given in this section to explain how the Greek ortho-
graphic system functions.

The sound system of Modern Greek is rather economical, consisting of
twenty four distinctive phonemes: five vowels and nineteen consonants (see Appen-
dix A). In contrast to the complex vowel system of English language (inventories
range from 12 to 19 vowels, and 5 to 8 diphthongs: Ladefoged, 1993), the Greek
vowel system is much simpler, mainly because its vowel sounds are remarkably pure
in quality. Vowel length in Greek phonology is not a distinctive feature because it is
fairly constant. Each of the five Greek vowels has only one phonetic realisation,
being pronounced somewhere between English short and long vowels in length

(Mackridge, 1985)see Table 4.2).
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Table 4.2: The i-a vowel continuum: English and Greek divisions.

English

i 1 el € a a

sheep ship shape bed hat bad
i € a

Greek

In addition to its high degree of consistency, Greek is also characterised by a
high degree of articulatory (structure) simplicity, as the prevalent syllable structure in
most words is that of open consonant-vowel In a linguistic analysis of 28
texts/passages of different kinds of prose, for instance, Zachos (1991) reports that in
a total of 5147 words (23822 phonemes) the predominant phonemic/syllable struc-
ture was that of the CV type.  In particular, from a total of 11026 syllables that

can take the form of CV, CCV (or CCCV) and VCC (or VCCC) it was found that :

87% were of the CV type
6.86% were of the CCV type
5.48% were of the VCC type.

The prevalence of open CV syllables in many Greek words renders the
Greek orthographic system highly transparent and less phonologically complex than
other languages whose orthographic structure abounds in complex consonant clus-
ters: e.g. Polish, Czech, English.

Modern Greek rhythm also tends to be syllable-timed rather than stress-
timed, and this often gives Greek speech a staccato effect, that is, the tendency for
changes in pitch to occur with sudden jumps rather than with a gradual ascent or

descent(Waring, 1976: 280-1 cited in Mackridge, 1985). One of the reasons for this
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staccato effect and the highly syllabic nature of the Greek language is the high oc-
currence of multi-syllabic words. In contrast to English, there are very few mono-
syllable content words in Greek. The majority of them tends to be multisyllabic,
exceeding, in some instances, eight or nine syllables in length: eg.
a/va/no/8o/yvipy/opé/vo/  [anappdpyirr'smeno/,  okov/M/ko/pvp/un/yké/Tpu/na
/sku:likpmirmr’gotripa/. This means that the onset-rime distinction is not applica-
ble in the Greek orthography as it is in English where monosyllable rhyming words
like might, fight night light abound. For all the above reasons, beginning reading
instruction in Greek explicitly emphasises word segmentation skills at the syllable and
phoneme level. Greek beginning readers are usually asked to break words in a

’rhythmic’ way first into syllables: eg. nardra - na td 1a = /pa ’ta ta/; and then

into their subsequent phonemes (n -a-1-G-t-a){see Appendix A).

All the above linguistic characteristics of the Greek language (i.e. the isomor-
phic relationship between graphemes-phonemes; the high degree of consistency in
the phonetic realisation of vowel and consonant graphemes; its articulatory simplicity
and syllabic structure/rhythm) renders it highly regular for reading, and less inconsis-

tent and difficult than English.

Chapter 4.3.1 Noun Morphology.

Greek morphology capitalises on the distinction between verbs and nouns. A
variety of different endings are used in each group. In the case of nouns, the stem
of a word always remains invariant and different endings are added, depending on
the gender (see Table 4.3 below) the case, and the number of the noun (see Table

4.4 below). In Greek, there are three grammatical genders (Feminine, masculine, and
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neuter); four cases (nominative, genitive, vocative, and accusative) and two numbers
(singular and plural). From the point of view of declension, Greek nouns are divided
into three chief classes: each one corresponding to one of the three genders. Each
class has a variety of endings. Masculine nouns, for instance, can end in -og, -ng, -
ag, -e¢, and -oug, feminine nouns may end in -a, -n, or -ov, while neuter nouns can

end in -o, -1, -w¢, -Ha, -opo (See Table 4.3).

Table 4.3 : Some Possible Endings of Greek Nouns

Masculine

- o¢ as in o 8dokalog (teacher)

- ng as in o vikntng (winner)

- ag as in o aykdvag (elbow)

- ¢ as in o kagég (coffee)

-oug as in o nannodg (grand-father).
Feminine

-a as in n kapdid (heart)

-n as in n yuxn (soul)

- ov as in n aAano? (fox)

- 0¢ as in n Sidpetpog (diameter)

Neuter

) as in 10 Bouvé (mountain)

-1 as in 10 okowi (rope)

- 0¢ as in 10 Kadeotrwg (regime)

- Ha as in 10 copa (body)

- o as in 10 tpé&apo (joking

- 0o¢ as in 10 BéAog (arrow)

- ag as in 10 Kpéag (meat)

Different suffix endings are alko used for each of these nouns in all four
grammatical cases, in singular and plural. This means that each noun in each of the
above three main noun classes has eight different endings. For example, the mascu-

line noun 8dokadog = teacher has eight different endings as seen in Table 4.4.
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Table 4.4 : An Example of Noun Declension of a Masculine Noun Ending in -os

Singular
Nominative: 8doxaiog eg. O &aokadog éguye - The teacher has gone
Genitive: Saokdhov Auté 10 B1BAio slvan Tov Saokdadou - This is the teacher’s
book.
Accusative: S84okaio Ei8ate 10 84okahe - Did you see the teacher ?
Vocative: Sdokaie Adokade efoa €86 ? - Teacher are you here ?
Plural
Nominative: S8dokaiot Or ddokador épuyav -The feachers have gone
Genitive: SaoxdAwv Autd 1a BiBAia eivar Tov SackdAmv - These are the teacher’s
books.
Accusative: 8dokatovg EiSate toug Saoxdioug? - Did you see the feachers ?
Vocative: Sdoxaion Adoxaior elote €8d ? - Teachers are you here ?

Table 4.4 reveals the existing differences in declension between English and
Greek. The suffix of the Greek word &aokalog (teacher) changes in every case,
while in English it remains unchanged most of the time.

The highly inflectional nature of Greek is further demonstrated in the agree-
ment between nouns, adjectives, pronouns, and articles.

In English syntax, agreement is relatively limited. It occurs between the subject of a
clause and a present tense verb” (ie. 3rd person singular), or, between demonstra-
tives and nouns (i.e. use of the demonstratives fhis or that in singular, and these or
those in plural). In Greek, agreement usually involves a higher number of factors
such as number (singular-plural), gender (feminine, masculine, neuter), case
(nominative, accusative, dative, and so on) and person (Ist, 2nd, 3rd). The high

agreement between a noun and all its determinants (articles, pronouns, adjectives) in

* In English the verb be has a richer involvement with agreement than other verbs: am is required with
the 1st person singular subject I; are with the 2nd; and is with the 3rd person singular. It is also the
only verb where singular/plural agreement applies in the past tense (was, were). This type of declen-
sion approximates to some extent the declension of Greek verbs, where different suffix endings are
used for the 1st, 2nd, and 3rd person singular or plural, both in present or past tenses.
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the Greek orthography is indicated by the use of the same suffix endings. Three
sentences -one with a masculine subject, one with a feminine and one with a neuter
subject- are given below to indicate the highly inflectional nature of Greek orthogra-
phy:

i) Autég o 8dokatog (masc. subject)eivar moAv kaAdg GvBpwnog
(this teacher is a very nice man)
i) Avtd n napdotaon (fem. subject) itav ndpa noAAn kaAn
(this performance was very good)
iii) Auté 10 auvtokivnto (neuter subject) eivar noAv ypriyopo

(this car is very fast).

The use of the same vowel suffix ending in all words indicating gender (ie. -
oc for masculine words; -n for feminine words; and -o for neuter words) in each of
the above three sentences respectively to indicate differences in the gender, number,
or case reveals the prominent role of grammatical and morphosyntactic information
in Greek. In order for a noun, adjective, article, and pronoun to be spelled cor-
rectly, the speller needs to be aware of the gender, number, and case, of the word
s/he wants to write, as all these three sources of information affect the ending of

the word in question.

Chapter 4.3.2 Verb Morphology.

The written form of verb morphology also presents some difficulty for Greek
spellers, as the inflectional behaviour of verbs is not always predictable. In contrast
to noun morphology, irregularities appear in the formation of the stems. Ideally, a

reader/speller needs to know six pieces of data about each verb: the imperfective
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stem; the perfective active stem; the imperfective non-past (present tense) active
configuration type; the imperfective passive stem; the imperfective non-past passive
configuration type; and the past passive participle. Irregularities in the stem include:

a) change of radical vowel (eg. npogtaive - npéeraca) (/pro’fteno/ - /’proftasa/)
b) change of stem-final consonant (eg. By4fw — Byddw ) (/'vyazo/ -/’vyalo/)

c) deletion or addition of a sound or sounds (eg. pnaive - pnw (/‘beno/ - /bo/) /
Kaiw -kdnka ( /keo/ - /kaika/ )

d) metathesis of sounds (e.g. kaAd - kAndnka) (/ka’'lo/ - /kliB1ka/)

e) suppletion of one root by another (e.g. Aéw -gina) (/1eo/ - /1pa/)

f) lack of dental in the perfective passive stem (eg. k68w - kémnka) (/kpvp/ -
/kopika/)

Up to three of these irregularities may coexist within the paradigm of a single verb.
Verb endings, on the other hand, are more predictable as the appropriate
ending for the 1st, 2nd, or 3rd person singular and plural recurs reliably. There are
two chief types of imperfective stems: a) one having penultimate stress in the first
person singular (e.g. 1p€x® = run), and the other final stress (e.g. ayan® = love).
Stress assignment also plays an important role as it affects the inflection of these
two groups. In the first group (stress on the penultimate syllable) verbs in the sec-
ond and third person singular always end in - ei¢ and -g1, while in plural suffixes for
1st, 2nd, 3rd persons are -oupe, -€1€, -ovv. When the stress falls on the last syllable,
final endings are -a¢ and -a in singular and in -Gpe, -dte, odv for the plural. These
are the two main groups of active endings (see Table 4.5), while there is one group

of endings for the passive voice (see Table 4.5: right column)
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Table 4.5 : Main Active and Passive Verb Endings

Singular/Active voice. Singular/Passive voice.
1st person PEXW ayan® Kotudpat
2nd person 1péXEIQ ayandg Kowpdoai
3rd person TPEXEL ayand koipdran
Plural/Active voice Plural/Passive voice.
1st person Tpéxouvpe ayandpe KOIHOHAOoTE
2nd person TPEXETE ayandre KOlAGTE
3rd person TPEXOoULV ayanoov Kolpoovrat

Knowing these three sets of endings, the user of the Greek language can correctly
spell most of the active and passive voice verbs.

A major difficulty, however, in the spelling of both verbs and nouns appears
to be the selection of the appropriate vowel-grapheme in the stem of words. Vowel
sounds in Greek are represented by more than one grapheme.. The phoneme /i is
represented by six different graphemes (n, 1, v, oy, &1, n), the phoneme /e/ by two (e
and ai) and the phoneme /o/ by two (0 and w). The only way to select the appro-
priate grapheme in the stem of words (e.g. emixeipnon, avrokivnro) is by reference
to the etymology of each word, and the use of detailed visual orthographic informa-
tion. Word endings, on the other hand, appear to pose less difficulty to Greek
spellers. The systematic way with which these endings are formed, used, and taught
in the Greek primary & secondary school, and the high degree of their frequency in
written language render the apprehension of these endings somewhat easier, at least
for normal readers. The above description of the highly inflectional nature of the
Greek morphology also reveals how syntactic/grammatical information facilitates fhe

selection of the appropriate (each time) word ending in nouns and verbs.
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From all the above, one can conclude that the regularity of the Greek lan-
guage is one sided, with reading being easier, and spelling posing significantly more

difficulties.

Chapter 4.3.3 Stress Assignment.

Stress assignment is another linguistic feature that distinguishes the Greek
language from other European languages such as English, German, Italian. All
Greek words of more than one syllable carry an accent over the stressed vowel to
indicate which syllable must be accentuated (e.g. narara= potato = /pa “ta ta/).
Apart from this prosodic function, the stress symbol in Greek also has an important
semantic/lexical role. In some cases, changes in the position of stress affect, the
meaning of words. There are instances, where the position of the stress is the only
distinguishable feature in the pronunciation of two different words: eg. yépog
I'yeros/ (old)-yepdg /ye'ros/ (robust) naipvw /pernp/ (take) - nepve /perno/
(pass); kouvpaotukég /kurastrkes/ (tiring) - koupdotnkeg /ku:rastikes/ (you got
tired). In these cases, differences in the position of stress appear to affect not only
the meaning, but also the grammatical identity (e.g. from noun to adjective: yépog-
vepdg) and spelling of many words: e.g. naipvo-ngpvd. Stress position is also closely
related to the inflection of verbs. In the active voice, if the stress is on the last syl-
lable of verbs ending in the vowel -w (e.g. ayan®), then all verbs of this group take
the endings -ag, - q, -4ue, -4te, -ovv (see Table 1.3 above). If the stress is on the
penultimate syllable, then they take the endings -eig, -€1, -oupe, -€1¢, -ouv (e.g. Tpéxw
= | run; tpéxeig = you run, péxei=s/he runs, etc).

This linguistic characteristic of the Greek language was thought to be very

useful in the examination of the underlying causes of poor reader’s insensitivity to
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punctuation marks in writing, and it was further investigated with the stress assign-

ment test.
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Chapter 5. DEVELOPING A STUDY IN THE GREEK
LANGUAGE (METHODOLOGY)

Chapter 5.1 Statement of the problem.

The review of the research presented in Chapter 2 revealed that the devel-
opment of literacy skills depends heavily on the development of two major types of
metalinguistic awareness skills, that is, phonological skills and syntactic awareness
skills. Extensive research on literacy acquisition has shown a strong predictive asso-
ciation between a variety of phonological measures (eg. phonological awareness
tasks; verbal STM tasks; speed of articulation and rapid naming tasks); syntactic
awareness measures, and the development of reading and spelling skills.

Until recently, most of the research evidence on literacy acquisition has been
based on findings from studies carried out in the ‘deep’ and highly irregular English
orthographic system. With its particular sound system and orthography, however,
the English language is not a typical example of an alphabetic system, as most of
the other Indo-European languages have a much more regular and transparent or-
thography. The differences in the orthographic structure of the English and other
European languages creates the problem of the universal applicability of some of
the claims made in the English literature. The cross-linguistic evidence summarized
in Chapter 3 suggests that the particular linguistic characteristics of a language may
affect the development of many literacy and metalinguistic skills. However, strong
claims about the impact of orthographic variation on literacy acquisition cannot be
made, because the number of cross-linguistic comparisons is still small and the infor-

mation they offer piecemeal. Many of the initial studies have restricted the focus of
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their examination on the effects of orthographic transparency on word recognition
skills, overlooking at the same time the possibility that the existing differences in the
orthographic structure of languages could also affect many aspects of the cognitive
profile of both normal and reading disabled readers. Despite the growing number of
cross-linguistic studies over the last few years and the gradual expansion of the
scope of the research inquiry to include the examination of phonological awareness
skills or differences in the manifestation of developmental dyslexia in regular orthog-
raphies (e.g. Caravolas & Bruck, 1993; Wimmer, 1993, respectively), the picture of
how the transparency of many European languages can affect the development of
literacy skills is far from complete and clear. Studies examining the importance of
phonological skills in regular orthographies have limited their examination to the use
of a small number of phonological awareness tasks: i.e. phoneme and syllable count-
ing or deletion tasks or rhyme oddity tasks. The importance of some other aspects
of the phonological system (such as the ability to retain phonological information in
STM, or, the ability to retrieve phonological codes from LTM); or some other
metalinguistic skills (such as syntactic awareness) have largely been ignored by most
cross-linguistic investigations. Studies examining the development of phonological
awareness abilities in regular languages have also restricted their examination to a
rather limited age-span examining mostly kindergarten and grade-1 children. Conse-
quently, very little is known about the development of these abilities at other ages.
Furthermore, few studies have simultaneously explored the predictive relationship of
multiple cognitive and linguistic measures to provide a more comprehensive picture
of the interaction and contribution of each of these measures to the development of

literacy skills in regular orthographies.
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Chapter 5.2 Rationale of the study

The present study in the Greek language has been designed to address some
of the issues outlined above. Its main aims were to examine the development of
literacy skills in the regular Greek orthography; identify the cognitive predictors of
reading and spelling abilities; and establish the manifestation of reading and spelling
disorders in this regular orthographic system. To this end, an extensive test-battery
of cognitive and literacy tasks was constructed to examine the cognitive profile of
132 Greek primary school readers from grades 2 and 4. It comprised three tasks of
educational attainment (reading, spelling, and basic number skills) a test of pho-
nological reading skills (nonword reading); seven phonological awareness tasks, three
phonological processing tasks; six syntactic awareness tasks; and a test of nonverbal
intelligence (see Table 5.1).

This test battery was administered to two groups of children, seven and
nine-year-olds - to provide cross-sectional data on the development of metalinguistic
and literacy skills after participants had received one year, or three years of formal
reading instruction, and to identify the concurrent predictors of reading and spelling

skills in the Greek language.
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Table 5.1: Experimental Test Battery

OUTCOME VARIABLES READING

SPELLING

NONWORD READING
MATHEMATICS: (As a control condition)

PREDICTOR VARIABLES SPEECH RATE
VERBAL STM

RAPID NAMING
1 Objects

2. Colours

3. Letters

4. Digits

PHONOLOGICAL AWARENESS
Syllable Counting

Syllable Deletion

Phoneme Counting

Phoneme Deletion

Phoneme Substitution
Spoonerisms

Consonant Segmentation

NoosrwNE

SYNTACTIC AWARENESS

1. Recalling Sentences

2. Sentence Assembly

3. Word Structure

4, Subject-Verb Accordance

5. Distinction: Feminine, Masculine, Neuter
6. Stress Assignment

CONTROL VARIABLES NONVERBAL INTELLIGENCE
(Ravens Progressive Matrices)

One of the first issues addressed by the present thesis was the development
of reading abilities in the regular Greek language. Because of the high degree of
regularity and articulatory simplicity (ie. predominance of open CV syllables) of the
Greek orthographic system; and the existing cross-linguistic evidence on this issue
(e.g. Wimmer, 1993) it was predicted that the development of reading abilities in the

Greek language would not be manifested in the same way as in the English irregular
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language. Greek readers were expected to develop their phonological reading skills
very early, and, thus to be very accurate in reading from the early stages of literacy
acquisition. For this reason, two criteria were used when assessing the development
of reading skills in the Greek language: ie. the total number of reading errors; and,
the time taken to read all words of the reading test. The aim was to see which of
the two criteria - i.e. reading accuracy or reading speed - would be the most sensi-
tive to detect the development of reading abilities in the regular and highly trans-
parent Greek orthography. This would then permit the use any of these two
criteria, or a combination of both, in the classification of the participants as poor,
average, or good readers.

The second major objective of this study was to determine the coénitive
predictors of reading and spelling skills in the regular Greek orthography. To do
this, all three sets of phonological awareness tasks, phonological processing tasks
and syntactic awareness tasks were treated as predictor variables, and single-word
reading and spelling were designated as the two main outcome variables. The Ra-
vens Progressive Matrices Intelligence Test (Ravens, 1976) was used to assess non-
verbal reasoning, while the measure of basic number skills was used as a control
variable to establish the specificity of the predictive relationship between the predic-
tor variables and the outcome variables: i.e. reading and spelling, but not mathemati-
cal skills.

The third aim of the study was to establish the importance of phonological
awareness skills in predicting reading and spelling attainment in Greek. A wide se-
lection of phonological awareness tasks of varying degrees of cognitive difficulty
was employed to allow a more comprehensive assessment of the phonological

awareness abilities of Greek readers; and, establish the predictive utility of each test
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in the regular Greek orthography. The consistency and isomorphic relationship be-
tween graphemes and phonemes led to the hypothesis that Greek readers would
rapidly develop an awareness of the phonological structure of words.

A fourth aim was to examine the predictive relationship between phonologi-
cal processing skills, that is speech rate, verbal STM, rapid naming, and phonological
awareness skills and reading and spelling in Greek.

A fifth aim was to establish the role of syntactic awareness skills in the
Greek language. As very little cross-linguistic evidence is available on the predictive
relationship between syntactic awareness and the development of literacy skills in
regular orthographies, one first aim of this set of analyses was to determine the con-
tribution of syntactic information to the development of reading and spelling abilities
in the highly inflected Greek orthography. The highly inflected nature of the Greek
morphology and the need for the Greek spellers to use grammatical and syntactic
information in the selection of the appropriate suffix ending in the spelling of Greek
nouns and verbs (see 4.3.1: Morphology. page 85) prompted the hypothesis that
there would be an important predictive relationship between syntactic awareness
skills and the development of spelling abilities in Greek.

The sixth aim of this study was to establish how reading and spelling disor-
ders are manifested and identified in the regular Greek orthography. One of the
major reasons for pursuing this second objective was the lack of any standardized
reading or spelling test in the Greek language and the limited research on the issue
of identification of developmental reading and spelling disorders in Greek, and other

regular languages.
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Chapter 5.3 Participants

One hundred and thirty-two children participated in the study. Sixty six (36
boys, 30 girls) were Grade-2 primary school children with a mean age of 7 years 1
month (range: 6 years 6 months to 7 years 6 months). Sixty six (31 boys, 35 girks)
participants were Grade-4 primary school children with a mean age of 9 years 2
months (range: 8 years 6 months to 9 years 6 months). All children were native
speakers of the Greek language and a attended school regularly in Athens, Greece.
Bilingual children or children with any hearing, sight, or any other serious health
problem were excluded. Test administration was discontinued in cases of discomfort
experienced by the subjects being tested. One grade-4 child and three grade-2 chil-
dren were excluded for such reasons. Parental consent was gained prior to testing.
All parents were sent a letter describing the aim of the study, the activities to be
used in testing, details about the academic qualifications of the experimenter; his ad-
dress/telephone number for correspondence; and a written consent form which had
to be returned to the classroom teacher prior to the commencement of the study.

Participants were selected after screening for nonverbal intelligence (Ravens
Standard Progressive Matrices, 1983). This test of nonverbal reasoning was adminis-
tered as a group test at the beginning of the 1995-96 academic year to all grade-2
(109 children) and all grade-4 children (132 children) of the four primary schools in
which the study was conducted. Because of the length of the experimental test-
battery it was not possible to test all 241 children within the 1995-96 academic
year in which the testing had been planned for. For this reason, it was decided to
test a sample of 66 children from grade-2 and a sample of 66 children from grade-

4. To ensure a normal distribution of nonverbal ability in each group, 11 children in
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each of the two grade levels were of above ability (according to Ravens Matrices),
44 children of average ability, and 11 children of below average ability: a total of 66
children in each grade level

The investigation was carried out in four different schools in Athens, Greece.
All schools were situated in middle-class areas in Athens. One school was in the
centre of Athens, while the other three in Palio Faliro, a suburb of Athens. The
three schools in Palio Faliro were accepting children only from their area, while the
school in the centre of Athens children from different areas of the district of Athens.
In this last case, a bus service was provided by the school for the collection and dis-
tribution of children. Most of the participants came from middle-class families; many
of the mothers were housewives, and almost half of them being currently not in em-
ployment.

The differences between the centralized educational system of Greece and
the de-centralized system of England deserve mention. The Greek educational sys-
tem is highly centralized and all schools (state schools and private schools) comply
with the decisions of the Ministry of Education and Pedagogical Institute. All teach-
ers, in all districts, follow the same curriculum and use the same books that are pro-
vided and distributed by the relevant educational organization at the beginning of
each academic year. Head teachers supervise progress to make sure that at the
end of each academic year all teachers have taught all the necessary curriculum ar-
eas. The Ministry of Education also provides teachers with books for each subject
(e.g. language, mathematics, physics, etc.) offering general guidelines on how to use
pupils books and how to teach each lesson. As a result, there is a high degree of

uniformity on what is taught in all areas of Greece.
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Chapter 5.4 Materials

Each participant was administered the following test battery. Since it was
necessary to devise tests for use with Greek readers, the tasks are described in de-

tail in this section.

Chapter 5.4.1 Single Word Reading Test.

Reading ability was assessed using a single word reading test of graded diffi-
culty, adapted from Goulandris & Psonis (unpublished). This test is modeled on the
British Ability Scale test of single word reading (Elliot, Murray, Pearson, 1983) with
words arranged in order of difficulty. The test begins with easy high frequency con-
tent words (like paud= mother, xadoxaipt = summer) or function words (like ey =
I/me; €8& = here) (all printed in large letters: font size: 18); and gradually becomes
harder with the inclusion of polysyllabic low frequency words containing difficult
consonant clusters like eyxeipnon = operation, ap@idéarpo = amphitheatre (printed
in normal size: font size 12). Because of the high degree of transparency and regu-
larity of the Greek language, many children produced errorless performance. Thus,
many words of the initial test were replaced by low frequency words with difficult
consonant clusters (eg. exyépowon= land reclamation; vnepdiéyepon = overexcita-
tion) to increase the level of decoding difficulty. The final version of this reading
test comprised one hundred and thirty-one words printed on two A4 pages (see

Appendix C). All participants were asked to read aloud all 131 words as quickly as
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possible. The time taken for each subject to read the whole test was measured us-
ing a stopwatch. All unsuccessful attempts to read a word and the number of er-

rors were recorded.

Chapter 5.4.2 Nonword Reading.

Participants were asked to read 48 nonwords (See Appendix D) varying in
syllable length from 2 to 4, printed on three A4 pages, in order to test their ability
to decode words. The degree of decoding difficulty was varied by altering a) the
syllable length (2-4 syllable nonwords: e.g. vdAa, capdBi, BnAépwvo); b) the visua/

similarity with real words (1 or 2 letter alterations: eg. ydda (milk) /yala/-» vaAa

['nala/; pido(apple) /‘milo/ — ynfiko /yiko/); and, c) the phonological complexity of
stimuli (nonwords containing 1 or 2 clusters: e.g. nétpa (stone) /petra/ — Aérpa

Pletra/; ppaxtng (fence) /fraxtis/ - 8pdxang, /vraxtis/ respectively).

Four words were used for each type of alteration: a total 16 words in each
syllable length word group. Reading time was recorded with the use of a stop-
watch. A record of the number of errors and the children’s responses was also

kept.

Chapter 54.3 Single Word Spelling Test.

A single word spelling test of graded difficulty was constructed to assess

spelling ability. It contained 6 sets of 12 words, one for each grade of the Greek



103

elementary school. An attempt was made to standardize the above test. A pilot
study was carried out in two schools in Athens, Greece. Children in each grade
were asked to spell a selection of 60 age-appropriate words. From this pool of 360
words, 12 words were selected for each grade for the final version of the test. This
final selection (see Appendix E) was undertaken to ensure that the majority of chil-
dren of a given grade were able to spell most of the words correctly as well as
those of the previous grades; but not the words which were selected for children in
the higher grades. Within each age group, the words were also arranged in terms
of increasing level of spelling difficulty.

The participants of the main study were asked to spell all the words up to
those appropriate for children 2 grades in advance of their year. In this way, grade
2 children were asked to spell 48 words (groups 1, 2, 3 and 4), while grade 4 chil-
dren were asked to spell 72 words (groups 1 to 6). Each word was dictated as a
single word, followed by a short sentence containing the word. For instance, the
Greek word oyo/csio (school) was repeated twice, and then was followed by the sen-
tence: Kdd¢ npwi ndw oro oxoAcio (Every morning I go to school. The word to be
spelled was repeated again in isolation and children had to write it down. One

point was allocated for each word spelled correctly.

Chapter 5.4.4 Phonological Awareness Test Battery.

Seven tests were administered to test phonological awareness: ie. Phoneme
counting, Phoneme deletion, Syllable counting, Syllable deletion, Phoneme substitu-
tion, Spoonerisms, and a consonant segmentation task (See Appendix F). To in-
crease the level of difficulty of these tests, half of the phoneme manipulations had
to be accomplished by segmenting consonant clusters (e.g. Tpévo=train = [klpévo).

The other half of the test required the segmentation of open CV words (eg. ydAa
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- [v]éAa). Training (6 trial words) and corrective feedback was given for all but
the consonant segmentation task before administering the experimental words. In
each of these tasks, the experimenter pronounced each item twice, and then

awaited the subject’s response.
Chapter 5.4.4.1 Phoneme and syllable counting tasks

In the Phoneme counting and Syllable counting tests children were asked to
count the number of phonemes and syllables of different words. Subjects were in-
structed to repeat aloud each single phoneme or syllable of a word, while putting
down a counter (small coloured plastic brick) for each phoneme/syllable they were
counting (e.g. pwg = /fos/ = light = // + /w/ + /g/ = 3 phonemes = 3 plastic bricks.
These counters were used to help the examiner to check the counted pho-
neme/syllables, and make the task more stimulating and interesting for the subjects
being tested. Twenty words (10 with & 10 without consonant clusters) containing
two to five phonemes were used in the phoneme counting task and sixteen words
(2-5 syllables; 8 with & 8 without consonant clusters) in the syllable counting task.
One point was allocated for each correct answer, in this and all the other pho-

nological awareness tests.
Chapter 5.4.4.2 Phoneme and syllable deletion tasks

In the phoneme and syllable deletion tasks participants had to delete a spe-
cific phoneme or syllable from a given word and provide the examiner with the new
pronunciation of the word after deletion (eg. say gw¢ = /fps/ without the final -s =
[fol). Twenty three words of different syllable length (3-5 syllables) were used in the
first test, 22 words of 3 to 6 syllables in the second. In half the cases the deletion

had to be made from an open CV syllable while, half from a consonant cluster.
Chapter 5.4.4.3 Phoneme substitution task

The phoneme substitution task required children to exchange the first pho-
neme of a given word with another phoneme provided by the examiner (e.g. vepé =

water -/ y /[ — Yepd), as well as to change a pre-specified phoneme in words
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which had this phoneme twice in different positions (e.g. nardza = potato - change
the phoneme /1/ with the phoneme /x/ — naxdyad). Fifteen words were used in this

test: a total of 15 points maximum.

Chapter 5.4.4.4 Spoonerisms

In the spoonerism task subjects had to exchange the first phoneme in each
of 10 word pairs (e.g. Haxaipt - Minpovvy, /ma'xert/ - /pr'ru:ny/= knife - fork >
Mayaipt - pnpovwy, /pa'xert/ - /mitw:iny/). In five word pairs the phoneme ex-
change had to be made from open CV words (e.g. as in gayaipr-nnpouvvi, while in
the other five from words containing a consonant cluster in the initial position (e.g.
xpovia-toAAqG, /'xronia/ - /po'la/ - mpdvia-xoAAd). Two points were given for
each correct word pair: 1 point for each phoneme correctly exchanged.
Chapter 5.4.4.5 Consonant segmentation task

The consonant segmentation task required children to segment words orally
into syllables. Two sets of Greek words were used for this task. One set comprised
fifteen words containing an open-CV first syllable (e.g. Tiyong = tiger > 1i / ypng);
while the second set fifteen words with a closed first syllable (e.g. xapti = paper>
xap / t). By asking subjects to syllabify orally these words, they were in essence
asked to decide: a) either to keep the sequence of consonants together (whenever
the sequence of clusters was a syllable onset: eg. sp as in the English word ho/spi
tal), or, b) to split them (whenever the sequence of consonants was not a syllable
onset: eg. nj as in en / joy). This test aimed to assess the subjects’ ability to seg-
ment sequences of consonants into phonetically acceptable manner and in this way
their ability to decode words. One point was allocated to each correct response: a

total of 30 points maximum.
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Chapter 5.4.5 Verbal Short Term Memory

In this test, subjects were asked to recall the exact sequence of words pre-
sented by the examiner. Three lists of words, one for each syllable length (2-, 3-,
and 4- syllable words), were employed in this test. All words were taken from pri-
mary school language books of the first grades to ensure word familiarity. Each list
started with two words and gradually increased to three, four, up to eight words
(see Appendix G), by adding an additional word in random order every other trial
(two trials at each syllable length). In this way, subjects had to start with two pairs
of words of two words, then two pairs of words of three words and so on:
eg. notipi-kapdro (glass-carrot)

KkapdBi-tpanéy (boat-table)

viovAdna-kokopag-notmipt  (cupboard-glass-carrot)

Kapndva-pnaoctovvi-kapdéto  (bell-stick-carrot),  etc.

A discontinuation rule was applied after two consecutive unsuccessful at-
tempts in each syllable length word list. This test was scored by assigning one point

for each successful attempt.

Chapter 5.4.6 Speech rate

This task required subjects to repeat continuously and as fast as possible a
given pair of words until told to stop. The same set of words was used as for the
memory span test. Four pairs of words were selected for each of the three syllable
length-groups (see Appendix H). To increase the level of difficulty of the task, spe-
cial attention was given so that each word-pair contained at least one letter articu-
lated at different places in the vocal tract: i.e. labials, velars, and alveolars. Words
were ordered in such a way so that in each pair of words the changes in the place
of articulation occurred at the beginning of each word. For example, the word pair
pndAa-xéta (ball-chicken) begins with a labial (un = /b/), and the second word kéta
with a velar (k = /k/), having also an alveolar in it (r = /t). The demand for a quick

alternation in the place of articulation was assumed to be more difficult and chal-
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lenging - and hence more revealing of individual differences - than the repetition of
words with phonemes articulated in the same place of the vocal tract.

The word pairs were presented orally by the examiner to the children one at
a time. The children were asked to repeat each word pair once to ensure that it
had been perceived correctly. If a child mispronounced a word pair, corrective
feedback was given, and the child was asked to say the word pair again. This pro-
cedure was followed until the child correctly repeated the word pair. The children
were then told to repeat the word pair as quickly as possible without making errors
until told to stop. The examiner started the stopwatch at the beginning of the first
repetition and stopped the watch after the 10th repetition. To ensure a continuous
production of speech and to minimize the potential effect of subjects anticipating
the number of repetitions being counted, the children were told to stop at some
point between the 11th and 13th repetitions. This point varied randomly with each
word pair; that is, either the 11th, 12th, or 13th repetition was chosen as the stop-
ping point. This task was scored for both accuracy and speed. The accuracy score
was the total number of errors for the 10 word pairs. The speed score was the

average length of time it took to repeat all word pairs.

Chapter 54.7 Rapid Naming Tests

These tests consisted of 4 charts, each depicting 5 items repeated ten times
in random order (see Appendix I). Each chart tested naming speed for one type of
stimuli: Digits (9, 2, 7, 4, 5), Colours (blue, black, red, brown, yellow), Letters ( €, o,
o, A, 8), or line drawings of common objects (ball, key, umbrella, scissors, and tab).

Stimuli were matched in terms of frequency, syllable length, and familiarity to
avoid differences in performance. In the case of object naming, for instance, all

items were objects used in everyday life, to ensure the ®concrete environmental fa-
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miliarity® and ¢operativity® of stimuli (Denckla & Rudel, 1976). An attempt was ako
made to keep the number of syllables identical across all four categories. Of the
five items used in each category three were two-syllable words while the other two
were three-syllable words. Only in one case - ie. colours - this was not possible.
Of the three available two-syllable colour names, two (i.e. black = padpo & white =
donpo) were semantically associated (opposites). This violated the third criterion of
item selection which was used to ensure that there would be no semantic association
among items (i.e. not seen or used together in the environment). For this reason one
of the two (white) had to be discarded and another one-syllable word (blue = pnAé)
had to be used instead.

A continuous-trial procedure was selected because this procedure is believed
to reflect the cognitive processes that are involved in reading continuous text (Katz
& Shankweiler, 1983; Wolf, 1991) and be more sensitive to the difficulties among
poor and reading disabled readers (Blachman, 1984). Naming was from left to right
in all four tests, and from top to bottom in the case of objects and colours. Objects
or colours patches were put on 2 x 2 cm squares arrayed on a A4 chart in 5 rows
and 5 columns. Letters or Digits were typed in font size 18 in a single row, divided
into 10 groups of five items. Subjects were asked to name all 50 items as quickly
as possible without making errors. The measure of interest was the amount of time
taken to name all 50 items, keeping a record of the time taken for each category as

well as of the number of uncorrected errors.
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Chapter 5.4.8 Syntactic Awareness

Six tasks were used to assess children’s syntactic awareness. Three were
adapted from the Clinical Evaluation of Language Fundamentals- Revised test bat-
tery (Semel, Wiig & Secord, 1987) and translated into Greek: ie. Recalling Sen-
tences; Word Structure; and Sentence Assembly subtests. Three additional tasks
were also devised to assess children’s sensitivity to syntactic/linguistic features that
are characteristic of the Greek language: stress assignment; the distinction between
the three genders of the Greek language (masculine-feminine-and neuter); and the

accordance between subject and verb (all can be seen in Appendix J).
Chapter 5.4.8.1 Recalling sentences

This task requires subjects to recall sentences with different degrees of syn-
tactic difficulty: e.g. recall of simple active sentences; interrogative affirmative, nega-
tive or passive sentences; or recall of more difficult active & passive sentences with
noun modification, or coordination, or subordinate clause, or conjunction deletion.
While thé significance of elicited imitation is not yet understood, the cognitive proc-
ess involved in this task is considered to be a complex one, involving receptive lan-
guage, syntactic ability and memory factors, and not just imitation or memory span
alone (Vogel, 1974). The twenty-six sentences of the English test were translated
into Greek with some modifications. The following criteria were used:
a)An attempt was made to keep the number of syllables of the Greek sentences as
close as possible to the number of syllables of the English sentences to avoid differ-
ences in performance due to extreme memory load. This is because Greek words
tend to be longer than English words. As a result, some of the sentences used in
the Greek version were rewritten using different nouns/verbs, while keeping the syn-

tactic category the same in both versions. For instance, the exact translation of

the English sentence #%Was the car followed by the police 7 (9 syllables) in Greek
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% AkoNoudndnke 10 avrokivnto arno tnv actuvvopia; * would have resulted into a
sentence 20 syllables in length. The sentence which has been finally selected for
this syntactic category (Interrogative passive). % Akovotnke tinota ano 1o peydpwvo
; 9 ie. $Was anything heard from the speaker?®®has 14 syllables. This correspon-
dence in the number of syllables, however, was not always possible in the more
complex syntactic categories (i.e. active sentences with conjunction deletion or with
relative clause: No 25 & 26 respectively). In such cases, the differences were quite
large - 12 to 14 syllables - but it was thought that, since long words abound in the
Greek language, such differences may be worth keeping to resemble the memory
load of sentences used in common every day speech.
b) to use sentences that would be “natural” in every day Greek. Taking, for in-
stance, the above sentence *%Was the car followed by the police?”® =
¢ AkoAovdndnke 10 avrtokivnto ano tnv actvvopia® it could be argued that, while
this sentence is syntactically correct, the use of the passive voice for this verb is not
so frequent and thus not so “natural” in Greek, as the use of the active voice:
% AkoAovdnoe n actuvopia To avtokivnro ; **. For this reason, more frequent pas-
sive voice verbs like axodornke= heard in the sentence %AkoVoTnke Tinota ano 1o
peydeovo; * have been selected as more appropriate.

The same scoring procedures used in the English sub-test were also used in
the Greek version. Three points were given if the subject’s response was identical
to the one given by the examiner; 2 points if there was one error; 1 if there were

two to three errors and 0 if four or more errors.
Chapter 5.4.8.2 Word Structure (Grammatical Closure Sub-test)

A number of different grammatical phenomena are assessed by this test: e.g.
knowledge of regular and irregular plurals; noun possessives; personal & possessive

pronouns; regular and irregular past tense and future tense; derivation of nouns
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from verbs; adjective derivation; formation of comparative and superlative; and fi-
nally knowledge of demonstratives. The examiner with the help of a stimulus man-
ual starts a sentence and the child is required to finish it. The stimuli are presented
as line drawings displaying simple tasks for each grammatical phenomenon exam-

ined. An example of such a stimulus and the required answer is seen in Figure 5.1

Figure 5.1 Here the girl is climbing a ladder. Here is the ladder the girl has
(climbed)

When translating the English version of this into Greek it was decided to include: a)
nouns that have more syllables in plural than in singular (e.g. ypdupa = letter —
vpdppaza) or irregular nouns in which plural are completely different from the rest
of the nouns of the same category (eg. otdon = bus-stop — otdoeig kovpéag =
hair dresser —koupeig); b) irregular verbs that either change their radical vowel and
loose their stem-final consonant in the past tense (e.g. aveBaivw = climb — avéBnka
= climbed), or their perfect stem is completely different from their imperfect stem
(tpdyw = eat — épaya = ate; BAénw = see — €ida = saw); ¢) irregular noun deriva-

tives (Bagw = paint — pnoyiar{ig = house painter).
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Chapter 5.4.8.3 Sentence Assembly (Word Order Correction) Test

The Sentence Assembly test was used to assess the ability to assemble syn-
tactic structures into grammatically acceptable and semantically meaningful sen-
tences. Participants are presented visually with randomly sequenced words that can
be made into a sentence (e.g. kicked, the girl, the boy), and asked to construct two
sentences using all words: e.g. The boy kicked the girl, or, The girl kicked the boy.
The parts of each sentence are typed in landscape orientation on an A4 page
printed in bold letters (Fonts: Magenta New Times; Letter size: 24).

The test starts with easy sentences (e.g. Simple declarative/active sentences:
the boy is tall) and gradually becomes more difficult with the inclusion of sentences
requiring more complex syntactic structure: e.g. declarative/active with subordinate
clause: I want it, even if it is expensive). Some sentences are structured in such a
way that the assembly of two correct sentences is possible only if the subject uses
interrogation as the second alternative: e.g. tall, the boy, is: The boy is tall, or, Is the
boy tall ?

One demonstration and two trial items help subjects to understand the nature of the
task. After that, no corrective feedback is given. The child is allowed one repeti-
tion of the parts of a sentence in case of difficulty. No discontinuation rule was ap-
plied in the Greek version, because more flexibility in sentence formation is allowed
in the Greek language/syntax. Greek allows more freedom in expression, so many
constraints of English syntax are not applicable in Greek. Taking, for instance, the
test item No. 13 (and, is running, is falling, the girl, the boy) four possible declarative

alternatives are possible, as in English the subject comes always before the verb:
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a) The girl is running and the boy is falling.
b) The boy is running and the girl is falling.
c) The girl is falling and the boy is running.
d) The boy is falling and the girl is running.

In Greek, however, this constraint does not always apply, and apart from the exact
translation of the four sentences mentioned above (a, b, c, d) another four sentences
(e, f, g, h) are also permissible.

a) To kopitor 1péxer kat 10 aydpt négtet = The girl is running and the boy is falling.

b) To ayépr 1péxer kar 1o Kopitot négrel = The boy is running and the girl is falling.

c) To aydpr négprer ka1 1o Kopitar tpéxer = The girl is falling and the boy is running.

d) To aydpt négrel kar 10 Kopitor 1péxel = The boy is falling and the girl is running.

e) [Téprer o xopitar kar 1péxet 1o aydpr = (The verb is first and the subject follows:
if this translation was permissible in English it would be something like /s falling the
girl and is running the boy*.

f) [Téprer to aydpr kar 1péxet 1o Kopiror = Similarly, ‘Is falling the boy and is running
the girl

g) Tpéxer o xopitor kat néprer 1o aydpr = Is running the girl and is falling the boy.

h) Tpéxer 1o aydpr kar néprer 1o kopiror. = Is running the boy and is falling the girl

Because of the existence of so many alternatives, the same scoring procedures
could not be used in the Greek version of this test. One point was assigned, instead,
to every syntactically correct response and zero to any unsuccessful attempt. A

record of all errors was also kept for each subject.

Chapter 5.4.8.4 Stress Assignment Test

The use of a stress mark on every polysyllabic Greek word is very important
because its presence affects in some cases both the prosody (e.g. by indicating which
syllable is accentuated) and the meaning (ie. changes in the position of the stress
mark, affect the meaning: e.g. vopog (law) - vopdg (prefecture). The stress assign-

ment test aimed to assess the consistency with which grade-2 and grade-4 average
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or poor children use the stress mark in writing and contrast it with their awareness
of the semantic/lexical role of the stress mark. Ten pairs of sound-alike words were
used to assess this type of linguistic awareness. After presenting subjects with cards
with line drawings and giving them pair of words (in which the only difference in
pronunciation is the place of the stress) the experimenter asked them to choose
which of the two was depicted on the card. All participants were asked to justify
their answers. It was hypothesized that if poor readers’ insensitivity to punctuation
marks (and more especially to the stress symbol in Greek words) is primarily the re-
sult of a deficit in this specific linguistic aspect of language, then these children
would also have great difficulty distinguishing the subtle differences in pronunciation
of the sound-alike pairs used in this test. If, on the other hand, the reasons for their
difficulty with punctuation marks lie elsewhere (e.g. phonological/orthographic defi-
cits), then it was expected that Greek poor readers would continue to omit the
stress symbol in spelling but have no difficulty in choosing the correct word of the
two sound-alike alternatives. Ten such cards and pairs of words were used for this

purpose. One point was given for each correct answer.

Chapter 5.4.8.5 Distinction between feminine, masculine, & neuter

This test aimed to assess children’s sensitivity to the three genders of the
Greek language. Stimuli were constructed by replacing the correct adjectival suffix
ending by an ending appropriate to an alternative gender. Subjects were asked to
identify any errors in an auditory presented sentence and to repair errors identified:
eg. avtd¢ o Sdokadog (masculine) eivar kaAdg (masculine adj), pa avornpr
(feminine adj) = this teacher is good but strict. Ability to detect such syntactic vio-
lations was thought to be indicative of the subjects’ awareness of the basic rules

governing Greek morphology and syntax. Six sentences were presented orally and
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repeated a second time. The first three experimental sentences had two adjectives,
one of which was wrongly pronounced: see example above. The inclusion of the
first adjective had a facilitating role, as, by being pronounced correctly it was of-
fering a clue of the correct pronunciation of the second adjective. The remaining
three sentences had only one adjective, so no clue was provided. Participants had
to decide if there was anything wrong in the sentences they heard. If the answer
was affirmative, they had to name the incorrect word and provide the examiner
with the correct response. One point was assigned to each correct answer and O to

each incorrect one.

Chapter 5.4.8.6 The subject-verb accordance violation test.

Similar reasoning was followed in the subject-verb accordance violation test.
This time, the focus was on the agreement between the subject of a sentence and
the verb.” Six sentences were used. Each had its verb distorted either by putting
the subject in singular and the verb in plural (eg. H Mapia tpayouvdoiv wpaia =
Maria sing nice, instead of H Mapia tpayouvdder wpaia = Maria sings nice), or by
putting the subject in a different person of the same number (eg. O Nikog
S81aBaleic noAv xaAd = Niko you read very well, instead of O Nikog S1aBader noAd
kaAd = Niko reads very well). The same scoring procedure was used as in the pre-

vious test: 1 point for each correct answer.
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Chapter 5.4.9 Number Skills

Basic number skills were assessed using a version of the British Abilities

Scales (BAS) Arithmetic sub-test (Elliott , Murray, & Pearson, 1983), adapted for
Greek children.
This test starts with very easy one-digit mathematical operations (additions: 2+7,;
subtractions: 6-3; multiplications: 2x7; and divisions: 6:2) and continues with more dif-
ficult two-digit operations: e.g. with or without carrying; operations where the divisor
is bigger than the dividend; or operations involving fractions or decimals (See ap-
pendix K). The order of operations is mixed and arranged in increasing level of dif-
ficulty.

As this test-battery has not been standardized in Greek, a pilot study with a
sample of 360 children (grades 1 to 6) was carried out into two schools in Athens,
Greece to see if this test could be used with children being educated in the Greek
educational system. Before administration, the necessary changes were made to the
content and presentation of this test to reflect the current arithmetic curriculum in
Greek and differences in the mathematical symbols in use in Greece: e.g. the decimal
indicator in English is a period while in Greek is a comma. The results of the pilot
study indicated that the English version was equally valid when used with a Greek
population.  All subjects in the main study were asked to try and find the answer
to all mathematical operations, even if some of them were unknown to them. No
time limit was applied and all subjects worked at their own pace. One point was

allocated for each correct operation.

Chapter 54.10 General Intelligence.

The Ravens Standard Progressive Matrices (Ravens, 1976) was used to de-
termine which children would be selected for the study, and, as an indicator of the
participant’s nonverbal ability. It was administered as a group test to all pupils of

the classes that had been selected to take part in this study. It was selected be-
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cause it is not a culturally biased test, not very time-consuming and easily adminis-
tered as a group test. The use of the British norms, however, proved unreliable for
our Greek sample. Comparison of the Group scores indicated that individual scores

in both grades were not normally distributed (see Table 5.2).

Table 5.2: Characterisation of the participants according to the British and Greek
norms: Ravens test.

British Norms Greek Sample Z Scores
Grade-2 Grade -4 Grade-2 Grade-4
29 Superior 30 Superior 2 Superior 0 Superior
22 Above 30 Above 17 Above 22 Above
41 Average 49 Average 71 Average 88 Average
14 Below 15 Below 19 Below 14 Below
3 Impaired 8 Impaired 0 Impaired 8 Impaired.

For this reason, it was decided to administer this test to the whole Grade-2 &

Grade-4 population of the four schools and use these scores as normative data.

Chapter 5.5 Procedure

The tasks were administered to the children by the author in a quiet room
near the classroom area. Each child was seen individually for two sessions each
lasting two and a half hours. Each session included breaks, as appropriate, to allow
children to rest. Two tests from the whole test-battery were administered by the
author as group tests: the General Intelligence (Ravens, 1976) and the Basic Number
Skills tests (Elliott , Murray, & Pearson, 1983).

The test battery was divided into two parts: one starting with the phonologi-
cal awareness and processing measures and the other starting with the syntactic
awareness measures. Presentation of tests was randomized and counterbalanced

within and between phonological awareness and syntactic awareness measures to
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avoid any order effects. Both parts required an equal amount of time to be com-

pleted.

Chapter 5.6 Descriptive statistics - Preliminary analyses

Means and standard deviations for each variable used in this study at each
grade level are presented in Table 53 and Table 54. To allow comparisons be-
tween tasks, the measures of nonword reading, speech rate, and verbal STM were
averaged across the three syllable lengths (2-, 3-, & 4- syllables). To facilitate the
comparison of the individual tasks used to assess rapid naming, phonological aware-
ness and syntactic awareness skills, a composite score was used for these three
variables (see Table 5.3). The mean time taken to complete all four rapid naming
tasks (ie. objects, colours, digits, letters) was used as the main variable of rapid
naming. Inspection of the means and standard deviations of the seven individual
phonological awareness tasks and six syntactic awareness tasks (see Table 5.4) re-
vealed significant group differences between grade-2 and grade-4 children on all but
the phoneme and syllable counting tasks or in the three syntactic awareness tasks of
stress assignment; subject-verb accordance and the distinction between feminine,
masculine and neuter. For this reason, these tests were not included in the main
composite scores of phonological awareness and syntactic awareness respectively,
which comprised the mean number of correct responses on the remaining five pho-
nological awareness tasks and three syntactic awareness tasks, respectively (see
Table 5.3). These two main composite scores were then used in the subsequent sta-
tistical analyses for phonological and syntactic awareness, reported in chapter 7 and

chapter 8.
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Inspection of means and standard deviations of all nine major variables indi-

cated the gradual development of these abilities with age. Fourth graders signifi-

cantly outperformed second graders on all measures.

Table 5.3: Means and standard deviations of language and literacy tasks (main vari-

ables/composite scores).

GRADE 2 GRADE 4
MEASURES Mean (SD) Mean (SD)
Reading speed (time:sec/whole test) 4200 (134.0) 2350 (111.0)
Reading errors (total 131 words) 7.3 (6.0) 49 (61])
Spelling (max. no of words = 72) 206 (9.0) 444 (17.0)
Nonword reading (time:sec/whole test) 1380 (45.2) 925 (37.6)
Nonword reading errors (48 words) 42 (3.6) 22 (3.3
Speech Rate Mean (word/sec) 16 (0.19) 2.02 (0.27)
Verbal Short Term Memory. 166 (26) 182 (3.3
Rapid Naming Mean (sec) 537 (9.93) 40.40 (8.02)
Phon/cal Awareness Total. (max. = 106) 837 (12.2) 919 (111)
Syntactic Awareness (max. = 152) 1147 (9.8) 1274 (11.9)
BAS - Number Skills (max. = 34) 116 (2.2) 211 (35)

All group differences were significant at the p < .001 level with the excep-

tion of reading errors (p < .05). Importantly, there was a high degree of accuracy

in both groups of children on the single-word reading and nonword reading tasks.

Children of both grades made very few errors on these two tests. Reading speed,

on the other hand, appears to be more sensitive to variability in reading skill be-

tween the two groups. Grade-2 children took almost twice as long as grade-4 chil-
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dren to read the same group of words: that is 420 sec. vs. 235 sec, respectively.

Similar results are also observed in the nonword reading task. Grade-4 children

were faster and more accurate than grade-2 children.

Table 5.4: Individual Tests: Means and Standard Deviations.

GRADE 2 GRADE 4
MEASURES Mean (SD) Mean (SD)
Rapid Naming Tasks
Objects mean time in seconds 62.8 (14.9) 503 (121) °
Colours 53.3 (10.9) 443 (91)°
Letters 624 (16.8) 40.3 (106) °
Digits 36.4 (7.5) 267 (711) °
Phonological Awareness tasks
Phoneme Counting/ 20 17.6 (2.6) 18 (2.6)
Phoneme Deletion/ 23 217 (2.0) 224 (14)°
Phoneme Substitution/ 15 115 (2.5) 128 (23)°
Syllable  Counting/ 16 155 (1.0) 157 (11)
Syllable  Deletion/ 18 16.6 (1.9) 174 (16)°
Consonant Segment./ 30 19.8 (4.1) 225 (38)°
Spoonerism/ 20 14 (5.0) 166 (48) °
Syntactic Awareness tasks
Recalling sentences/ 78 58.6 (5.6) 636 (70) °
Sentence Assembly/ 42 274 (49) 332(48)°
Grammatical closure/ 32 28.7 (2.3) 306 (19)°
Stress assignment test/ 9 8.5 (0.75) 8.9 (0.32)
Subject-verb accordance/ 6 59 (017) 5.9 (0.39)
Dist: Fem.-masc-neut/ 6 59 (0.27) 6 (0.00)

* p<0.05, " p<0.01, ™ p<0.00L

Thus the present data set was used to address the roles of phonological awareness,

phonological processing and syntactic awareness in learning to read in the Greek

language.



Chapter 6. THE ROLE OF PHONOLOGICAL AWARENESS IN
GREEK

Chapter 6.1 Introduction.

As discussed in Chapter 2, there is now a massive body of evidence indicat-
ing that phonological awareness is one of the most powerful predictors of reading or
spelling, accounting for significant amounts of variance in reading skill, even after the
effects of age and intelligence have been controlled (see Goswami & Bryant, 1990;
Wagner & Torgessen, 1987 for reviews). However, the development of phonological
awareness skills is, at least partially, a product of literacy skills (Morais, Alegria, &
Content, 1987; Perfetti, Beck, Bell, & Hughes, 1987). The available cross-linguistic
evidence summarized in chapter 4 reveals that the saliency of certain types of pho-
nological awareness skills (i.e. onset-rimes, syllables, phonemes) is not identical in all
alphabetié scripts, but rather depends highly on the phonological properties of a lan-
guage and the specific demands imposed by different types of reading instruction
(e.g. phonics vs. whole-language approachesfe.g. Wimmer, 1993). This raises the
question of the importance of phonological awareness skills in regular orthographies.
The claim has been made in the English literature that children who do well on pho-
nological awareness tasks are quick to pick up how phonemes relate to graphemes
in the orthography (Snowling, 1996) and use this knowledge of letter-sound corre-
spondences as a self-teaching device to improve their word recognition skills (Jorme
& Share, 1983). English, however, is a very irregular and inconsistent orthography.

So, it is possible, that the strong predictive power of phonological awareness meas-
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ures in English may be closely related to this stark lack of consistency in the graph-
eme-phoneme correspondences and the relative difficulty many English beginning
readers have in understanding that, despite the many irregularities, there is a sys-
tematic relationship between the speech sounds and the letters found in words. By
contrast, the available cross-linguistic evidence indicates the beneficial effect of
regularity on the development of phonological awareness skills. Nonetheless, a close
predictive relationship between these metalinguistic skills and early literacy acquisition
also exists in regular languages (Lundberg et al, 1988). Moreover, very little is
known about how phonological awareness skills relate to literacy skills later on, after
several years of reading instruction and exposure to a regular alphabetic script.
The present study attempts to address this issue in the regular Greek language, by
examining the development and predictive validity of different levels of phonological
awareness skills at two points in development, age 7 & age 9.

Seven phonological awareness tasks of differing degrees of cognitive diffi-
culty were used for this purpose (see Chapter 5 for more detail.. Six of these, ie.
syllable and phoneme counting and deletion tasks, phoneme substitution, and spoon-
erisms, are commonly used in English as reliable predictors and useful diagnostic
tools in both experimental and clinical practice. The seventh task, was a newly de-
veloped test which aimed to assess children’s consonant segmentation skills and
serve as an extra diagnostic tool and predictor of reading ability in the Greek lan-
guage.

Consideration of the linguistic characteristics of the Greek language (eg. 1-1
grapheme-to-phoneme correspondences; simplicity in its phonological structure: pre-
dominance of open CV syllables) prompted the hypothesis that the development of

phonological awareness skills in Greek would be relatively easy and fast. If true,
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then the diagnostic sensitivity and predictive power of many phonological awareness
tasks would also be affected, negatively, by the regularity of the Greek language
and the high degree of competence in the manipulation of the phonological structure
of words in Greek readers (i.e. ceiling effects).

All seven phonological awareness tasks were administered to all 132 partici-

pants of the present study: i.e. 66 grade-2 and 66 grade-4 children (see Chapter 5).

Chapter 6.2 Results.

Chapter 6.2.1 The development of phonological awareness skills in the requ-
lar Greek language.

The performance of the children on the seven phonological awareness tasks
is shown in Table 6.1.

A high degree of accuracy was exhibited by most Greek readers of both
grades on most phonological awareness tasks. The performance of both groups of
children was at ceiling on three of the seven tasks used in the present study. In
fact, it was only on the more difficult tasks of phoneme substitution, spoonerisms
and consonant segmentation that Greek readers did not exhibit such a high degree

of competence (see Table 6.1).



Table 6.1: Means and standard deviations of individual phonological awareness tests
GRADE 2

MEASURES Mean

Phoneme Counting
max. = 20 176

Phoneme Deletion
max. = 23 217

Syllable Counting
max. = 16 155

Syllable Deletion
max. = 18 16.6

Phoneme Substitution

max. = 15 115
Spoonerism
max. = 20 140

Consonant Segmentation
max. = 30 198

SD

26

19

25

41

% Cor

88%

94%

97%

92%

77%

70%

66%

Mean

124

GRADE 4
SD % Cor
18 26 90%
224 14 97%
157 11 98%
174 16 97%
128 23 85%
166 48 83%
225 38 75%

Chapter 6.2.2 The relationship between phonological awareness skills and

literacy skills in Greek.

Prior to statistical analysis, routine screening procedures were employed to

ensure that the raw score distributions conformed to the assumptions which underlie

the use of inferential parametric statistics. Moderate to substantial departures from

normality were observed on most individual phonological awareness measures. The

necessary logarithmic, inversion, and square root transformations were applied as

appropriate to reduce skewness, much of which was due to ceiling effects, to reduce

the number of outliers, and improve the normality, linearity, and homoscedasticity of

residuals (Tabachnick & Fidell, 1996). Logarithmic transformations were used on the
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phoneme counting and phoneme substitution tasks, while inversion transformations
on the phoneme deletion, syllable counting and deletion tasks. Only one measure,
consonant segmentation, was not sufficiently skewed to require transformation. Af-
ter the above transformations, the transformed scores were checked once again for
skewness and then transformed into standardized scores for each grade separately.
The standardized scores were then used in the subsequent partial correlation, princi-
pal component, and regression analyses.

Partial correlations (controlling for age and IQ) between the seven phonologi-
cal awareness tasks, reading and spelling were conducted to examine the interrela-
tionships between these seven phonological awareness measures, and their predictive
relationship to literacy development in the Greek language (see Table 6.2). Highly
significant correlations were obtained between reading and phoneme deletion (r= .44,
p<.000) spoonerisms (r= .42, p=.000), and phoneme substitution, (r= .34, p<000).
The same variables showed the highest correlations with spelling ability (r= 39; .50,
& .37, respectively, p<.000 in all. The consonant segmentation and syllable deletion
tasks, on the other hand, vyield relatively low, though significant correlations with
both reading (r = .27 & .25, p<.01) and spelling (r = .29, p<.01). Neither syllable
counting nor phoneme counting correlated with reading or spelling ability or the

other phonological awareness tests, possibly because of ceiling effects.
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Table 6.2: Partial correlations between phonological awareness tests (controlling for
IQ & age), and reading and spelling.

BOTH GRADES

Reading Phon Cnt  Phon Del Phon Sub Spooner Syll Cnt Syll Del Cons Seg

Phon Cnt 13

Phon Del 44 21

Phon Sub  34*** 30" 46

Spoon 42 24" 44 63"

Syll Cnt 17 14 09 1 07

Syll Del 25 08 48 28" 16 26"

Cons. Seg  27* 04 25 35 24* 07 21

Spelling 65" 14 39 37 50 26" 29 29"

= = p<00L, * = p<0l, * = p<.05

Interesting changes in the pattern of relationships between reading or spelling
skill and the different phonological awareness tests are evident when one looks at
the two grades separately. In grade 2 (see Table 6.3), the tests with the highest and
most significant correlations to reading are the consonant segmentation test ( r= .38,
p<.01l) and the phoneme deletion test (r=.38, p<.01). All the other phonological
awareness tests in this grade, including that of the spoonerism test, had very low
and/or non significant correlations to both reading and spelling.

In grade 4, (see Table 6.3, lower part) on the other hand, the pattern of rela-
tionship changes as the spoonerisms test has the highest and most significant corre-
lation with both reading (r=.64, p<.001) and spelling (r=.68, p<.001).. The phoneme
deletion and substitution tests in this grade appear to be highly related to both
reading and spelling skills, having even higher correlations than in grade 2. In con-
trast, the consonant segmentation test in this grade, is not related at all to reading

as it was in grade 2.



127

Table 6.3: Summary of partial correlations between phonological awareness tests,
reading and spelling for Grade 2 and Grade 4 (controlling for IQ and Age).

GRADE-2

Reading Phon Cnt Phon Del Phon Sub Spoon Syll Cnt Syll Del  Cons. Seg

Phon Cnt 12

Phon Del. .38 =+ 20

PhonSub. 31 * 22 42+
Spooner. 19 16 30° 65

SyllCnt. 17 13 04 04 -06

SyllDel 21 07 45 33+ 05 20

Cons.Seg. 38+  -06 33 39 27 -13 09

Speling  53** 07 30 29 3 17 1 21

“+ _ p000L, * = p0Ol; * = POO5

GRADE-4

Read Phon Cnt Phon Del Phon Sub Spoon Syil Cnt Syl Del Cons. Seg

Phon Cnt 17

Phon Del. .49 * 23

Phon Sub. .39 ** 38" 50

Spooner. * .64 **x 35" 58 61**

Syll Cnt. 27 14 17 19 23

SyliDel 32 % 10 53 23 30 31

Cons. Seg. 22 14 21 33 22 25 32

Spelling 81 22 51 47 68 35* 43 33+

** = p000L * = p001; * = P0O5

A principal component analysis with oblique (oblimin) Rotation was used to
explore the structure of phonological abilities tapped by the seven phonological
awareness measures. A two-factor solution gave a clear and easily interpreted
structure (see Table 6.4). The first factor (eigen value = 3.01) had strong loadings

from the tests of phoneme counting, phoneme deletion, phoneme substitution,
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spoonerisms, and consonant segmentation, accounting for 43% of the observed vari-
ance. The tasks of syllable counting and syllable deletion, on the other hand, loaded
highly on Factor 2 (eigen value = 1.03), accounting for 14% of the variance. Factor

1 was interpreted as a phoneme factor while Factor 2 as a syllable factor.

Table 6.4: Rotated factor loadings for the seven phonological awareness tasks.

FACTOR 1 FACTOR 2
1. Phoneme Counting 51 06
2. Phoneme Deletion 69 17
3. Phoneme Substitution .88 -05
4. Spoonerisms 87 -16
5. Consonant Segm. 58 .02
6. Syllable counting -11 89
7. Syllable deletion » 30 62

Chapter 6.2.3 Concurrent predictors of reading and spelling ability in Greek:
phonological awareness measures.

A series of fixed-order hierarchical regression analyses were conducted to
examine the predictive relationship of the seven phonological awareness tasks with
reading and spelling ability. Since the pattern of correlations was different for the
two grades, regression analyses were conducted for each grade separately and not
across the whole sample. Hierarchical regression analyses were also conducted with
mathematical skills as a dependent variable to assess the specificity in the relation-

ship between phonological awareness skills and literacy attainment.
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Chapter 6.2.3.1 Predicting reading ability.

Table 6.5 summarises the results of two sets of regression analyses contrast-
ing the predictive validity of syllable awareness skills and phonemic awareness skills.
The first two steps in these and all the subsequent analyses were identical. Age and
IQ were controlled by a forced entry in the first step of the regression equation.
Since most of the phonological awareness tasks in this study involved a memory
component (i.e. remembering the sequence of phonological segments in words), the
measure of verbal short term memory was entered in the second step to control for
differences in verbal STM skills. The predictive validity of phoneme and syllable
awareness tasks was contrasted using two factor scores as predictors: ie. a syllable
and a phoneme factor score. Based on the results of the principal component
analysis (seeTable 6.4), the syllable factor score comprised the total number of cor-
rect responses on the syllable counting and syllable deletion tasks, while the pho-
neme factor score the total number of correct responses on the five phonemic
awareness tasks used in the test battery. The order of entry of these two factor
scores was altered in the first two sets of regressions. In SET A (see Table 6.5, 3
step), the syllable factor was put ahead of the phoneme factor score. In SET B the
order of entry was reversed to see if the phoneme factor will make an independent
contribution over and above that made by the syllable awareness tasks (see Table

6.5, 4th step).
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Table 6.5: Summary of fixed order regression analyses contrasting the predictive
validity of syllabic and phonemic awareness skills - READING ABILITY.

GRADE -2 GRADE -4
R2Ch Sig. R2Ch Sig
1 Age&IQ 14% 009 Age & IQ 16% 004
2 Verbal STM 5% - Verbal STM 20% 000
SET A
3  Syllable Factor 3% - Syllable Factor 6% 01
4 Phoneme Factor 11% 003 Phoneme Factor 8% .002
SETB
3 Phoneme Factor 13% 001 Phoneme Factor 13% .000
4  Syllable Factor 1% - Syllable Factor 1% -

On the whole, the results of these two sets of regression analyses reveal the
low predictive validity of syllabic awareness skills in predicting reading skill in Greek.
In most cases, the syllable factor score did not make any significant contribution to
predicting reading attainment, even when it was put in the first steps of the regres-
sion equation. The only case where syllable awareness predicted reading skill was in
grade-4, accounting for 6% (p<.01) (see Table 6.5, SET A, right column). Its contri-
bution, however, was not significant when the syllable factor score entered the re-
gression equation after the phonemic awareness skills (see Table 6.5, SET B, 4th
step).

Because of the low predictive validity of the syllable awareness skills, the
syllable factor was excluded from the subsequent hierarchical regression analyses
which aimed to establish the predictive value of the five phonemic awareness tasks
used in the study. Five sets of regression equations were used for this purpose,
placing each time the variable of interest in the last step of the regression to see if it
would make an independent prediction from the previous measures (see Table 6.6

SETS C, D, E, F, G). The order of entry of all predictor variables was also alter-
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nated at the same time to check: a) whether each of the five measures would yield
any predictive relationship with the dependent variable; and b) to examine in more
depth the interrelationship between highly intercorrelated variables (e.g. phoneme

deletion, phoneme substitution, spoonerisms).

Table 6.6: Summary of fixed order regression analyses for all individual phonemic

awareness tests - READING ABILITY.

GRADE -2 GRADE -
4
R2Ch Sig. R2Ch Sig
SETC
1 Age&IQ 14% 009 Age & IQ 16% 004
2  Verbal STM 5% - Verbal STM 20% 000
3  Phon. Sub. 6% 03 Phon. Sub. 6% 02
4  Spoonerism - - Spoonerism 14% .006
5 Phon. Del 6% 03 Phon. Del 1% -
6 Cons. Seg 4% 05 Cons. Seg - -
7) Phon. Cnt - - Phon. Cnt -
SETD
3  Phon. Cnt 10% 004 Phon. Cnt 3% -
4  Phon. Del. Phon. Del. 8% 005
5  Phon. Sub. 2% - Phon. Sub. 1% -
6  Spoonerism - - Spoonerism 9% 001
7) Cons. Seg 5% 05 Cons. Seg - -
SETE
3  Spoonerism 2% - Spoonerism 19% .000
4  Phon. Sub. 1% - Phon. Sub. - -
5 Cons. Seg 6% 02 Cons. Seg - -
6  Phon. Del 1% - Phon. Del 1% -
SETF
3 Cons. Seg 10% 004 Cons. Seg 1% -
4  Phon. Del 5% 03 Phon. Del 9% .003
5  Spoonerism - - Spoonerism 10% .000
6  Phon. Sub. 1% - Phon. Sub. - -
SET G
3) Phon. Del 10% 004 Phon. Del 10% 002
4( Phon. Sub. 2% - Phon. Sub. 1% -
5) Cons. Seg 1% 05 Cons. Seg - -
6) Spoonerism - - Spoonerism 10% 000
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Significant differences in the pattern of prediction were observed for grades
2 and 4. In grade-2 (see left column of Table 6.6), the most reliable predictor of
reading ability proved to be the consonant segmentation task, accounting for a
unique proportion of variance in reading (R2Ch = 5%, p<.05), even after differences
in all the other phonemic awareness tests have been controlled for (see SET D).
The phoneme deletion task was also predictive of reading skill in most analyses, but
it failed to make an independent contribution once it was entered after all the other
three phoneme awareness tasks (see SET E). The tasks of spoonerism and pho-
neme substitution were not reliable predictors of reading ability in grade-2. Pho-
neme substitution appeared to share some common variance with phoneme deletion,
spoonerism and consonant segmentation, indicated by the significant and the high
intercorrelations between them and the failure of any of these tasks to predict
reading ability independently of the other (see Sets D, E, F, G).

Regression analyses carried out for grade-4 children (see Table V, middle
column), on the other hand, revealed that the most reliable predictor of reading skill
at age 9 was the spoonerism test. While phoneme substitution (see SET C) and
phoneme deletion (see SET G) were predictive of reading attainment when they
were entered in the first steps of the regression equation, their contribution was not
significant once they were entered after the spoonerism test (see SET E); which ac-
counted for a unique and highly significant proportion of variance (R2Ch = 10%,
p<.001) even when the effects of all the other phoneme awareness measures have
been accounted for (see SET G). Phoneme substitution and consonant segmentation
did not prove to be reliable predictors of reading ability. The contribution of con-

sonant segmentation was not significant in any of the analyses; while that of pho-
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neme substitution was significant only when it was entered as the 3rd step of the

regression equation ahead of all the other predictors (SET C).

Chapter 6.2.3.2 Predicting spelling ability.

A series of multiple fixed-order regression analyses were alo conducted for
spelling ability to examine the predictive relationship of all seven phonological
awareness tasks with the second main dependent variable of the study. Once again,
differences in age, non-verbal ability and verbal STM skills were controlled in the
first two steps of the regression equations. The first two sets of regression equa-
tions aimed to contrast the predictive validity of syllabic awareness and phonemic
awareness skills (see Table 6.7). As with the statistical analyses for reading ability, a
syllable factor score and a phoneme factor score were used as predictors in these
two sets of regression equations (SET A & SET B in Table 6.7). In these analyses
too, the phonemic awareness factor proved a much more powerful predictor of
concurrent spelling attainment, in both grades. In most cases the syllable awareness
factor did not make any significant contribution to predicting spelling ability, even
when it was put in the first steps of the regression equation. The only case in which
the syllable factor made a significant contribution was in grade-4, accounting for
16% (p< .001) when it was entered ahead of the phoneme factor. Its contribution,
however, was significantly reduced once the syllable factor was entered after the

phoneme factor, accounting for 5% of the variance (p< .01).
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Table 6.7 Summary of fixed order regression analyses contrasting the predictive
validity of syllable and phoneme awareness skills - SPELLING.

GRADE 2 GRADE 4
R2Ch Sign. R2Ch Sign.
Age & 1Q 29% 000 q -
Verbal STM - - 18 000
SET A
Phoneme Factor 10% 003  Phoneme Factor 24% 000
Syllable Factor 1% - Syllable Factor 5% 01
SETB
Syllable Factor 3% - Syllable Factor 16% 000
Phoneme Factor 8% 005 Phoneme Factor 13% 000

The predictive validity of phoneme awareness tasks was examined in a series
of regression analyses (summarized in Table 6.8), after the exclusion of the syllable
factor. The order of entry of all predictor variables was altered to examine the ef-
fects of each phoneme awareness test on spelling attainment (see Table 6.8). The
first set of this group of regression analyses (Set C) aimed to assess the contribution
of consonant segmentation skills, putting phoneme counting ahead of phoneme dele-
tion (34 & 4th step). The second set of regression equations (Set D) assessed the
predictive validity of the spoonerism test, while putting at the same time phoneme
deletion (3rd step) ahead of phoneme counting (4th step Set D). The third set of
regressions (Set E) examined the predictive validity of phoneme deletion, putting
phoneme substitution ahead of spoonerism. The fourth set (Set F) aimed to assess

the predictive validity of phoneme substitution, while putting phoneme deletion
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ahead of spoonerism. The final set of regression analyses aimed to see which pho-
nological awareness tasks would continue to make an independent contribution to

predicting spelling, once the effects of the spoonerism test have been accounted for.

Table 6.8: Summary of fixed order regression analyses for all phoneme awareness
tests - SPELLING ABILITY.

GRADE -2 GRADE 4
BR2Ch Sign. %R2Ch Sign
SETC
1 Age&IQ 29% 000 Age & IQ 4% -
2 Verbal STM - - Verbal STM 18% .000
3  Phon. Cnt Phon. Cnt 5% 05
4  Phon. Del 6% 02 Phon. Del 11% 002
5 Phon. Sub. 2% - Phon. Sub. 3% -
6  Spoonerism 2% Spoonerism 12% .000
7 Cons. Seg 1% - Cons. Seg 2% -
SETD
3  Phon. Delt 7% - Phon. Del 14% .001
4  Phon. Cnt. - 02 Phon. Cnt. 2% -
5  Phon. Sub. 2% - Phon. Sub 3% -
6  Cons. Segm - - Cons. Segm 2% -
7  Spoonerism 2% - Spoonerism 12% .000
SETE
3  Phon. Sub 6% 02 Phon. Sub 12% 001
4  Spoonerism 2% - Spoonerism 17% 000
5 Phon. Cnt - - Phon. Cnt - -
6 Cons. Seg 1% - Cons. Seg 2% -
7  Phon. Del 3% - Phon. Del. 1% -
SETF
3  Phon. Del 7% 01 Phon. Del. 14% 01
4  Spoonerism 1% 05 Spoonerism 16% .000
5 Cons. Seg - - Cons. Seg 2% -
6 Phon. Cnt. - - Phon. Cnt. - -
7  Phon. Sub. - - Phon. Sub. -
SET G
3  Spoonerism 7% 01 Spoonerism 28% .000
4  Phon. Del 4% - Phon. Del. 1% -
5 Cons. Seg - - Cons. Seg 2% -
6  Phon. Sub. - - Phon. Sub. - -
7  Phon. Cnt. - - Phon. Cnt. - -

On the whole, the above regression analyses show that the most powerful predictors
of spelling ability in Greek were the phoneme deletion and spoonerism tests. In

grade 2, the tests of phoneme deletion (R2Ch = 6%, p<.05, SET B), phoneme substi-
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tution (R2Ch = 5%, p<.05, Set C) and spoonerism (R2Ch = %, p<.001) were all pre-
dictive of spelling skill, but none of them made an independent contribution, once
the effects of all the other tests have been taken into account (see SET C, E, D, left
column, last step). These three measures appeared to share some common vari-
ance with each other, as in most cases their predictive power varied according to
the previous order of entry. The same results were also observed in grade-4, with
the notable exception of the spoonerism test (see Set, B, C, D, E), which was the
only measure which accounted for a unique amount of variance over and above the
one accounted by all the other phonological awareness tasks (R2Ch= 12%, p<.001)
(see Table 6.8, SET D, right column). It is also worth noting that once the spooner-
ism test was entered ahead of all the other correlated tests, none of them signifi-
cantly predicted spelling skill either in grade-2 or in grade-4 (see Table 6.8, SET G,

left and right columns).

Chapter 6.2.3.3 Predicting mathematical skills (control condition)

To assess the specificity of the relationship between phonemic skills and lit-
eracy phonological awareness tasks and mathematical skills a series of regression
analyses were performed with the BAS subtest of basic number skills as the de-
pendent variable. Table 6.9 summarizes the main regression analyses for grade-2

and grade-4.
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Table 6.9: Summary of hierarchical order regression analyses for mathematical
skills

GRADE-2 GRADE-4

Variable R2Ch Sign Variable R2Ch Sign
Age & IQ 17% 003 Age & IQ 14% 01
Verbal STM - - Verbal STM 1% -
Syllable Counting. - - Syflable Counting - -
Syllable Deletion - - Syllable Deletion 5% 05
Phoneme Counting - - Phoneme Counting - -
Phoneme Deletion - - Phoneme Deletion - -
Phoneme Substitution - - Phoneme Substitution 8% 01
Spoonerisms - - Spoonerisms - -
Consonant Segment. - - Consonant Segment. - -
Phoneme Counting - - Phoneme Counting 2% -
Phoneme Deletion - - Phoneme Deletion 4% -
Phoneme Substitution Phoneme Substitution 7% 02
Spoonerisms - - Spoonerisms 4% -
Consonant Segment. - - Consonant Segment. - -
Syllable Counting. - - Syllable Counting - -
Syllable Deletion - - Syllable Deletion 5% .05

The results from the first group of analyses (grade-2, left column) indicate
that none of the seven phonological awareness tasks predicts mathematical skills.
However, in grade-4, the tasks of syllable deletion (R2Ch = 5%, p<.05) and pho-

neme substitution (R2Ch = 8%, p<.05) predicted mathematical skills.

Chapter 6.3 Summary of results

The regression analyses revealed that the strongest predictors of reading in
Grade-2 were the consonant segmentation and phoneme deletion tasks, and of
spelling the phoneme deletion, phoneme substitution and spoonerism tasks. By con-
trast none of the phonological awareness measures predicted the development of
mathematical skills. In grade-4, the strongest predictor of concurrent reading or

spelling attainment proved the spoonerism measure.
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The present results indicate that young readers of Greek have high levels of
phonological awareness skills at an early stage in their development. A high degree
of competence was exhibited in the manipulation of the phonological structure of
words even by grade-2 (7 year-old) children in most of the phonological awareness
tasks, with performance being at ceiling on the syllable counting and syllable deletion
tasks as well as approaching ceiling in the phoneme counting and phoneme deletion.
Fourth graders exhibited even higher degrees of competence. The only tests which
appeared to challenge the phonological skills of Greek readers were the more diffi-
cult tasks of phoneme substitution, spoonerism, and consonant segmentation. The
mean accuracy score in these tasks ranged from 66% to 77% at grade-2, while from
75% to 85% at grade-4.

Although the present study was not designed to directly assess cross-
language differences in the development of phonological awareness skills, the high
degree of accuracy on the part of Greek readers on most phonological awareness
tasks needs to be emphasised, given the evidence that English-speaking children of
the same age find the same tasks significantly harder. Nation and Hulme (1997), for
instance, report a mean accuracy score of 24% on a phoneme counting task at
grade 1, a mean of 50% at grade-3, and a mean of 75% at grade-4. In the present
study, Greek children obtained a mean accuracy score of 88% at grade-2, and 90%
at grade-4. In a number of studies, grade-2 English-speaking children have also con-
sistently been reported to achieve a mean accuracy score of 70% on phoneme dele-
tion tasks (Wagner et al, 1993, 1994; Muter & Snowling, 1998) which stands in stark
contrast to the 94% of the second graders of the present study.

In accordance with evidence from other studies (Lundberg, Frost & Peterson,

1988; Hoien, Lundberg, Stanovich, & Bjaalid, 1995), two phonological awareness fac-
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tors accounted for performance on the phonological awareness tasks: a phonemic
factor and a syllable factor. Of the two, the phonemic factor ]:;roved the most reli-
able predictor, as the syllable counting and syllable deletion tasks failed to predict
literacy skills in most instances since performance was at ceiling. In general, the
spoonerism and phoneme deletion tasks proved the most reliable predictors of
reading skill. Some interesting changes in the pattern of prediction, however, were
observed with age. The phoneme deletion and consonant segmentation tasks were
the most significant predictors of concurrent reading attainment at age 7, while the
spoonerism task the most significant predictor at age 9.

This pattern of predictive relationships presents some interest from a cross-
linguistic point of view. Phoneme counting and deletion tasks are used in the English
language as reliable diagnostic tools and as reliable predictors of literacy skills from
about the age of six years onwards. Muter & Snowling (1998), for instance, have
found the phoneme deletion task to be one of the most powerful concurrent and
longitudinal predictors of reading skill at age 9. Similar results have also been re-
ported by Nation & Hulme (1997) in a phoneme counting task with 6-, 8-, and 9-
year-old English-speaking children. In the present study, phoneme counting did not
predict reading or spelling ability at all. Phoneme deletion, on the other hand,
proved a reliable predictor of concurrent reading attainment at age 7 (grade 2) but
not at age 9 (grade -4), once differences in other phonological tasks have been con-
trolled for. Overall, the spoonerism task was the most powerful predictor of reading
and spelling skill at age nine even when STM was controlled.

One plausible explanation for the stronger relationship between phonological
skills and reading in older children is the reciprocal effects of literacy on phonologi-

cal awareness. In addition, the greater emphasis placed by the Greek methods of
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reading instruction on the development of segmentation skills at the level of syllables

or individual phonemes might play a role (cf. Wimmer, 1993).

Recently, Snowling and Hulme (1994) have made the claim that the impor-
tance of conscious awareness of phonological structure for learning to read may
have been over-stated, based on evidence that, in some cases (e.g. children with
Down’s syndrome), children may develop age appropriate reading skills in spite of
their difficulty with phonological awareness tasks (Cossu, Rossini, Marshall, 1993).
Thus, Snowling and Hulme (1994) concluded that phonological awareness are at best
indirect measures of the phonological processes that are acquired for learning to
read (p.25). The results of the present study offer some support for this claim, since
it suggests that the linguistic environment affects the development of metapho-
nological awareness skills. The role of phonological processing skills which do not
require conscious awareness plays in the assessment of children’s’ underlying pho-

nological abilities in Greek is examined in the next chapter.

The assessment of phonological awareness skills in the present study included
a newly developed test which assessed children’s consonant segmentation skills, by
means of a spoken syllabification task (see Chapter 5). This test was used as an
additional indicator of children’s phonological skills and another possible predictor of
reading skill in Greek. Children were asked to syllabify words orally and in this way
to try and segment the consonantal sequences that were present in one of the
words’ syllable boundaries into phonologically acceptable ways (e.g. as in e-lec-tri-ci-
ty). The prediction was made that children who are sensitive to the phonological

constraints of their language will be able to detect faster which letter sequences in a
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word are ‘permissible’ or not, and in this way will be more competent and faster in
decoding consonant clusters or words than children who lack this type of sensitivity.
The results of the present study indicated that the ability to segment consonantal
sequences was predictive of concurrent reading attainment at age 7 (grade-2) but
not at age 9 (grade-4). At grade-2 the consonant segmentation task was the only
test which made an independent contribution to the prediction even when differ-
ences in all the other phonological awareness skills have been controlled for. The
lack of any predictive relationship in grade 4 was however not surprising because
during the third and fourth year of reading instruction Greek children receive explicit
instruction on how to segment words into syllables and how to identify - with the
help of some standard grammatical rules - which consonantal sequences are permis-

sible or not.

The present set of analyses examining the role of phonological awareness
skills to the development and prediction of reading and spelling abilities in the Greek
language also included a control condition in which mathematical skills acted as a
dependent variable. The results of regression analyses for mathematical skills indi-
cated that few of the phonological awareness measures predicted arithmetic skills.
The only exception was in grade-4 where the syllable deletion and phoneme substi-
tution tasks accounted for some variance in arithmetic skill. At first sight, these
findings are difficult to explain. However, the absence of any verbal ability test in
the testing protocol of this study precludes testing the hypothesis that these skills

tap verbal abilities that are crucial for the development of mathematical as well as

of reading skills.
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On the whole, the evidence presented in this chapter indicates that pho-
nological awareness skills are important to the development of reading and spelling
abilities, even in languages with very regular orthographies. However phonological
awareness abilities appear to develop more easily in readers of such languages. The
next chapter reports an assessment of the importance of a number of phonological
processing skills to reading and spelling development and contrasts them to pho-

nological awareness measures.
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Chapter 7. THE ROLE OF PHONOLOGICAL PROCESSING
SKILLS

Chapter 7.1 Introduction

"Learning to read requires integrating a system for processing written words
with one that already exists for processing spoken words® (Snowling, 1996, p4).
Research evidence indicates that one of the most crucial elements in the develop-
ment of both these systems is the development of intact input and output pho-
nological processes and the development and storage of appropriate phonological
representations (Stackhouse & Wells, 1997). For many years, phonological aware-
ness tasks have been used as major tools of assessing children’s phonological skills
(e.g. Bruce, 1964; Lieberman et al, 1974). However, recently research inquiry has-
gradually moved to finer distinctions not only between different levels of phonologi-
cal awareness skills (ie. at the level of syllables, onset-rimes, or phonemes), but also
between different kinds of phonological processing skills (ie. distinction between
phonological awareness, phonological coding in working memory, phonological re-
coding in lexical access (Wagner & Torgesen,, 1987).

Within this theoretical framework, the present set of analyses set out to in-
vestigate the importance of various phonological processing skills in the development
of literacy skills in the regular Greek orthography at age 7 and age 9. Given the
recent concerns about the over-stated importance of phonological awareness tasks
in the assessment of the quality of underlying phonological representations (Snowling
& Hulme, 1994) and the evidence indicating the impact of the regularity of the
Greek language on the diagnostic sensitivity of many phonological awareness tasks

(see Chapter 6), a major objective was to establish whether the predictive power of
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other phonological processing measures, not requiring conscious awareness, would
also vary in a regular orthography.

To this purpose, seven phonological processing tasks, namely, a speech rate
task, a verbal STM task, four rapid naming tasks & a nonword reading task were
administered to all 132 participants of this study. These analyses contrast their
predictive relationship to literacy skills at age 7 and age 9 with that of phonological

awareness.

Chapter 7.2 Results.

Chapter 7.2.1 The relationship between nonword reading, speech rate, rapid
naming, verbal STM, phonological awareness and literacy skills in Greek

Descriptive statistics of all major phonological processing measures are given
in Table 5.3 and Table 54. To allow comparison between tasks, composite scores
were used for the phonological awareness measures!, and the four rapid naming
measures. Mean reading time per word was used for the nonword reading; the av-
erage words per second for the speech rate; and the average words remembered in
the 3 syllable lengths in the verbal STM task (see chapter 5).

Pre-analyses screening procedures were used, identical to those reported in
Chapter 6 for the individual phonological awareness tasks. After the necessary
logarithmic (nonword reading; phonological awareness; rapid naming) and square root
(verbal STM) transformations, all scores were transformed to standardised scores for

each grade separately and then used in the subsequent analyses.

1 The total score across five phonological awareness tasks remaining after the exclusion of phoneme
and syllable counting tasks (see chapter 5).
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Partial correlations (controlling for age & IQ) between all the main experi-
mental measures were conducted to examine the interrelationships among all vari-
ables in question and their relationship to reading and spelling.

Some interesting changes in the pattern of relationships were observed when

carrying out correlations for each grade separately (see Table 7.1).

Table 7.1: Correlation matrix for grade-2 (below diagonal line) and grade 4 (above
diagonal line) children

GRADE-4
Read Spell BAS Nonw Phon. Rapid Sp. STM1  Synt.
Read. Awar. Rate Awar.
Reading 81 51t 92t 55 66™ 62 48 43
Spelling 53 5O T 64 5o e 44" 53w
BAS 10 32+ 49 43 A7 26* 12 28*
Nonword R. 90  40* -04 45 67 58 46 36
Phon. Awar 48" 39* 19 38* 56 53" 39" 42+
Rapid Nam. 30* 01 09 34 14 65" 37 35*
Speech Rate 41" 31 18 35* 29 39 32 54*
STM1 - 24 01 03 26" 25" 11 39 48
Synt. Awar, 27 13 27 15° 48 16 43" 54

GRADE 2 ~*p0.001, * p0O1; * PDO5

First, the correlation between spelling ability and reading ability significantly
increased with age (r=.53, p<.001 at grade-2 and r=.81, p<001 at grade-4). The cor-
relation between nonword reading and reading ability, on the other hand, remained
identical irrespective of differences in age (r= .90 & .92 respectively, all being signifi-
cant at the p<001 level). Of the four phonological processing tasks, the measure
with the highest correlation to reading or spelling ability at grade-2 was phonological
awareness (r=.48, p<00], & r=.39, p<0l, respectively); with that of speech rate

(r=41, p<01) and rapid naming (r=.30, p<.05) vielding a significant correlation with
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reading but not with spelling ability. At age 9 (grade-4), however, rapid naming and
speech rate were the measures with the highest correlation with reading ability
(r=.66, p<001 & r= .62, p<.00], respectively). Phonological awareness on the other
hand yielded a somewhat lower though significant correlation (r= .55, p<.001). Sig-
nificant differences with age were also observed for the measure of verbal STM. A
low and nonsignificant correlation of STM with reading and spelling ability was ob-
tained at grade-2 (r=24 & r=.01, ns, respectively), but it was significant at grade-4

(r=.48, p<.001 for reading & r=.44, p<.001 for spelling).

Chapter 7.2.2 Phonological processing skills as predictors of reading attain-
ment in a regular orthography.

Chapter 7.2.2.1 Predicting reading attainment

Hierarchical multiple regression analyses were used to examine the predictive
relationship of the different phonological processing skills.

All five regressions, summarised in Table 7.2, shared the same first step to
take out the effects of age and IQ. Then the order of entry of each variable was
altered to determine the exact amount of variance contributed by each variable, by
placing it at the last step of each of the regression equations (see Sets A, B, C, D:
5th step). In Set A, verbal STM (2 step) was put ahead of phonological awareness
(3rd step) to control for differences in STM skills which form a strong component of
the tests used in the phonological awareness composite score. Phonological aware-
ness was also put ahead of speech rate (4th step) and rapid naming (5t step) to con-
trol for differences in phonological awareness skills. Then the order of these last

two (Set A & B), and all the other measures (see Set C & D) was altered to see if
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they would still make an independent contribution after differences in all the other
measures had been accounted for. The first four steps of Set C, D, & E were iden-
tical to those reported in the McDougall et al, (1994) study! to make the examina-
tion of the role of speech rate in English and Greek languages comparable. Set F
aimed to examine whether the non significant contribution of phonological aware-
ness in Grade 4 (see Set D, middle column) was primarily due to the very significant
contribution of the two ‘speeded’ measures of rapid naming and speech rate, rather
than of the combined effect of these two measures and that of verbal STM (see Set
D).

Nonword reading was excluded from all these analyses because of its very
high correlation with reading ability. Such a high and consistent correlation across
the two ages (r= .90 & r= .92), in conjunction with the very high degree of accuracy
of most Greek readers on this test suggested that the nonword reading measure
was a task identical to reading and therefore not a very informative measure as a
predictor of reading in the regular Greek orthography.

Regression analyses carried out for each grade separately revealed interesting
changes in the pattern of prediction with age. Phonological awareness proved to be
the most significant predictor of reading ability at age 7 (grade 2), accounting for
the most significant amount of variance even when it was entered at the last step of
the regression equation (R2Ch= 10%, p<.01, Set D, left column of Table 7.2).
Speech rate also proved a significant and independent predictor of reading ability at
age 7, (R2Ch= 4%, p= .05). Rapid naming did not make an independent contribution

to predicting reading ability, once other phonological skills have been statistically

1 The only difference being the use of five phonological awareness tasks in the present study, instead
of the two (ie. rhyme discrimination, phoneme deletion) used in the McDougall et al, (1994) study.
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controlled (R2Ch= 2%, ns, Set A) and verbal STM did not predict reading ability at

all (R2Ch= 0%, ns, Set C).

Table 7.2: Summary of fixed order regression analyses for READING.

GRADE -2 GRADE -4
R2Ch Sign. R2Ch Sign
SET A
1 Age&lIQ 14% 009 Age & IQ 16% 000
2  VerbalSTM 5% - Verbal STM 20% 000
3  Phon Awar. 13% 001 Phon Awar. 1% 001
4 Speech R 8% 008 Speech R 12% 000
5 Rapid Nam 2% - Rapid Nam 5% 006
SETB
2 Phon Awar. 15% 001 Phon Awar. 23% .000
3 STM 2% - STM 7% 006
4 Rapid Nam 6% 02 Rapid Nam 14% 000
5 Speech R 4% 05 Speech R 3% 02
SETC
2 Phon Awar. 15% 001 Phon Awar. 23% .000
3 Speech R 10% 003 Speech R 15% .000
4 Rapid Nam 2% - Rapid Nam 6% 004
5 ST™ - - STM 3% .03
SETD
2 SpeechR 16% 001 Speech R 32% 000
3 STM 1% - STM 8% 002
4 Rapid Nam 2% - Rapid Nam 7% .002
5 Phon Awar. 10% 002 Phon Awar. 1% -
SETE
2 STM 5% - STM 20% 000
3 SpeechR 10% 004 Speech R 20% .000
4  Phon Awar 10% 003 Phon Awar 3% -
5 RapdN 2% - Rapid N 5% 007
SETF
2 Rapid Nam 11% 02 Rapid Nam 37% .000
3 SpeechR 9% 007 Speech R 5% .007
4  Phon Awar 11% 002 Phon Awar 2% -
5 STM - - STM 3% 02

At age 9, however, it was the measure of rapid naming which accounted for
the most statistically significant amount of variance (R2Ch= 5%, p<.01, Set A right
column). By contrast, the measure of phonological awareness failed to predict any
independent variance in reading once differences in rapid naming and speech rate

were taken into account (see Set F). In contrast to age 7, verbal STM at age 9
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predicted a unique amount of variance (R2Ch= 3%, p<.05, Set C). Speech rate
proved an independent and consistent predictor of reading ability (R2Ch= 3%, p<.05,

Set C), regardless of the order of entry.

Chapter 7.2.2.2 Predicting spelling attainment.

Identical regression analyses to those reported above were also performed
for spelling to determine the cognitive determinants of spelling ability in the regular
Greek language. The most significant regression analyses are summarised in Table

73.

Table 7.3: Summary of fixed order regression analyses for SPELLING.

GRADE -2 GRADE -4
R2Ch Sig. R2Ch Sig
SET A
1 Age&IQ 29% .000 Age & IQ 6% 000
2 Verbal STM - - Verbal STM 18% 000
3 Phon Awar. 8% .005 Phon Awar. 21% .000
4 SpeechR 6% 02 Speech R 8% .000
5 Rapid Nam - - Rapid Nam - -
SETB
2 Phon Awar. 8% 006 Phon Awar. 35% .000
3 STMd - - STM 4% .05
4 Rapid Nam - - Rapid Nam 1% .04
5 SpeechR 7% .009 Speech R 5% .02
SETC
2 Phon Awar. 8% 006 Phon Awar. 35% .000
3 SpeechR 1% 04 Speech R 9% 001
4 Rapid Nam - - Rapid Nam - -
5 ST™ 1% - STM 2% -
SETD
2 SpeechR 7% 01 Speech R 30% .000
3 ST™M - - STM 7% 009
4 Rapid Nam 1% - Rapid Nam 2% -
5 Phon Awar. 7% 01 Phon Awar. 8% 002
SETE
2 Rapid Nam - - Rapid Nam 26 000
3 SpeechR 8% 007 Speech R 8% .005
4 STM 1% - STM 5% 02
5 Phon Awar 7% 01 Phon Awar 8% .002
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On the whole, phonological awareness and speech rate proved to be the most pow-
erful and consistent predictors of spelling ability. Both these two measures ac-
counted for an independent amount of variance in spelling ability in both grades.
Speech rate accounted for a unique 7% of the variance in grade-2 (see SET B in
Table 7.3, left column) and for a unique 5% of the variance in grade 4 (see SET B
in Table 7.3, right column). Phonological awareness accounted for a unique 7% of
the variance in grade-2 and for a unique 8% of the variance in grade-4 (see SET E
in Table 7.3, left & right columns). Rapid naming and verbal STM, on the other
hand, were not reliable predictors as their contribution was not significant once dif-

ferences in phonological awareness and speech rate have been controlled for (see

SET A & C).

Chapter 7.2.2.3 Predicting mathematical skills (Control condition).

Regression analyses carried out for mathematical skills are summarised in

Table 74.

Table 7.4: Summary of hierarchical regression analyses for mathematical skills

GRADE-2 GRADE-4
Variable R2Ch Sign Variable R2Ch Sign
SET A
Age & 1Q 17% 000 Age & IQ 14%- .002-
Verbal STM - - Verbal STM 1% -
Phonological Awar. 3% - Phonological Awar. 15% .001
Speech Rate 2% - Speech Rate - -
Rapid Naming - - Rapid Naming 9% .005
SETB
Verbal STM - - Verbal STM 1% -
Speech Rate 3% - Speech Rate 5% -
Rapid Naming - - Rapid Naming 14% .001

Phonological Awar. - - Phonological Awar. 5% 03
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None of the four phonological processing tasks predicted mathematical skills
at grade-2. At grade-4, however, rapid naming (R2Ch= 9%, p<.005, Set A) and
phonological awareness (RZCh= 5%, p<.05, Set B) did account for a statistically sig-

nificant amount of variance in basic number skills.

Chapter 7.3 Summary of regression results.

The present set of analyses evaluated the relationship between phonological
processing skills, reading and spelling in the regular Greek orthography.

The finding of a significant contribution of phonological processing skills to
the development of literacy skills in Greek accords well with findings from studies
indicating a strong and rather independent predictive relationship between pho-
nological awareness, phonological processing and the development of reading and
spelling abilities in English (e.g. Bowers, 1995; Bowers & Wolf, 1993). The present
data add to the available cross-linguistic evidence by showing that the strong predic-
tive relationship between phonological skills and literacy skills is not confined to pho-
nological awareness skills (Cardoso-Martins, 1995; Lundberg et al, 1980; Wimmer &
Landerl, 1994) but rather extends to most phonological processing skills.

The pattern of predictions changed with age. The most significant predictor
of reading ability in the regular Greek orthography at age 7 (grade 2) was the
measure of phonological awareness. Rapid naming, on the other hand, proved the
most significant predictor of reading ability at age 9 (grade 4). None of these two
measures significantly predicted reading skill at age 9 or age 7 respectively, once
differences in other phonological processing measures have been controlled for.

The above results suggest that a basic understanding of the systematic rela-

tionship between graphemes and phonemes is crucial at an early stage in literacy
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development, even in languages with a very transparent orthography. By contrast
to the evidence from the English orthography where phonological awareness is the
most potent and stable predictor of literacy skills across all ages (Wagner et al,
1993, 1994, 1997), the present findings also indicate that, at least in ‘shallow’ orthog-
raphies, the primary importance of such an awareness is developmentally limited as
the contribution of other phonological processing skills become more important as
children advance in their ability to decode words.

The claim has been made that even though phonological awareness and
rapid naming are measures with a strong phonological component, the latter should
be conceptualized primarily according to its primary emphasis on speed of process-
ing (Wolf & Bowers, 1994). In particular, Bowers (1995) has proposed that rapid
naming measures are proxies of the speed and efficiency with which the many cog-
nitive, visual, and linguistic sub-processes underlying reading are integrated. If this
hypothesis is correct, and if phonological awareness tasks are good indices of how
good children develop alphabetic reading skills (Bradley & Bryant, 1983; Snowling,
1994), then phonological awareness measures should indeed yield a very strong pre-
dictive relationship at age 7, when Greek children are still striving to master the con-
sistencies of their language. The present investigation revealed that Greek-speaking
children of this age rely heavily on a sublexical reading strategy. Due to the highly
isomorphic relationship between Greek phonemes and graphemes this route is clearly
underpinned at the phonemic level This explains why tasks assessing children’s
awareness of the segmental structure of words (ie. phonological awareness tasks) in
the present study are strongly related to the development of concurrent reading at-

tainment at age 7 (grade-2).
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The stronger contribution of rapid naming, at age 9, over the measure of
phonological awareness may also be explained by the fact that, after almost four
years of instruction and exposure to a very regular orthography, the fourth graders
in the present study should have mastered the basic alphabetic skills and moved to
higher levels of reading competence. At this later stage of development, the capa-
bility of automatic processing and, in particular, the speed with which single letter
identities are retrieved and integrated (or unitized, according to LaBerge & Samuels,
1974) into larger orthographic codes is considered to be essential for skilled reading
(Adams, 1990; Bowers & Wolf, 1993; Bowers, 1995). Given that the acquisition of
grapheme-phoneme correspondences in regular orthographies like Greek is a rather
trivial task and the development of reading skills primarily manifested in terms of
reading speed, one should expect that, at these later stages of literacy acquisition
when the development of alphabetic skills is well established and differences in
reading latencies are much more pronounced, measures of character processing
automaticity (Davis & Spring, 1988) should indeed yield a very strong and independ-
ent relationship to the fluent encoding and blending of the constituent sounds of
words. The present results appear to confirm this hypothesis.

On the whole, the argument can be made that the observed differences in
the predictive relationship of rapid naming and phonological awareness tasks in the
Greek language may be the result not only of the inherent differences in the cogni-
tive requirements of these two tasks, but also of the developmental and cross-
orthographic differences in the manifestation and assessment criteria used to attest
the development of reading abilities. In the present study, reading ability was as-

sessed in terms of differences in reading speed. In the Wagner et al, (1997) study,
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and in most of the other studies in English, the measure of reading accuracy has
been used to assess reading skills.

The present set of analyses also sought to establish the predictive validity of
two further phonological processing measures in the regular Greek language: that of
speech rate and verbal STM. Both these measures have been used in the English
language to gouge the integrity of underlying phonological representations in both
normally and abnormally developing children (McDougall et al, 1994; Snowling &
Hulme, 1994).

Speech rate was found to be an important cognitive determinant of literacy
skills in the regular Greek orthography. In all analyses, this measure made a signifi-
cant and independent contribution to predicting variance in reading and spelling
ability in Greek, irrespective of differences in age. These findings support and, at
the same time, extend McDougall et al’s (1994) claim for the importance of the
speech rate as an independent predictor of reading ability (accuracy) in English. In
the McDougall at al, (1994) study, speech rate accounted for a unique amount of
variance in reading over and above that explained by two phonological awareness
tasks (i.e. phoneme deletion and rhyme discrimination) or a verbal STM task. In the
present study, speech rate proved a very reliable predictor not only of reading abil-
ity, but also of spelling ability. Furthermore, it accounted for a statistically significant
amount of variance over and above that explained by phonological awareness, rapid
naming, and verbal STM. In most of the analyses!, speech rate also proved a much
more reliable predictor than verbal STM. The only case in which the results of the

present study did not conform to those reported by McDougall at al, (1994) was in

1 Whether identical to those carried out by McDougall et al, {1994) or not.
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grade-4, where the contribution of verbal STM remained significant even when it
was entered at the last step of the regression equation.

The independent contribution of speech rate to that made by phonological
awareness supports Snowling and Hulme’s (1994) claim that phonological processing
tasks not requiring conscious awareness (e.g. nonword repetition, speech rate) may
be more sensitive measures of the integrity of phonological representations (Muter &
Snowling, submitted). The consistency with which speech rate predicted reading or
spelling ability in the present study, in conjunction with the developmental variation
in the other phonological processing tests, suggests the universal validity of speech
rate. The later seems to be unaffected by the linguistic characteristics of the lan-
guage in which it is used.

An unexpected finding in the present study was the strong predictive asso-
ciation between measures of phonological awareness and rapid naming and concur-
rent attainment in basic number skills, at age 9. One possible explanation for this
pattern of results may be the use of the Ravens Standard Progressive Matrices In-
telligence Test for the assessment of the participants’ intellectual skills. The appar-
ent shortcoming in using this type of intelligence test in the present analyses is the
lack of any control over differences in verbal abilities, which are considered to be
essential for the development of appropriate symbolic representations of both letters
and numbers (Bialystock, 1992). Arguably, the measure of phonological awareness
may be acting in the present analyses as a measure of verbal abilities. The signifi-
cant contribution of rapid automatized naming to mathematical attainment in Greek
may also be ‘explained’ in terms of differences in processing speed. Researchers
exploring the relationship between speeded naming and literacy skills have empha-

sized the strong link between these measures and general processing speed (Kail &
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Hall, 1994). A strong predictive relationship has also been reported between proc-
essing speed and the ability to perform mathematical operations (Bull & Johnston,
1997). Examination of the underlying causes of arithmetic difficulties appear to sug-
gest the existence of profound difficulties in automating basic arithmetic facts, which
in turn have been interpreted as stemming from a speed-of-processing deficit (Bull &
Johnston, 1997).

Both of the above interpretations are speculative and further research is
needed to establish the exact relationship between verbal skills, speed of processing
and the development of mathematical skills. The independent contribution of pho-
nological awareness and rapid naming to predicting mathematical skills in the present
study and the available evidence indicating that arithmetic difficulties may be related
to phonological memory deficits (e.g. Hitch & McAuley, 1991) suggests the merit of
exploring the role of these and other phonological processing skills to the develop-

ment of numeracy skills in more depth.
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Chapter 8. THE ROLE OF SYNTACTIC AWARENESS.

Chapter 8.1 Introduction.

Having examined the role of phonological awareness and other phonological
processing skills in the regular Greek orthography, the next objective of this study
was to establish the role played by syntactic awareness in literacy development.
This examination was of particular interest because of the highly inflectional nature
of the Greek orthography.

Until recently, great emphasis has been placed on the role of phonological
skills, while the importance of other language abilities (e.g. syntactic, semantic, prag-
matic) has been mainly neglected (Bishop, 1991). As a result, our knowledge about
the developmental trends and predictive relationship between syntactic awareness
skills and literacy skills is not as detailed as is our knowledge of the relationship be-
tween phonology and literacy. Two ways in which syntactic awareness may influ-
ence reading development have been proposed. One is by enabling readers to
monitor their ongoing comprehension processes more effectively (Bowey, 1986), and
the other by helping children acquire word recognition skills (Tunmer et al, 1988)
(see Chapter 2).

Evidence from longitudinal studies (e.g. Tunmer et al, 1988); cross-sectional
studies (Gottardo, Stanovich, & Siegel, 1996; Muter & Snowling, 1998; Willows &
Ryan, 1986) and studies with clinical samples (e.g. Gillon & Dodd, 1994; Tunmer et
al, 1987) supports the existence of a strong association between syntactic awareness
skills and reading ability. However, the exact nature of the relationship and the ori-
gin of syntactic deficits is still debated. Some theorists view syntactic awareness as

a separate component of a general metalinguistic ability, and the measures used to
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operationalise this component as independent predictors of literacy skills (e.g. Tun-
mer & Hoover, 1992; Tunmer et al, 1988). Within this view, syntactic awareness
difficulties are interpreted as reflecting a more pervasive linguistic immaturity and a
direct deficit in syntactic control (Byrne, 1981, Stein, Cairns, & Zurif, 1984; Vogel,
1974). Others, however, put more emphasis on the primary importance of pho-
nological processing skills and argue that syntactic awareness measures are not in-
dependent predictors of reading ability (Gottardo et al, 1996) and that difficulties in
this domain are rather epiphenomena of a deficit at the phonological level (Mann,
Shankweiler, & Smith, 1984; Shankweiler et al, 1994-95).

One limitation of the existing studies on syntactic awareness is that the focus
of their inquiry is usually restricted to reading ability. One of the few studies that
included the examination of both reading and spelling abilities was a study by Rego
& Bryant (1993) in English. In this study, early syntactic awareness skills have been
reported to be predictive of later reading skill, but not of spelling attainment on an
‘invented spelling’ task five months later (see Chapter 2). Two more recent studies,
however, have suggested a rather different predictive relationship between syntac-
tic/grammatical awareness and the development of spelling skills. In a longitudinal
study with 6- to 11 year-old primary school children, Nunes, Bryant, & Bindman
(1997) found that performance on a grammatical awareness task predicted children’s
later success in a spelling task requiring them to use the inflectional morpheme ‘-ed’
in pseudo-verbs that were previously heard in the context of brief 2 or 3 sentence-
passages. The second study was conducted by Muter & Snowling, (1997) and it
was part of a longitudinal project examining the development of phonological and
literacy skills of 34 English-speaking children from the age of 4. In a follow up at

age 9, grammatical sensitivity (Ilinois Test of Psycholinguistic Ability Grammatic Clo-
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sure subtest) was assessed concurrently with spelling ability (using an orthographic
choice and a standardised spelling test). Phonological awareness skills were also as-
sessed using a rhyme discrimination and a phoneme deletion test. The results indi-
cated a strong predictive relationship between phoneme awareness and spelling
ability. Grammatical sensitivity was also found to be an important concurrent pre-
dictor of differences in orthographic skills but not of spelling to dictation. The lack
of appropriate control over differences in phonological skills, intelligence, and verbal
STM skills, however, limits somewhat the validity of the results of the second study,
because it is not possible to determine whether the amount explained by their
measure of grammatical sensitivity was attributed to differences in grammatical skills

or to differences in any of the other confounding factors.

The present set of analyses aimed to investigate the predictive relationship
between syntactic awareness skills and the development of reading and spelling pro-
ficiency in the regular Greek orthography, at age 7 and age 9. Consideration of the
orthographic structure of Greek prompted the hypothesis that the contribution of
syntactic awareness skills would be very useful, most especially for the development
of spelling competence. The Greek language is a highly inflected language where
the selection of the appropriate inflectional morpheme depends heavily on their
grammatical status (see Chapter 4). The selection of the appropriate grammatical
affixes in Greek nouns, for example, is not restricted to the distinction between sin-
gular and plural, as in English, but in many other instances to mark a) differences to

the gender of a noun (eg. n Bpdon=/vrisi/= tap (feminine); vs. 10 okvdi= /sk1'li/=

dog (neuter); b) differences between verbs and nouns (mave= /piann/ = to catch =
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verb; vs. [hdvo = /pianp/ = piano = noun); c) a combination of differences in the
gender and number (e.g. autoi = /a'ft1/ = these = masculine-plural vs. Auvti = /a'fti/

= ear = neuter-singular); or d) a combination of differences in the case and number

of words (e.g. autév = /a'fton/ = this = accusative-singular vs. Avtév = /a'ftpn/ =

these = genitive-plurall. The high degree of accordance between the inflectional
morpheme of the subject of a verb and all its referents in a sentence (e.g. avtd
(referent) 10 autokivntio (subject) eivar (verb) Spoppo (referent) ka1 ypryopo
(referent) = this car is nice & fast is also worth mentioning because it highlights the
high degree of interdependence between grammar, morphology and syntax, and the
crucial importance of this type of information to the selection of the appropriate
inflectional morpheme when writing Greek sentences or words. Thus, the prediction
was made that syntactic awareness would yield a significant and independent predic-
tive relationship to spelling, over and above that of phonological awareness. No
prediction, however, could be made about the contribution of syntactic awareness to
the development of reading competence because of the high degree of consistency
between graphemes and phonemes. One possibility is that the development of ap-
propriate syntactic and grammatical awareness skills may lead to an increased ap-
preciation of the morphological structure of words, and thus to an increased ability
to compose or decompose words into morphemes when reading. On the other
hand, it is possible that because of the transparency of the Greek language children
rely more on their highly successful phonological strategies (Goswami & Porpodas,
submitted; Nikolopoulos, 1994), and for reading the contribution of syntactic aware-

ness may not be as significant as that of phonological awareness.
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Chapter 8.2 Results.

Chapter 8.2.1 The relationship between syntactic awareness, reading and
spelling abilities.

According to the initial design of this study, six syntactic awareness tasks
had been planned: i.e. recalling sentences, sentence assembly, word structure, stress
assignment, distinction between feminine-masculine-neuter, & the subject-verb accor-
dance violation test (see chapter 5). Descriptive statistics of all these six syntactic
awareness tasks are given in Table 81. Because of ceiling effects and the absence
of significant differences in the performance of grade-2 and grade-4 children, the
last three tasks were excluded from the final syntactic awareness composite score

(see bottom line of Table 8.1).

Table 8.1: Means and standard deviations of individual syntactic awareness tasks.

GRADE 2 GRADE 4

MEASURES Mean (SD) Mean (SD)
Recalling sentences/ max. 78 58.6 (5.6) 636 (7.0) °
Sentence Assembly/ max. 42 274 (49) 332(48)°
Grammatical closure/ max. 32 287 (2.3) 306 (19)°
Stress assignment test/ max. 9 8.5 (0.75) 89 (0.32)
Subject-verb accordance/ max. 6 59 (0.17) 59 (0.39)

Dist: Fem.-masc-neut/ max. 6 59 (0.27) 6 (0.00)

Synt.. Awar Composite/ max. 152 114.7 (9.8) 1274 (119)°

* p«0.05, ” p<0.01, ~ p«0.001

A series of partial correlation analyses (controlling for differences in age &
IQ) were performed to examine the predictive association between the composite

score of syntactic awareness and reading or spelling ability and its relationship with
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the other phonological measures. Intercorrelations between the variables for each
grade separately (Grade 2 & Grade 4) are summarised in Table 82. A more de-

tailed account of these intercorrelations is given in Table 7.1.

Table 8.2: Summary of Partial Correlations (Controlling for age & IQ) between Experimen-
tal Variables (Grade 2; Grade 4)

Read Spell Nonw R V.STM Ph. Aw SpeechR Rapid

Synt. Awar.
Grade 2 277 13 15° 54 48 43" 16
Synt. Awar.
Grade 4 43" 53* 36™ A48 42" 54 35

(#++ p<0.001, ++p<0.01, * p<0.05)

Syntactic awareness’ correlation with reading ability was relatively low at
grade-2 (r= .27, p< .05) and significantly higher at grade-4 (r= .43, p< .001). On the
other hand, its correlation with spelling ability was not significant at grade-2 (r= .17,
ns) but highly significant at grade-4 (r= .53, p< .001). Significant correlations were
also obtained between syntactic awareness and most phonological processing meas-

ures (ranging from a low r= 24, p< .05 to a high r= .54, p<.001).

Chapter 82.2 Syntactic awareness skills and reading development.

The predictive relationship between syntactic awareness and reading skill
were further explored in a series of hierarchical multiple regression analyses, dis-
played in Table 8.3. In all regression equations, age and IQ were entered at step 1,
to control for differences in these two factors. The measure of verbal STM was

also used as a control variable, at step two, to reduce the confounding influence of



163

differences in verbal short term memory skills. Syntactic awareness and phonologi-
cal awareness were then entered at either step 3 or step 4 (Set A & B). Because
of the high correlation between syntactic awareness and phonological awareness
skills, the second set of analyses (Set B: syntactic awareness placed after phonologi-
cal awareness) served as a more stringent criterion of the predictive validity of the

target variable: :i.e. syntactic awareness.

Table 8.3: Summary of hierarchical multiple regression analyses depicting the rela-
tionship between syntactic awareness and READING ABILITY.

GRADE -2 GRADE -4
R2Ch Sign. R2Ch Sign
SET A
1 Age&IQ 14% 009 Age & IQ 16% 000
2 VerbalSTM 5% - Verbal STM 20% .000
3 Synt. Awar. 2% - Synt. Awar. 1% 04
4  Phon. Awar 14% 000 Phon Awar. 9% 001
SETB
3 Phon. Awar 16% .000 Phon Awar. 12% 000
4 Synt. Awar. - - Synt. Awar. - -

The above regression analyses reveal the predominance of phonological
awareness skills over syntactic awareness skills. In most instances, syntactic aware-
ness failed to predict a statistically significant amount of variance in reading ability.
The only case in which syntactic awareness predicted reading skill was when it was
entered ahead of phonological awareness skills in grade 4 (R2Ch= 4%, p<.04)

Once differences in phonological skills have been partialled out its contribution was

not significant.
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Chapter 8.2.3 Syntactic awareness skills and spelling development.

Identical regression analyses to those reported above were also performed

for spelling ability. These are summarised in Table 8.4.

Table 8.4: Summary of hierarchical multiple regression analyses depicting the rela-
tionship between syntactic awareness and SPELLING ABILITY.

GRADE -2 GRADE -4
R2Ch Sign. R2Ch Sign
SET A
1 Age&IQ 29% .000 Age & IQ 16% .000
2 VerbalSTM - - Verbal STM 20% .000
3 Synt. Awar. 1% - Synt. Awar. 13% .001
4 Phon. Awar 10% .002 Phon Awar. 16% .000
SETB
3 Phon. Awar 11% 001 Phon Awar. 24% 000
4 Synt Awar - - Synt. Awar. 5% 01

In grade 2 syntactic awareness was not a reliable predictor of concurrent
spelling attainment. Phonological awareness was a more powerful predictor ac-
counting for 10% of the variance in spelling, even when it was placed after the
measure of syntactic awareness (see Set A: Grade 2: R2Ch=10%, p<.002; Grade 4:
R?Ch=16%, p<.000). It is important to note, however, that at grade 4 syntactic
awareness predicted a unique 5% of variance in spelling ability.,, over and above that
accounted for by the measure of phonological awareness (R2Ch=24%, p<.001). In
order to examine this predictive association in more depth, a separate regression
analysis was performed entering all the other phonological processing measures
ahead of syntactic awareness to see if its contribution was still significant (See Table

8.5). The results revealed that its contribution continued to be significant (R2Ch=3%,
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p<.01) even when entered after the measures of verbal STM, nonword reading,

phonological awareness, speech rate, and rapid naming.

Table 8.5: Hierarchical Regression Analysis depicting the relationship between Syn-
tactic Awareness and Spelling, in the presence of all phonological measures.

Variables. R2Ch Signif.
Age & IQ 6% -
Verbal STM 18% 000
Nonword R. 39% 000
Phon Awar. 9% 000
Speech Rate - -
Rapid Naming 2% 04
Synt. Awar. 3% 008

Chapter 8.3 Discussion.

During the past decade there has been increasing theoretical interest in the
relationship between different aspects of metalinguistic skills (e.g. phonological, syn-
tactic, pragmatic) and the development of literacy skills. The two previous chapters
have addressed the issue of the importance of phonological awareness and other
phonological processing skills in the regular Greek orthography. The present chap-
ter aimed to investigate the relative importance of syntactic awareness skills in the
development of both reading and spelling ability at age 7 and age 9.

There was a significant predictive relationship between this aspect of metal-
inguistic skills and concurrent reading and spelling attainment at age 9, but not at

age 7. Phonological awareness on the other hand proved a much more powerful
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predictor, explaining larger proportions of variance in reading and spelling at both
ages.

The lack of any independent predictive relationship with reading ability at
age 7 or age 9 appears to support the view of those advocating the predominance
of phonological skills over that of other metalinguistic skills (Cottardo et al, 1996).
By contrast, Tunmer et al, (1988, 1992) have argued that an awareness of the sen-
tential constraints and the use of contextual cues, allows beginning readers to access
the identity of a word from incomplete phonological information. In the present
study, syntactic awareness consistently failed to predict reading ability, once differ-
ences in phonological skills have been controlled for. It should be stressed, however,
that reading ability in the present research was assessed by a single-word reading
test which precludes the use of contextual information. So it is possible that this
discrepancy in the pattern of results may be due to the use of different criteria in
the assessment of reading skill Future research should address the issue of the rela-
tionship between syntactic awareness and reading comprehension skills in a regular
orthographic system given the claims in the English literature that syntactic aware-
ness affects reading comprehension via its effects on reading accuracy (Tunmer &
Hoover, 1992).

Another explanation of the observed inconsistency in the pattern of results of
the present study and those carried out in the English language (e.g. Tunmer et al,
1987, 1988, 1992; though see Cottardo et al, 1996 for a different view) may also be
attempted on the basis of the existing differences in the orthographic structure of
Greek and English languages. Greek language is a very regular language for read-
ing, where the relationship between graphemes and phonemes is isomorphic and

highly consistent. The argument thus can be made that, because of this regularity in
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reading, Greek readers will apply their knowledge of grapheme-to-phoneme conver-
sion rules very successfully and they need not to rely on other sources of informa-
tion (e.g. syntactic, semantic) during reading is reduced. Corroborative evidence for
this comes from a number of cross-linguistic studies in Greek (Goswami & Porpodas,
submitted; Nikolopoulos, 1994) or other regular orthographies (e.g. Wimmer & Gos-
wami, 1994) all indicating the predominance of phonological reading strategies in
regular orthographies. Research on word recognition also reveals the existence of
stronger context effects with increasing word difficulty, unfamiliarity or degradation
(Perfetti et al, 1979; Simpson, Lorsbach & Whitehouse, 1983; Stanovich et al, 1981).
The English language has a deep and highly inconsistent orthography, where the ac-
quisition of reading skills poses a greater degree of difficulty than other more regular
languages do for beginning readers (Goswami & Wimmer, 1994). Reference to the
contextual or semantic information in English appears to be very helpful for the
successful decoding of homographic words (e.g. cough, rough, dough) and exception
words (eg. pint, yacht) (Tunmer et al, 1988), but, by implication, it is not required for
Greek.

Analyses examining the role of syntactic awareness in the development of
spelling competence suggested a rather different pattern of results to that for read-
ing ability. Although syntactic awareness failed to predict spelling at age 7 (grade-2),
its contribution to the prediction of spelling skill at age 9 (grade 4) was highly signifi-
cant and independent, not only of phonological awareness but ako of other pho-
nological processing measures.

The very strong contribution of most phonological measures indicates the
primary importance of phonological skills in the development of spelling competence

in Greek, and supports the claim that the development of good phonological skills
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provides young children with a framework upon which to organize orthographic in-
formation (Snowling, 1994b). On the other hand, the independent contribution of
syntactic awareness skills to the prediction of spelling skill appears to be at odds
with the results of the Rego & Bryant (1993) study, who have reported that there
was no significant predictive relationship between the two variables in the English
language. The results of the present research are more in line with the findings of
the other two studies in English (Muter & Snowling, 1997; Nunes et el, 1997) which
also report a similar developmental progression in the appreciation of syntactic
awareness skills.

The results supported the hypothesis that syntactic awareness would be use-
ful for the development of spelling proficiency. Despite the very powerful and con-
sistent contribution of phonological measures at both grades, syntactic awareness
made an independent contribution to the prediction of variability in spelling skills at
grade 4, but not at grade 2.

This pattern of prediction suggests that as children get older, and are asked
to spell more difficult words that do not conform to the phoneme-grapheme conver-
sion rules, they gradually start to appreciate the importance of other linguistic in-
formation (e.g. syntactic, grammatical, and possibly semantic) and use this knowledge
to deal with the inconsistencies of their orthography. The one-sided regularity of
the Greek language (regular for reading - less regular and predictable for spelling)
offers a unique example of how the lack of consistency in the representation of
phonological information can affect the degree with which different aspects of
metacognitive skills (e.g. phonological, syntactic, semantic) contribute to the develop-
ment of spelling abilities. In the present analyses for reading ability, where the rela-

tionship between graphemes and phonemes is highly consistent, syntactic awareness
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failed to predict any unique amount of variance once differences in phonological
skills have been partialled out. In the analyses for spelling ability, where there is a
high degree of variability in the relationship between phonemes and graphemes, syn-
tactic awareness at grade 4 made a significant and unique contribution to the pre-
diction of spelling acumen.

While the present pattern of results suggests the strong and independent
predictive association between syntactic and grammatical awareness and the devel-
opment of spelling competence at grade 4, further research is needed to explore the
nature of this association. The test used in the present experimental test battery to
assess the spelling skills of Greek children included a wide variety of age-appropriate
words which required children to select not only the correct inflectional morpheme
but also the appropriate grapheme(s) in the stem of words. Therefore, it is not clear
if the above relationship between syntactic awareness and spelling ability is rather
specific (use of inflectional morphemes) or whether it reflects a much more general
sensitivity to the orthographic structure of words. The use of the present spelling
test does not allow any firm conclusion. One way of addressing this issue is by us-
ing two separate groups of words: one focusing primarily on the orthographic accu-
racy of grammatically and syntactically based inflectional morphemes (e.g. eoeig
vpdgere = you write); and the other on the selection of the correct grapheme(s) in
the stem of words, that have no bearing on the grammatical and syntactic identity
of words (e.g. actuvopia = police).

Another way of examining the relationship between syntactic awareness and
spelling ability in Greek is by manipulating the contextual information in a sentence
to prompt the use of homophones words (n napaywys = production = feminine sin-

gular - o1 napaywyoi = producers = masculine plural: all pronounced as /parayp'yi/).
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For instance, one may use the verb of the sentence in singular to prompt the use of
the relevant homophone word (e.g. H napaywyri tov kanvot onpciwoce av¥énon avré
tov xp6vo= singular= The tobacco production has increased this year) and then, a
few weeks later, to give a different sentence with the verb in plural (eg. On
napaywyorf tov kanvov onpeinoav képdn= plural = The tobacco growers made a
profit this year). In cases where subtle differences would prove to be very difficult
to young children, one could add an extra cue in the sentence (eg. add a subordi-
nate clause with an adjective, which in Greek has to take the same inflectional mor-
pheme to that of the subject of the sentence: O napaywyos 1ov kanvoi onpeinoav
képdn, xar £yrvav nAovoior = The tobacco producers made a profit and became
rich) to see if children would take advantage of this extra syntactic cue-information
(i.e. the inflection -o1 in word nAoucion).

The present findings could also be enhanced with the adoption of a longitu-
dinal design to address the issue of causality, and the inclusion of control measures
to account for differences in semantic skills. One limitation of the tasks used in the
assessment of syntactic awareness skills is that most of them are also measures of
semantic skills (Gombert, 1992). This type of information appears to be very useful
and sometimes the only point of reference for the selection of the appropriate
graphemes in the stem of many Greek words (e.g. k6ppa= comma - K®pa= coma).

Summarising the results from the present investigation about the role of syn-
tactic awareness in Greek orthography, it appears that the contribution of syntactic
awareness skills are not so important to the development of reading ability as they

are to the development of spelling ability in the later stages of literacy acquisition.
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Chapter 9. THE MANIFESTATION OF READING AND
SPELLING DIFFICULTIES IN THE REGULAR GREEK
ORTHOGRAPHY.

Chapter 9.1 Introduction

The previous chapters have sought to establish the predictive relationship
between metacognitive skills and the normal development of reading and spelling
ability in Greek. In the present chapter the cognitive profile of Greek poor readers
is contrasted either with that of average readers of the same chronological age or
with reading age controls to validate the findings from the previous correlational and
regression analyses, and to examine the manifestation of reading disorders in the
regular Greek orthography.

A number of different explanations have been proposed to account for the
cognitive deficits underlying reading disability, including dysfunctions in visual proc-
essing (eg. Orton, 1925; Pavlidis, 1981); phonological processing (eg. Wagner &
Torgesen,, 1987); semantic abilities (e.g. Donahue, 1986; Kavale, 1982) and syntactic
awareness skills (e.g. Vellutino & Scanlon, 1987; Vogel, 1974). The consensus among
researchers currently working in this area is that the language difficulties of dyslexic
and other poor readers reflect, in most cases, a central impairment in the phonologi-
cal language domain (Shankweiler & Crain, 1986; Snowling, 1987, 1995; Vellutino,
1979). Reading disabled children have consistently been reported to experience se-
vere difficulties in a variety of tasks requiring the processing of phonological infor-
mation, including tasks of speech perception (Brandt & Rosen, 1980; Reed, 1989;
Tallal & Stark, 1982; Tallal, 1988), speech production (e.g. Blalock, 1982; Brady,
Shankweiler, & Mann, 1983; Cicci, 1983; Snowling, 1981, nonword reading (Snowling
1980, 1981), phonological awareness (Bradley & Bryant, 1978), verbal STM (eg.
Jorm, 1983; Siegel & Linder, 1984), and tasks requiring the retrieval of phonological
information from long-term memory (Denckla & Rudel, 1976; Snowling, Wagtendonk,
& Stafford, 1988).
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The existence of such a pervasive phonological impairment in most poor
readers has been found to have a detrimental effect on the development of their
reading and spelling abilities. There is an abundance of evidence today which shows
that children who have poor phonological (awareness) skills most often fail to de-
velop an appropriate understanding of the systematic relationship between graph-
emes and phonemes in words, and to use this knowledge in an efficient way, as a
self-teaching strategy, to ‘break’ the alphabetic code and advance their word recog-
nition and spelling skills (Jorm & Share, 1983). While the realization of this relation-
ship between phonemes and graphemes appears to develop relatively easily in
normally developing children, this appears to be the stumbling block for most poor
readers.

According to one influential theory of literacy acquisition, that proposed by
Frith (1985), the reading/spelling difficulties of many developmental dyslexics are in-
terpreted in terms of a developmental ‘arrest’ at the logographic stage, and the fail-
ure of these individuals to develop appropriate alphabetic reading strategies. Such
an arrest is manifested in terms of their inability to read novel words, low frequency
words, or pseudowords. The spelling proficiency of these individuals is also greatly
affected by these deficits, to such an extent that many of their spelling errors often
fail to represent the phonological structure of the target words: e.g. believe> beever
rough P refet (Bruck & Treiman, 1990).

Adults dyslexics with childhood histories of dyslexia have also been reported
to have improved their word recognition skills, despite their persisting phonological
problems (e.g. Campbell & Butterworth, 1985). Not all dyslexics, however, present
this typical profile of phonological dyslexia (Frith, 1985; Seymour, 1986). There are
instances in which some dyslexics appear to develop some degree of competence in
alphabetic skills. These, so called developmental surface or morphemic dyslexics
(Seymour, 1986) tend to rely heavily on a sounding-out strategy in reading and
make a lot of phonetic errors in spelling. The evidence for a major impairment in

the phonological language domain is nonetheless compelling. In some instances,
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phonological deficits persist throughout adulthood, even in cases where reading
accuracy problems are no longer present (Bruck, 1992, Pennington et al, 1990). The
behavioural manifestation of these deficits may significantly vary according to differ-
ences in age, the severity of the phonological impairment and the development of
compensatory strategies in the reading disabled individuals.

Cross-linguistic investigations carried out in orthographies other than English
have recently alerted psychologists to the important effect of cultural influences on
the development of literacy skills, and the possibility that the behavioural character-
istics of reading disorders may also significantly vary because of the differences in
the orthographic structure of languages. In a recent paper, Wimmer (1993) reported
significant differences in the cognitive profile of Austrian dyslexics. By contrast to
studies with English-speaking dyslexics, Austrian dyslexics did not appear to experi-
ence any reading or nonword reading accuracy problem, but exhibit a deficit in
reading speed. Duyslexics also performed well on a pseudoword spelling task and a
phonemic awareness task: i.e. a vowel substitution task. Digit naming speed on the
other hand proved to be one of the best predictors of reading abilities, while no
significant between-group differences were reported for the verbal STM and pseu-
doword repetition tasks.

The above differences in the cognitive profile of Austrian and English dys-
lexics (Wimmer, 1993) and recent reports of an increased level of phonological
awareness in normally developing children learning to read in regular orthographies
(e.g. Caravolas & Bruck, 1993), raises the question of the universal applicability of
the findings reported in the English literature. Studies examining the cognitive profile
of poor readers in regular orthographic systems are sparse, and therefore our
knowledge of their cognitive deficits or the ways in which these difficulties are mani-
fested and identified is very limited. If the development of phonological awareness
skills or other phonological processing abilities is affected by differences in the de-

gree of orthographic transparency of languages, then the phonological deficit hy-
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pothesis that has been proposed as one of the major explanations of reading diffi-
culties in English cannot be taken for granted in more regular orthographies.

The present study aimed to address some of the above issues in the Greek
orthography. The cognitive profile of Greek poor readers was contrasted to that of
a group of average readers of either the same chronological age or the same read-
ing ability. One of the first questions was to establish whether Greek poor readers
would manifest their reading difficulties primarily in terms of differences in word
recognition speed, or whether they would experience difficulties with reading accu-
racy too. Wimmer’s (1993) argument that differences in reading speed may be more
important than differences in word recognition accuracy in regular orthographies is
indeed very appealing, but further evidence is needed to substantiate this claim.
Many of the reading tests used in the Wimmer (1993) study contained short, high
frequency content words, function words, or numerals. Only one set of compound
words comprised 11 more difficult words. The pseudoword reading test comprised
24 relatively easy pseudowords. It is possible that the stimuli selected were too
simple. The reading test of the present study comprised a selection of high, of me-
dium, and of low frequency words, some that also contained difficult consonant clus-
ters.

Another major objective was to examine the development of phonological
skills in Greek poor readers to establish whether the phonological deficit hypothesis
would hold for Greek orthography, and to determine which of the phonological
tasks would be sensitive enough to detect underlying cognitive deficits. Another is-
sue of interest was to determine whether the difficulties of Greek poor readers
would extend to other areas of cognitive functioning such as syntactic awareness

and mathematical skills.
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Chapter 9.2 Results

Chapter 9.2.1 Participants, Chronological age matched-pairs comparison:
Group membership: Poor & Average readers

A chronological age matched-pairs comparison was performed first, to ex-
amine the cognitive profile of Greek poor readers. From the 132 participants of the
main study (66 grade-2 & 66 grade-4), two groups were selected: a group of poor
readers and a group of average readers. In order to be selected, children had to
fulfill one of two criteria: 1) number of reading errors in the single word reading test,
or 2) the time taken to read all 131 words of the test. An attempt was made to use
the composite score of the two reading criteria, but this proved unsuccessful be-
cause of the very high degree of reading accuracy of most of the subjects, including
those who seemed to be experiencing difficulties in reading, manifested by very slow
but accurate decoding of words.

Participants in this matched-pair comparison were characterized as poor
readers if they had a reading speed or/and a reading accuracy score at-or below
the 16" percentile. That is 1 standard deviation below the mean time or mean
number of errors children of the same grade made on the same single-word reading
test. To qualify as average readers, children had to have a reading score between
the 16™ and 84™ percentile ranks. Sixteen grade-2 children (11 boys & 5 girls) and
twelve grade-4 children (7 boys & 5 girls) were identified as poor readers. These
twenty eight poor readers were then matched in terms of age and IQ (use of Ra-
vens Standard Progressive Matrices: Ravens, 1976) to another group of twenty eight
average readers (see Table 91, for a summary). There were no significant differ-
ences between the good and poor readers in age [grade-2: t(30)= .42, p>0.1); grade-
4: t(22)= .06, p>0.1], or IQ [grade-2: t(30)= .03, p>0.1; grade-4 t(22)= -10, p>0.1].
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Table 9.1: Mean Chronological age and IQ of poor and average readers in Grade 2

and Grade 4.
Grade 2 Grade 4
Poor readers | Average readers | Poor readers | Average readers

No of children in
each group 16 16 12 12
Age (years) Mean 73 72 93 93

(sd) (0.47) (0.47) (0.30) (0.27)
1Q: Mean 915 911 933 938
(sd) (116) (12.9) (13.6) (13.1)

Chapter 9.2.2 The reading behaviour of Greek poor readers.

Descriptive statistics of the performance of the two groups on the reading

and nonword reading tasks at each grade level are given in Table 9.2. Inspection of

the mean

accuracy percentage scores indicates the high degree of accuracy of

most poor readers on both reading and nonword reading tasks. In most instances,

poor readers read 90% of the words and nonwords correctly on a test of graded

difficulty including very low frequency polysyllabic words (2- to 6-syllables) with

many difficult consonant clusters (e.g. ekmupgoxpdtnon = detonation). It is impor-

tant to note, nonetheless, that poor readers were still significantly less accurate than

their chronological age matched peers, at both grades [F(1,51) = 31.02; p<.001).

Table 9.2: Poor and average readers’ performance on single-word reading test.

GRADE-2 GRADE-4
means - (sd) POOR AVERAGE POOR AVERAGE
Reading Accuracy % 90 96 89 97
Reading errors 13 (8) 5(3) 14 (8) 4 (3.5)
Reading Time (sec) 584 (145) 379 (139) 424 (105) 198 (42)
Reading Time/word 45.(11) 29 32 (0.8) 15 (0.3)

Poor reader’s reading speed was much more impaired than their reading ac-

curacy. Large differences were observed in the reading latencies of poor and aver-

age readers for both real words and nonwords. Grade-2 poor readers, for instance,
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spent on average 4.5 seconds in decoding each word, while grade-2 average readers
spent only 29 seconds. Similar differences were also observed at grade-4, with
grade-4 poor readers spending 1.5 seconds per word and grade-4 average readers
3.2 seconds per word. A two-way analysis of covariance between groups with intel-
ligence and reading accuracy as covariates yielded a statistically significant main ef-
fect of reading status [F(1,50) = 47.04; p< .001], confirming the above observations.

Poor readers of both grades also exhibited a high degree of accuracy in the
nonword reading test too (Gr. 2 = 90%, Gr. 4= 86%); yet they were significantly less
accurate than the average readers [F(1.50) = 11.04; p< .005], (see Table 9.3).

An identical analysis of covariance on nonword reading speed scores re-
vealed significant differences in the speed with which nonwords were decoded by
poor and average readers of both grades [F(1.50) = 30.32; p< .001). Grade-2 poor
readers spent on average 3.9 per nonword stimuli while average readers took 2.6
seconds. The difference in nonword reading latency at grade-4 was even larger, 3.1

sec. compared with 1.7 seconds per word.

Table 9.3: Poor and average readers’ performance on the single nonword reading
test.

GRADE-2 GRADE-4
means - (sd) POOR AVERAGE POOR AVERAGE
Nonword R. accur. 90% 96% 86% 96%
Nonword R. errors 6 (4) 3(2) 7 (5) 2(2)
Nonword R. Time 186 (55) 124 (32) 148 (43) 80 (15)
Nonword Time/word 39 (11) 26 (0.7) 31(0.9) 17 (0.3)

Chapter 92.3 Individual Differences

Despite the significant between-group differences in the above analyses, not
all poor readers exhibited a reading accuracy deficit. As can be seen from Table

9.4, 56% of the poor readers in grade-2 had reading speed deficits, 19% were both
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inaccurate and slow, and only 25% experienced problems with reading accuracy
only.

At grade-4, 8% of the poor readers experienced problems with reading speed only,
66% problems with both reading speed and accuracy, and 25% with reading accu-
racy only. This means that the use of a reading accuracy criterion alone would
have resulted in a misclassification of 40% of the poor readers. Reading speed ap-
pears to be much more sensitive to differences in reading skill in a regular orthogra-

phy, accounting for 75% of the affected cases in total.

Table 9.4: Summary of the number & percentage of poor readers experiencing
problems with reading speed, reading accuracy, or both, at grade-2 and grade-4.

GRADE Reading Accuracy Reading Speed Both
2 4 (25%) 9 (56%) 3 (19%)
4 3 (25%) 1 (8%) 8 (66%)

A qualitative error analysis was also carried out to examine the word recog-
nition system of Greek poor readers in more depth. The errors were classified into
one of two major categories: 1) lexical substitution errors, and 2) unsuccessful
sounding out attempts. The first category of lexical substitution errors contained
errors that were realword responses. These errors were interpreted as reflecting
the application of a visual reading strategy. They included (a) logographic errors,
sharing at least 50% of the target letters irrespective of order: eg. nAextpik6
hlelktrr'’ko/ = (electricity) — nAextpovikd /ilektroni'kn/ = (electronic), and b) vis-
ual/guessing errors, sharing fewer than 50% of the target letters: ouykovwvia
/siginp'nia/ = (transportation) — ouykévipwon /s1'gedrpst/ = (assembly). The sec-
ond category - unsuccessful sounding-out attempts - was used for nonword re-
sponses which have resulted from the unsuccessful application of alphabetic reading

strategies. This category consisted of the following error categories: (a) letter substi-
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tutions {that is errors where one letter in a word is substituted by another letter: eg.
gyxeipnon /ey'xirisy/ (surgical operation}— gy8eipnon /ey'O1ris/ | (b) letter omis-
sions [that is errors where one or more letters in a word is not pronounced at all:

eg. exnupookpétnon /ekpirsp'krotist/  (detonation) -  exnup_okpornon

/ekpirp'krotist/, (c) nonphonetic errors [errors where the unsuccessful reading at-
tempt does not represent the phonological structure of the target word: eg.

eykdBeipkrog  (prisoner) —  éykotog, or unepSiépyepon  /1perdi'eyersy/

(overexcitation) as unep 8& ype pon /1per'dayersy/ (d) letter reversals [that is errors
where two or more letters in a word are read in the reversed order: e.g. karépdwpua
/ka'torOpma/ = (achievement) — xat69pwna, /ka'toOroma/ and (e) letter inser-
tions, [errors where an extra phoneme/letter is added to the target word: eg. pro-

nouncing the word gunpnopdg /ebrr'smos/ = (arson) as epnopnopéc /eborr'smos/.

Table 9.5: Percentage of errors in each group category.

Grade 2 Grade 4
Poor Average Poor Average
Lexical Substitutions 13% 16% 15% 9%
Unsuccessful sounding-
out attempts 87% 84% 85% 91%

The results offered additional evidence for both the beneficial effect of the
transparency of the Greek language on poor readers’ word decoding skills and the
existence of latent deficiencies in their word recognition system.

In line with the high degree of reading accuracy reported in the previous
section was the absence of any reading refusals on the part of poor readers of both
grades. Even in the more severe cases of reading difficulties the number of errors
was relatively small . Moreover, in a number of instances (ie. 74 in total), poor
readers were also able to detect and self-correct some of their initial incorrect re-

sponses.
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This, however, was not the case with all words. Despite the transparency of
the Greek orthographic system, there were instances when Greek poor readers
failed to read accurately not only difficult words but also relatively easy high fre-
quency words such as tém (ball), papd (mum), {wypagilw (to paint). The majority
of errors in these relatively easy words were lexical substitutions: e.g. pronouncing
the word tém /'topl/ =(ball) as onin /'spitt/ = (home); papd /ma'ma/ = (mum) as
untépa /mi'tera/ = (mother); {wypagilw /zoyra'fizo/ = (to paint) as {wypagid
/zoyraf'ia/ = (painting); nAeypbonua /tile'yrafima/ = (telegram) as rnAeqdvnua
/tr'lefonima/ = (telephone call, or nAexipiké /ilelktri'’kn/ = (electricity) as
ehixédnrepo /elr'’koptern/ = (helicopter). In particular, thirteen percent (13%) of the
errors made by poor readers at grade-2, and 15% of the errors made by poor
readers at grade-4 were lexical substitutions (see Table 9.5). All the other errors fell
into the second category of unsuccessful sounding-out attempts: i.e. 87% for the
grade-2 poor readers and 85% for the grade-4 poor readers. It is also interesting
to note that some signs of a visual cue reading strategy were also apparent in some
of the unsuccessful sounding-out attempts of both average and poor readers. For
instance, when reading a word (e.g. onov8aio¢ = important) some children started
with a visually similar, but still incorrect morpheme, ending up in this way with a
nonword [eg. pronouncing the word onouSaiog /spu:'deps/ = (important) as
okovm8aiog /sku:pr'deps/ : by using the stem of the word okouniia /sku:'pidia/
= rubbish).

Average readers were also found to make a similar percentage of lexical
substitution errors. Of the 86 errors made by the grade-Z2 average readers, 16%
were lexical substitutions, while at grade-4 the corresponding amount of lexical sub-
stitution errors was somewhat smaller: 9% (see Table 9.5).

It was only when reading the more difficult words of the reading test that
the reading difficulties of poor readers became more apparent. These difficulties
were manifested primarily in terms of letter substitutions (36%), letter omissions

[25%), nonphonetic errors (24%), letter reversals (4%), and letter insertions (5%).
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Among this small number of unsuccessful reading attempts poor readers made more
nonphonetic errors (24%) than average readers (4%) especially with low frequency
words. Over half (62%) of their nonphonetic errors and letter omissions (56%) were
made by the poor readers in the low frequency polysyllabic words with difficult con-
sonant clusters such as exxépowon /ek'xersps/ = (land reclamation), éyxop&oc
/'eyxordos/ = (stringed), ayxieteia /ayxr'stia/ = (affinity), eyxadeiprrog
/e'gabirktos/ = (imprisoned), 8pavopa /'Oravsma/ = (shell fragment), Sie1680w
/8118'810/ = (permeate), eyxeipnon /ey'xIris1/ = (surgical operation), unepSiepyepon
/1perdr'eyersy/ = (over-excitation), extpaxneudg /ektraxili'smos/ = (debauchery),
epaocitexvikdg /erasitexni’kps/ = (amaterish, or exkmupaokpémon /ekpirso'krotisy/

= (detonation). Error percentages in the above words can be seen in Table 9.6.

Table 9.6: Reading performance of poor and average readers on low-frequency
words (% of children reading incorrectly these words)

Word Poor % Average %
Opavopa (shell fragment) 57% 11%
Evyxopbog (stringed) 54% 29%
Ayxioteia (affinity) 54% 29%
Ynepdidyepon (overexcitation) 54% 7%
EKxépowbn (land reclamation) 50% 43%
Eyxé&8eipkrog (prisoner) 50% 18%
D108 (permeate) 43% 18%
Evyxeipnon (surgical operation) 43% 18%
Kavoaépua (exhaust gas) 39% 1%
ExtpaxvAiondg (debauchery) 36% 7%
Exnupookpdtnon (detonation) 32% 7%

This indicates that the reading behaviour of Greek poor readers approximates
English dyslexics’ severe difficulties in representing the phonological structure of
words only in the case of low frequency polysyllabic words with difficult consonant
clusters. Shorter words with a simpler syllable structure did not appear to stress
their ‘faulty’ word recognition system: the percentage of children making nonpho-

netic errors in these words did not exceed 4%.
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Chapter 9.2.4 The spelling behaviour of Greek poor readers.

Most of the Greek poor readers were also experiencing severe difficulties
with spelling. Ten out of the twelve grade-4 poor readers had a standard score in
spelling of 80 or less, while in grade-2, nine of the 16 poor readers (ie. 56%) had a
spelling score of 85 or less.

Inspection of the type of errors revealed the predominance of phonetic
spelling errors. There was not a single instance of a non-phonetic error. All partici-
pants were able to represent the phonological structure of the target words, no mat-
ter how poor they were in the use of orthographic knowledge. The majority of
their errors resulted from the selection of the wrong grapheme of phonemes with
more than one spelling representations: e.g. writing the word gavn (voice) as povn,
or the word kaipdg (weather) as kgpdg. Another common error was the incorrect
spelling of common digraphs like ev = /ef/ (eg. writing e@xapiot® instead of
gvxapiot®) or the omission of double letters (e.g. writing xékivo instead of xéxxvo,
or ovvego instead of ouvvego).

Given the highly inflectional nature of the Greek language and the extensive
use of single- or multi-letter inflectional morphemes in both verb morphology (e.g.
onk@ve /si'’kono/ = to raise, anAdvw /ap'lonp/ = to spread, teviéave /te'dono/
= to stretch) and noun morphology (eg. teAevtaiog /tele'ftens/ = last. wpaiog
/p'reps/ = nice), the performance of poor and average readers on some of the
words of the spelling test containing common inflectional morphemes was contrasted
to examine their sensitivity to larger orthographic units which have a high occur-
rence in their orthography. This comparison included three major sets of inflectional

morphemes’ (see Table 9.7 for a summary).

* All words were selected from the single-word spelling test used in the main study (see Chapter 5)
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Set A comprised words containing very easy single-letter or two-letter inflec-
tional morphemes used in noun morphology to mark differences in the gender of
nouns (see Set A of Table 9.7). Two of them (ie. -o¢ & -ng) are used in masculine
nouns [eg. o 8dokadog (teacher), o padnrig (pupil), respectively, one (ie. - n) in
feminine nouns [e.g. n Bpdon = (tab), and the remaining two ( -0 & - 1) in neuter
nouns [eg. To oxoAeio (school) & to napapvd (fairy-tail), respectively]. These five
morphemes were considered to be the easiest because of their extensive use from
the first days of primary school and their grammatical and syntactic status. Set B
comprised two of the most highly used inflectional morphemes in verbs: ie., -aivw, -
ovw. SET C comprised seven mixed frequency multi-letter noun inflectional mor-
phemes: -dvag, -1k4, -aipy, -aiog, -wpn, npio, -won (see Table 9.7). The major differ-
ence between the inflectional morphemes in Set A and those in Sets B and C is that
those in the last two groups are not syntactically determined morphemes. Their
major linguistic characteristic is their rhyming status and their frequency in the
Greek language.

Because of the lack of frequency data in the Greek language, a linguistic
analysis was carried out on the six sets of language books used in the Greek pri-
mary school. The number of occurrences of each of the above inflectional mor-
phemes (in a total of 147237 words found) can be seen in parentheses in the first

column of Table 9.7
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Table 9.7 Percentage of correctly spelled noun and verb inflectional mor-
phemes/endings for good and poor spellers.

POOR AVERAGE
SET A
-o¢ (3772) 89% 89%
-ng (2681) 89% 89%
-n  (9404) 82% 86%
-o  (19681) 93% 93%
-1 (19323) 64% 86%
SET B
- aive (749) 25% 64%
- ove (649) 54% 79%
SETC
- k6 (369) 35% 65%
- aiog (51) 4% 50%
- aipt  (46) 18% 50%
-ovag (44) 36% 71%
- ipo (34) 25% 61%
- oph (22) 22% 78%
- won (51) 1% 35%
-gio  (255) 53% 78%

Chi-square test (with continuity correction) was performed on each of these
inflectional morphemes. Significant differences were found between poor and aver-
age readers on most inflectional morphemes of Set B and Set C, but not of set A
which proved very easy for both poor and average readers (all p’s > .1). In relation
to Set B, poor readers made significantly more errors when spelling the multi-letter
inflectional morpheme -aive (x2 = 7.23, df =1, p< .007) and -ove (x2 = 392, df =1,

p< .05).
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Significant differences between the two groups were also found on most of
the more difficult and less frequent inflectional morphemes of Set C. Poor readers
were consistently poorer than their chronological age peers when spelling the inflec-
tional morphemes of -1k6 (x2 = 6.06, df =1, p< .01), -aiog (x2 = 1311, df =1, p<
000), -aipr (x2 = 510, df =1, -wvag (x2 = 582, df =1, p< .02), p< .02), -iip1o (x2 =
590, df=1, p< .0l), -wpn (x2 = 3.92, df =1, p< .05), but not when spelling the inflec-
tional morpheme -won (x2 = 273, df =1, ns) or -gio (x2 = 2.86, df =1, ns). In the
case of -don (e.g. anoyeiwon - take-off) both groups found this morpheme very dif-
ficult to spell, while the inflectional morpheme -gio (e.g. oxoigio= school) was rela-

tively easy for both groups.

Chapter 9.2.5 The cognitive profile of poor readers in the regular Greek
orthography: Chronological age (CA) matched-pairs comparison.

Having examined the reading and spelling behaviour of poor readers the
next major objective was to examine their performance on a variety of phonological
awareness, phonological processing and syntactic awareness measures, and a test of
basic number skills.

A series of two-way analyses of covariance between grade 2 and 4 poor
and average readers were performed on all measures, using IQ and reading accu-
racy scores as covariates to adjust for differences in these two variables (see Table

9.8).
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Table 9.8: Poor and average readers’ performance on all main composite scores at
each grade level (Standard scores).

GRADE 2 GRADE 4
Poor Controls Poor Controls
Spelling 850 (9.3) 1010 (123) 776 (92) 106.7 (6.9)

Phonol. Awar 844 (110) 980 (8.0) 799 (118 106 (110)

Speech Rate 853 (7.6) 923 (9.9) 921 (9.3) 1151 (94)
Rapid Naming 914 (129) 1041 (15.2) 804 (10.6) 988 (89)
Verbal STM 956 (16.9) 972 (144) 865 (169) 977 (156)
Syntactic Aw. 913 (14.2) 944 (132) 868 (165 1033 (10.7)
Mathematics 939 (108) 1008 (15.4) 854 (17.2) 1031 (6.5)

Significant main effects of reading status were obtained for the measure of
rapid naming [F(1.50) = 5.79; p< .05] and the mathematical skills subtest [F(1.50) =
7.49; p< .01] indicating the existence of significant differences in performance on
these two measures between the poor and average readers in both grade-2 and
grade-4. Significant two-way interactions of reading status (poor-average) and
grade (grade 2 -grade 4) were observed for the measures of spelling [F(1.50) = 5.81;
p< .02], phonological awareness [F(L.50) = 5.63; p< .05], and speech rate [F(1.50) =
513; p<.03]. Simple main effects indicated that the reason for this interaction on all
three occasions was due to the even wider differences in performance at grade-4
between the poor and average readers on spelling [F(1.53) = 53.2; p< .001], pho-
nological awareness [F(1.53) = 38.6; p< .001], and speech rate [F(1.53) = 28.0; p<
.001] compared to smaller reading group differences in grade 2. No significant main
effects of reading status, on the other hand were obtained for the measure of ver-
bal STM [F(1.50) = 1.98; ns] and syntactic awareness [F(1.50) = 1.41; ns].

The mean scores of the poor readers and their controls on the seven

individual phonological awareness tasks are summarised in Table 9.9.
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Table 9.9: Mean percentage scores of poor and average readers on the seven pho-
nological awareness tasks.

GRADE-2 GRADE-4
mean - (sd) POOR AVERAGE POOR AVERAGE
Syllable Counting 96% (8.5) 97% (7.6) 94% (16.1) 99% (1.8)
Syllable Deletion 82% (14.4) 96% (8.5) 87% (18.0) 97% (6.5)
Phoneme Counting 85% (16.7) 87% (14.1) 81% (16.9) 93% (9.6)
Phoneme Deletion 84% (10.9) 99% (2.5) 88% (9.9) 99% (L7)
Phoneme Substitut. 59% (21.3) 80% (10.0) 65% (22.4) 91% (7.7)
Spoonerisms 31% (22.2) 48% (11.5) 29% (14.2) 62% (8.3)
Consonant Segment. 54% (10.8) 65% (13.7) 67% (20.2) 80% (4.1)

Table 9.9 shows that poor readers at both grades were very accurate in
their responses in the syllable and phoneme counting and deletion tasks, with scores
ranging from 82% - 96% at grade-2, and from 81% - 94% at grade-4. Their per-
formance was lower however in the more cognitively demanding tasks of phoneme
substitution, spoonerisms and consonant segmentation tasks, on which they scored
between 31% - 59% correct in grade-2 and from 29% - 65% correct in grade-4 (see
Table 9.9).

The statistical significance of the differences in the performance of poor and
average readers in these seven phonological awareness tasks was examined in a se-
ries of two-way analyses of covariance (grade: 2, 4 X status: poor, average; reading
ability and IQ as covariates. No significant main effects of grade or status were
obtained for the syllable counting [F(1.50) = 1.94; ns}; syllable deletion [F(1.50) = 2.80;
ns};, or phoneme counting tasks [F(1.50) = .127; ns]. Significant main effects of status,
however, were obtained for the measures of phoneme deletion [F(1.50) = 20.18; p<
001}, phoneme substitution [F(1.50) = 9.58; p< .005]; consonant segmentation task
[F(1.50) = 9.25; p< .005]. An interaction of grade and status was apparent for the
spoonerism measure [F(1.50) = 7.30; p< .001]. Post-hoc analyses indicated that this
was due to the significant between-group differences at grade-4 [F(1,53) = 27.38; p<

.001] but not at grade-2 [F(1,53) = 2.72; p> 1].
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In the case of the consonant segmentation task, separate analyses were also
performed on each of the two set of word stimuli included in it (see Chapter 5).
Poor readers of both grades were found to experience significant difficulties only
with the set of words whose syllabification required the segmentation of the conso-
nantal sequence into two parts, one of which had to go in the end of the first sylla-
ble and the other in the beginning of the second syllable [F(1,50) = 10.73; p<
.005)(SET B, Closed syllables). No significant differences, however, were observed
on the first set of words whose segmentation left the preceding syllable open [F(1,50)
= 107; p> 1] (SET A).

When administering the phonological awareness tasks of phoneme and sylla-
ble counting and deletion it became apparent to the experimenter that not all par-
ticipants took the same time to complete the tasks. Some children were very
consistent and fast in their responses. Others, however, needed much more time
before deciding what the answer was. Others, after giving an incorrect response,
were able, even with difficulty, to correct their first response and provide the ex-
perimenter with the correct answer. This raised the question of the usefulness of
response latencies as an additional diagnostic criterion in the assessment of pho-
nological awareness skills. As these differences in reaction times became apparent
during the administration of the phoneme and syllable counting and deletion tasks it
was not possible to keep a record on all phonological awareness tasks. Reaction
times were recorded for the phoneme substitution and spoonerisms tests which were
administered last and were measured to the nearest second using a stopwatch. The
average time per trial for grade-2 and grade-4 average and poor readers in these
two tasks are given in Table 9.10. Items that were either incorrect or partially an-
swered (ie. substitution made only in one of the two positions) were excluded from

these analyses.
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Table 9.10: Mean reaction times (per trial) in the phoneme substitution & spooner-
ism test (time in seconds)

GRADE 2 GRADE 4
POOR AVERAGE POOR AVERAGE
Means (sd)
Phoneme Subst. 95 (11.3) 51 (2.8) 59 (29 33 (13)
Spoonerisms 334 (16.3) 268 (119) 36.8 (16.8) 185 (11.9)

Inspection of the means revealed that, in most instances, poor readers took
twice as much time to answer correctly. A two-way analysis of variance (grade: 2,4
X status: poor, average) confirmed the significance of the above differences in reac-
tion times for both the phoneme substitution and the spoonerism tests. Significant
main effects of status were found for the phoneme substitution [F(1,52) = 4.25; p<
.05] and the spoonerism tests [F(1,52) = 8.92; p <001]. The interaction between the
two factors was not significant. No significant main effects of grade, however, were

found for both these tasks [F(1,52) = 2.50; ns] & [F(1,52) = 3.60; ns], respectively}.

Identical analyses to those performed for the individual phonological aware-
ness tasks were also performed for the individual tests employed in the rapid nam-
ing and syntactic awareness composite scores (see Table 9.11). In relation to the
rapid naming tasks, a significant main effect of status was obtained in object naming
task [F(1.50) = 5.64; p<.05], while a significant two-way interaction of grade and
status was found for the digit naming task [F(1.50) = 7.27; p<0l] (see Table 9.11).
Post hoc analyses indicated that this interaction was due to the small between-group
differences [F(1,53) = 1.81; p> 0.1] at grade-2, and the highly significant differences in
performance [F(1.53) = 20.76; p<.001] at grade-4. No significant main effects of
status, on the other hand, was obtained for the rapid naming of colours and letters
(both F's >1.0).

No significant differences were obtained for any of the syntactic awareness
tasks apart from the recalling sentences test where a significant two-way interaction

[F(1.50) = 6.32, p<.05] emerged. In this case, poor readers’ performance was not
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significantly different from that of average readers at grade-2 [F(1,53) = 1.00; p>
1.0}, but significantly poorer than the average reader at grade-4 [F(1,53) = 851; p<
.005].

In order to see whether the lack of significant differences in the stress as-
signment test would also be accompanied by a high level of competence in the use
of the stress symbol in writing, a further analysis was carried out on the number of
misplaced or missing stress-marks on the words in the spelling test. The results re-
vealed that poor readers omitted/misplaced the stress mark significantly more than

average readers of the same age [(1,52) = 14.55; p<.000].

Table 9.11: Means and standard deviations of all individual rapid naming and syn-
tactic awareness tests.

GRADE 2

Poor Controls Poor

GRADE 4

Controls

Individual Rapid Naming Tasks (in seconds)

Objects 746 (191) 60.0 (12.7) 668 (14.0) 500 (5.6)
Digits 385 (5.99) 348 (81) 358 (7.8) 240 (35)
Letters 665 (14.7) 57.7 (15.7) 509 (12.0) 397 (98)
Colours 586 (12.0) 547 (13.2) 512 ( 6.38) 482 (8.2)

Individual Syntactic Awareness Tasks (Standard scores)

Rec. Sent 97.3 (17.3) 93.8 (16.3) 864 (14.2) 103 (12.5)
Sent. Ass. 895 (14.2) 101 (15.2) 87.3 (19.7) 101 (10.5)
Grammat. 879 (171) 90 (14.7) 98.8 (19.9) 108.7 (9.2)
Stress ass. 97.6 (13.8) 102 (16.2) 100 (15.3) 100 (15.3)
Violate S-V 100 (15.2) 100 (15) 1031 (21.2) 98
Viol. gender 100 (15.2) 100 (15) 1001 (15.2) 1032 (15.4)
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Chapter 9.2.6 Reading age (RA) matched pairs comparison .

A reading-age matched pairs comparison was also performed as a more
stringent comparison, to examine the pattern of cognitive deficit characteristic of
poor readers in the phonological, syntactic and mathematics domain. All but one
grade-4 poor reader was matched to a younger grade-2 children on reading speed,
being the most sensitive criterion of reading ability in the Greek language. All grade-
2 poor readers had to be excluded because there were no younger children to pro-
vide controls. In total eleven grade-4 poor readers were contrasted to eleven
grade-2 children of the same reading age (see Table 9.12). No significant differences
in performance were found on either the matching variable of reading speed [t(20) =

.08; p> 1] or the measure of general intelligence [t(20) = -.61; p> .1].

Table 9.12: Reading age comparison: Summary of matching criteria

POOR READERS (Grade 4) R. A. CONTROLS (Grade 2)

11 poor readers 11 average readers
Age in years & months 9y.sm. (0.3m) 7y. 3m (0.6m)
IQ: Ravens standard score 95 (13.7) 99 (15)
Reading speed in seconds 404 (82) 401 (79)

Non-parametric statistical procedures were used (i.e. Wilkcoxon matched-pairs
test) to examine possible differences in the cognitive profile of the Grade-4 poor
readers and reading-age controls. Table 913 summarises the performance of the
two groups on the main variables and the individual phonological awareness tasks.
Significant differences were found for the measures of nonword reading accuracy
(Z= -2.04; p<.05, 2-tailed), composite phonological awareness (Z= -2.26; p<.05), the
repetition of 4-syllable words in speech rate! (Z= -2.34; p<.05), and the basic num-

ber skills (Z= -2.26; p<.05). Of the seven phonological awareness tasks, significant

1 The differences in performance on the composite score of speech rate ( 2-, 3- & 4- syllable word-
pairs) was no significant, indicating that it Greek poor readers had trouble in repeating the longer 4-
syllable words only.
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differences in performance were observed only in the measure of phoneme deletion
(Z= -2.19; p<.05), and spoonerisms (Z= -2.66; p<.01). Non-significant differences, on
the other hand, were obtained on all the other phonological awareness, rapid naming

and syntactic awareness measures (all p’s > 1.0)

Table 9.13: Summary of results of the reading age matched-pairs comparison

Measures POOR READERS R.A. CONTROLS  Signif.
Main Variables
Nonword Reading (in seconds) 1382s  (25.9s) 134.6s (29.7s) ns
Nonword errors 6.6 (5.2) 3 (2.4) 04
Spelling /72 191 (10.9) 258 (8.9) ns
Phonological Awareness 1059 (16.9) 1229 (6) 02
Speech Rate Total 17 (.18) 158 (17) ns
Speech rate 4-syll. Words 124 (12) 138 (10) 02
Rapid Naming 517 (7) 533 (10) ns
Verbal STM 15.8 (3.3 151 (2.2) ns
Syntactic Awareness 136.8 (14.7) 1341 (11.2) ns
Basic number skills 126 (3.8) 176 (4.2) 02
Individual Phonological Awareness tasks

Syllable Counting 151 (2.7) 156 (92) ns
Syllable deletion 157 (3.4) 17.0 (1.3) ns
Phoneme counting 16.1 (3.5) 172 (2.8) ns
Phoneme deletion 204 (2.4) 227 (.64) 03
Phoneme substitution 96 (3.5) 124 (1.9) ns
Spoonerisms 88 (6.3) 16.8 (1.9) 001
Consonant segmentation skills. 20.2 (4.4) 211 (3.6) ns

Chapter 9.2.7 The classification of poor and average readers in a regular
orthography.

To assess the adequacy of predictor variables for separating normal children
from children with reading disorders in the Greek orthography, the data from sec-
ond and fourth grades were subjected to discriminant function analyses. The first
set of analyses examined the discriminative power of the main variables at grade-2

or grade-4.
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The inclusion of all main variables (i.e. nonword reading, spelling, phonological

awareness, rapid naming, speech rate, verbal STM, syntactic awareness, mathemati-

cal skills) in the analyses produced a highly significant discriminant function at both

age groups, classifying correctly 87.5% of the cases at grade-2 (x2 = 26.8, p<.001),

and 100% of the cases at grade-4’ (x2 = 38, p<.001) (see Table 9.14). Because syn-

tactic awareness and verbal STM proved to be poor predictors of reading in the

regression analyses reported in Chapter 7 & 8, these two measures were then ex-

cluded from the analyses to see if their absence would affect the predictive power

of the discriminant function. With these two measures out of the analyses, the new

discriminant function at grade-2 (x2 = 304, p<.001) correctly classified 91% of the

cases, while at grade-4 it still correctly classified 100% of the children (x2 = 39, p<

001).

Table 9.14: Summary of results of the discriminant function analyses at grade 2 &

grade 4

All main variables

All main variables ex-
cept syntactic awa-
reness & verbal STM

Phoneme deletion
Phoneme substitution
Spoonerisms
Consonant Segm.

Object naming

Recalling Sentences
Sentence Assembly

GRADE 2 GRADE 4

Main Variables
87.5% 001  All main variables 100%

All main variables except
91% 001 syntactic awareness & 100%
verbal STM

Individual Phonological Awareness Tasks

Phoneme deletion
91% 001  Spoonerisms 96%

Rapid Naming Tasks
Object naming

69% 05 Digit naming 92%
Letter naming

Individual Syntactic Awareness Tasks
Recalling Sentences
65% 05 Sentence Assembly 79%

* Predicting the same group of poor or average readers as took part in this chapter.

001

001

001

001

01



194

A similar procedure was followed for the seven individual phonological
awareness tasks. When all seven tasks were in the analyses, the discriminant func-
tion correctly classified 87.5% of the cases at grade-2 (x2 = 30.6, p<.001), and 91.7%
of the cases at grade-4 (x2 = 20.7, p<.01). Based on the evidence from the previous
regression analyses in Chapter 6 and the values of the standard canonical discrimi-
nant function coefficients of each individual test, an attempt was made to eliminate
from the discriminant function those variables not contributing any unique amount of
variance. With the gradual exclusion of syllable counting, phoneme counting, and
phoneme substitution tasks from the grade-2 discriminant function analysis, 91% of
the cases were correctly classified (xz = 30.2, p<.001). At grade-4, the exclusion of
all the above tests and that of syllable deletion, and consonant segmentation also led
to an increased classification rate of 96% (x2 = 38, p<.001), indicating that the
measures of phoneme deletion and spoonerisms alone could adequately identify 96%
of the cases at age 9.

When all four individual rapid naming tasks were entered into the analysis,
the discriminant functions for the grade-2 data proved non significant (x2 = 587, ns).
The same was not the case with grade-4 data, where the discriminant function was
significant (x2 = 1846, p<.001), correctly classifying 92% of the children. Re-
running the analyses without the measures yielding very low standard canonical dis-
criminant function coefficients at grade-2, that is colour, digit, and letter naming, the
discriminant functions became significant =577, p<.05), correctly classifying 69%
of the cases. The exclusion of the colour naming test, on the other hand, at grade-
4 had only a minimal impact on the predictive power of grade-4 discriminant func-
tion (x’= 1855, p<.001).

Syntactic awareness tasks also proved not very powerful diagnostic tools in
separating poor from average readers. When all syntactic measures were entered
into the analyses the discriminant functions at grade-2 was non significant (x* = 75,
ns), while that at grade-4 only marginally significant (x2 = 38, p<.001) correctly clas-

sifying 75% of the children. After the exclusion of the grammatical closure test
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from the analyses a small increase was only observed in the classification rate of the
grade-4 discriminant function (x2 = 821, p<.01) which now correctly classified 79%
of the cases, while that of grade-2 became marginally significant (%= 6.5, p<.05).
On the whole, the results of all these discriminant function analyses appear
to support the results of the multivariate analyses for normally developing children,
as well as those carried out in the matched pair comparisons, indicating the primary
importance of phonological awareness and other phonological processing measures
to the prediction of literacy skills and the identification of poor readers in a regular

orthography.

Chapter 9.3 Discussion

Studies examining the cognitive profile of poor readers in other languages
than English are relatively limited. Consequently, little is known about the manifesta-
tion of reading difficulties and the exact nature of poor readers’ underlying cognitive
deficits when learning to read in regular languages. The present study addressed
these two issues in the highly transparent Greek orthography.

Greek poor readers were found to be very accurate in their attempts to
read both real words and nonwords. Their mean accuracy score was remarkably
high, i.e. 90%, making on average 13 errors at grade-2 and 14 errors at grade-4 on
a single reading test of 131 words of increasing difficulty. The number of non pho-
netic errors, lexical substitutions, letter omissions, reversals or intrusions was very
small, even in the most severe cases of reading difficulties. In these cases too there
was not a single instance of reading or nonword reading refusal, while the maximum
reading error rate was close to 80%. A very high degree of accuracy was also
found on the nonword reading test (ii.e. 90%).

This evidence demonstrates that decoding does not pose the same difficulty
to Greek poor readers as it does to English poor readers. The high reading and

nonword reading accuracy of Greek poor readers, after only one year of reading
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instruction, stands into stark contrast to the results of many studies with English-
speaking participants whose nonword reading accuracy score is significantly lower:
ranging from 40 to 60% (Juel, 1988; Rack et al, 1992; Treiman, Goswami, and
Bruck, 1990. Adults with childhood histories of dyslexia have also been reported to
continue to find nonword reading particularly difficult, reaching an accuracy score of
about 65% (Bruck, 1990). It appears that the transparency of the Greek language
renders the application of simple grapheme-to-phoneme conversion rules highly suc-
cessful not only for normally developing children but also for poor readers. It is im-
portant, however, to note that it is wrong to think that reading does not pose any
difficulty to the Greek poor readers. In agreement with the Wimmer’s (1993) results,
in this study significant differences were found in the speed with which poor readers
read words or pseudowords. Greek poor readers were very slow, trying in many
instances to decode words or nonwords syllable by syllable, letter by letter. The
adoption of such a reading strategy resulted in accurate responses but also lengthy
reading times. In most instances, poor readers needed an additional 3 to 4 minutes
to read the same set of 131 words. This was particularly true for the grade-2 poor
readers, half of whom made very few errors but had extremely long reading times.
Most of the grade-4 poor readers, on the other hand, were both less fast and accu-
rate in reading.

Despite the small number of errors made , most Greek poor readers were in
fact significantly less accurate than their chronological age peers. The occurrence of
reading errors in high frequency words indicated the existence of underlying defi-
ciencies in their word recognition system. Moreover, not all poor readers manifested
their reading difficulties in terms of differences in reading speed. Twenty-five per-
cent (25%) in each grade manifested their difficulties solely in terms of reading accu-
racy problems. Due to the transparency of the Greek language the assessment of
reading accuracy in Greek appears to be problematic. The tendency of poor and
average readers in the present study to make a large proportion of their errors on

the most difficult words of the reading test suggests the need for including low fre-
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quency polysyllabic words with difficult consonant clusters, to make reading tests in
regular orthographies more ‘sensitive’ to differences in the severity of reading diffi-
culties. There is also evidence to suggest that the underlying cognitive deficits of
‘rate’ disabled children are not identical to those of ‘accuracy’ disabled children
(Lovett, 1987). Recently, Wolf (1997) has proposed a double-deficit hypothesis sug-
gesting that individuals with deficits in both naming speed and phonological coding

are substantially more impaired then individuals with weaknesses in only one domain.

Greek poor readers’ spellings also suggested they had not developed well
specified orthographic representations. The majority of poor readers experienced
difficulties with both reading and spelling. This was particularly true for the fourth
grade poor readers whose spelling ability was even more depressed than that of the
second grade poor readers. Inspection of the type of spelling errors revealed the
absence of non-phonetic errors, letter reversals or letter omissions in the spelling of
words with consonant clusters. Their errors were phonetic in nature: being in most
cases the result of the selection of the wrong grapheme in vowels having more than
one graphemic representation or spelling. The absence of any difficulty with the
spelling of consonant clusters or any other segmentation-based spelling difficulty on
the part of Greek poor readers needs to be emphasized because it indicates the
beneficial effect of the transparency of the Greek language on the development of
high levels of phonemic segmentation skills. English poor spellers have consistently
been reported to experience difficulties spelling consonant clusters in English (e.g.
Kibel & Miles, 1994). Such differences in this aspect of spelling behaviour of Eng-
lish and Greek poor readers suggest that the latter, after one year of ‘phonics’-
oriented reading instruction and exposure to a highly regular orthography, have ac-
quired competence in letter-sound mapping, being able to use this knowledge not
only in reading but also in spelling.

Another basic characteristic of Greek poor readers’ spelling behaviour was

their insensitivity to very frequently occurring spelling patterns. As Greek is a highly
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inflected language where various single- or multi-letter inflectional morphemes are
extensively used in, both, noun and verb morphology. The two major features of
the multi-letter inflectional morphemes, that is their high occurrence in many nouns
(eg. pecaiog, tedevtaiog, wpaiog, Saperaiog) or verbs (padaivew, kareBaive,

nnyaive, kovtoaive) and their rhyming quality, attribute to these multi-letter ortho-

graphic units a similar linguistic status to that of the rime unit in English monosyllabic
words.

The poor readers’ ability to spell correctly various inflectional morphemes
became the focus of the second part of the spelling error analysis to see if there
would be differences in performance between poor and average readers. The re-
sults indicated significant between-group differences in most cases, except in the
case of single morphemes which are used to indicate differences in the gender of
nouns. Poor readers were found to experience significant difficulties not only in
spelling relatively difficult inflectional morphemes but also very easy and commonly
used multi-letter morphemes. Their performance was not only significantly poorer
than that of their chronological-age peers, but in many instances, grade-4 poor
readers were found to experience the same or even more severe difficulties to those
experienced by younger normally developing children in learning the same spelling
patterns.

This evidence indicates Greek poor readers’ insensitivity to the highly occur-
ring spelling patterns of their orthography and it appears to be in line with recent
conceptualizations of literacy acquisition that emphasize the importance of the statis-
tical properties of words (Brown & Loosemore, 1994; Seidenberg & McClelland,
1989; Treiman et al, 1995). The importance of the lexical statistics in the English
orthography has been mainly examined either in studies contrasting the saliency of
rime unit to that of other linguistic units (see Goswami, 1997; Treiman, 1992 for re-
views), or, in studies examining the effects of neighbourhood consistency or inconsis-
tency in the rime of English monosyllabic words (e.g. Laxon, Coltheart, and Keating,

1988; Nation, 1997; Treiman et al, 1995). The results of most of these investigations
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have documented the high degree of saliency of the rime unit in the English orthog-
raphy. The evidence from the present study extends the validity of the above theo-
retical formulations and research evidence in English by showing the importance of
the appreciation of the statistical characteristics of words in a language of a differ-
ent orthographic structure where the notion of rime unit is not applicable. The ob-
served differences in the spelling of high frequency multi-letter inflectional
morphemes between poor and average Greek readers was based on evidence from
multisyllabic words and not monosyllabic words which are exclusively used in English
investigations.

The present findings also appear to bear some relevance to the results of
some recent cross-orthographic comparisons (e.g. Goswami, Porpodas, & Wheel
wright, in press; Goswami, Gombert, & Fraca de Barrera, in press) which have re-
ported the low level of saliency of rime unit in regular orthographies like Greek,
Spanish and French (see Chapter 3). In accounting for all this cross-linguistic evi-
dence, Usha Goswami (1997) has arrived at the conclusion that * .. the development
of orthographic representations developed by young readers of Greek are the
grapheme-phoneme units, and that orthographic sequences that reflect rhymes have
no representational status (in Greek) (p. 143). The first part of the conclusion ap-
pears to be justified on the basis of her results on her nonword reading test, and the
results of the present investigation which indicate Greek readers’ competence in us-
ing grapheme-to-phoneme correspondence rules in reading or spelling, or their in-
creased level metalinguistic awareness at the phonemic level  The general
applicability of the second part of her conclusion, however, is problematic in the
light of the evidence from the present investigation of poor and average readers’
ability to spell high frequency multi-letter inflectional morphemes of a similar linguis-
tic status to that of the rime unit in English. The results of the present analysis indi-
cate that orthographic sequences that reflect rhyming in Greek do have a
representational status, but the degree of their saliency and importance varies ac-

cording to the existing differences in the degree of consistency of grapheme-to-
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phoneme correspondences in the two modalities: ie. in reading and spelling. This
evidence shows that cross-linguistic evidence from languages with one-sided regular-
ity may be as informative as evidence from studies carried-out in languages that are
either regular or irregular in both modalities. Within-language comparisons offer the
advantage of the same phonology, orthography, and syntax, the only difference be-
ing (at least in the case of Greek language) the degree of consistency in the repre-
sentation of phonemes-graphemes. The above pattern of results are akso interesting
because they are in line with some recent models of literacy acquisition which em-
phasise the importance of lexical statistics to the development of reading and spell-

ing competence (Treiman et al, 1995).

The development of phonological awareness skills, phonological processing
skills, and syntactic awareness skills in Greek poor readers was also of particular
interest. The results indicated the existence of pervasive deficiencies in the pho-
nological domain, but not in syntactic awareness. When contrasting the cognitive
profile of poor readers with that of their chronological age peers significant differ-
ences were found on all phonological measures but the verbal STM task. Their dif-
ficulties on some of these measures (ie. phonological awareness, speech rate &
spelling) were so profound that the magnitude of differences in their performance
was even wider at grade-4. Non significant differences, on the other hand, were
found in most of the syntactic awareness tasks, with the exception of the recalling
sentences test at grade-4. The reading-level matched pairs comparison also con-
firmed the existence of an underlying phonological deficit. Significant differences
were found between poor and younger average readers of the same reading age on
the phonological awareness composite score, the 4-syllable speech rate task, the de-
coding accuracy in the nonword reading task.

The above pattern of results indicates that the phonological deficit hypothe-
sis as a major explanation of most poor readers’ reading and spelling difficulties is

valid not only in the deep English orthography in which it has been formulated, but
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also in languages with a more transparent orthography. The similarities in the cogni-
tive profile of Greek poor readers and English dyslexics (e.g. Snowling, 1995) are im-
pressive, given the significant differences in the orthographic structure of the two
languages. These findings offer unequivocal support to those theorists who view
dyslexia as a universal phenomenon and as a deficit the outward symptoms of
which may be culturally influenced-determined (Frith, 1997). Although the present
study was not a direct cross-linguistic comparison, a number of its findings indicated
the existence of significant differences in the manifestation of the underlying cogni-
tive deficits: the most revealing of which being those of phonological awareness skills

On the whole, this set of analyses indicates that the transparency of Greek
orthography exerts a beneficial effect not only on the development of phonological
reading skills in Greek poor readers but also on the development of their phonologi-
cal awareness skills. The evidence that one of the most discriminant measures in
Greek was the spoonerism test, which is most often used with adult dyslexics in
English because of its cognitive complexity (e.g. Gallagher, Laxon, Armstrong, and
Frith, 1996), implies that the cognitive deficit underlying the written language difficul-
ties of English and Greek poor readers is the same, but the degree of its severity
and the way in which is manifested in regular orthographies is different. It appears
that the consistent and isomorphic relationship between Greek phonemes and
graphemes and the phonics-oriented reading instruction allow Greek readers a better
conscious awareness of the phonological structure of words at the syllable and pho-
neme level, leading them to an increased level of competence on many phonological
awareness tasks that most English dyslexics find difficult. This raises the issue of the
sensitivity of many linguistic measures in regular orthographies and warns against the
uncritical acceptance of those diagnostic tools and performance criteria that have
been constructed and used in languages with a different orthographic structure. Not
all linguistic measures that are used extensively in English were sensitive enough to
detect the existence of underlying phonological deficits in Greek: eg. verbal STM,

phoneme counting, syllable awareness tasks. In addition to this evidence, two find-
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ings in the present set of analyses are also indicative of the need for constructing
and/or using linguistically adapted assessment procedures and criteria.

In the reading-level comparison significant differences in performance were
found in the speech rate task only on the 4-syllable word-group, but not on the
other two groups requiring the participants to repeat as fast as possible word-pairs
of 2- or 3-syllables. This difference in the discriminative power of this task may be
attributed to the length of Greek words which tend to be rather long. It is possible
that because of the high preponderance of multi-syllabic words in the Greek lan-
guage, which in some instances have eight or more syllables, the repetition of word-
pairs with stimuli of two or three syllables might not have stressed the phonological
skills of Greek poor readers. Evidence supporting this view comes indirectly from
studies which indicate that real words, which have established lexical entries in long-
term-memory, are recalled and rehearsed better than stimuli which do not
(nonwords) (McDougall et al, 1994). The argument can be made that the pho-
nological system of Greek-speaking children may be ‘accustomed’ to the establish-
ment and processing of multi-syllable representations, so that the fast repetition of
short words required by the speech rate task may might not have posed any
‘challenge’ to the system of normally developing children and of children with pho-
nological deficits. The same argument can be made also for the verbal short-term
memory task because the same set of words was used in both tasks. Research evi-
dence indicates that word span is sensitive to word length (e.g. Baddeley, Thomson,
and Buchanan, 1975, McDougall et al, 1994). Verbal STM was also found not to be
discriminative of reading difficulties in the Wimmer (1993) study. In this case too,
short-term memory was assessed using the digit span test comprising monosyllable
and disyllable words in a language where polysyllabic words of eight and nine sylla-
bles are not uncommon.

The second finding of interest was the evidence of significant differences in
the reaction times of poor and average readers on the phoneme substitution and

spoonerism tasks. Poor readers were found to be not only significantly less accu-
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rate on these two tasks, but also significantly slower even in those cases that were
able to respond correctly. In many instances poor readers of both grades required
the experimenter to repeat the word stimuli again in order to continue their at-
tempts to answer. This hardly happened with most average readers, whose re-
sponses were both fast and accurate. In some other instances poor readers either
they had to reflect before answering, or, after giving a first incorrect response they
needed again to spend some time before giving their answer.

Such differences in the response latencies on phoneme awareness tasks of
poor and average readers are very important because they suggest the existence of
significant differences in the quality of their phonological representations. The fast
and unhesitant responses of most average readers on spoonerisms and phoneme
substitution reveal the clarity with which phonological and orthographic information
is represented in their word recognition system. On the other hand, poor readers’
delay in providing accurate responses indicates that, despite the transparency of the
Greek language and their increased ability to manipulate the phonological structure
of words, their phonological representations were not as clearly defined as those of
average readers, so extra time was required to think about the task and reply. The
present pattern of results suggests that the examination of underlying phonological
deficits in regular orthographies, by means of phonological awareness tasks, may
require both the traditional accuracy and latency measures, especially in those cases
where an increased level of accuracy does not allow any inference about the status
of underlying phonological representations.

One of the seven measures used in the present study to assess the develop-
ment of phonological awareness skills was a newly developed task aiming to assess
children’s’ ability to segment sequences of consonants into phonologically acceptable
ways. Children were asked to syllabify words orally, and by doing so to segment
the consonantal sequences that were present in one of the words’ syllable bounda-
ries. The statistical analyses examining the predictive relationship of phonological

awareness tasks in Chapter 6, showed that this task was one of the most powerful
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and independent predictors of reading skill at grade-2, but not at grade-4. The ab-
sence of predictive power at this later stage of development was interpreted in
terms of the masking effect of the use of a set of syllabification rules that are ex-
tensively taught at grade-3 and 4. The present set of analyses provided further
evidence on the diagnostic validity of this test.

Poor readers of both grades were found to perform very poorly on this test.
Item analyses indicated that their difficulties were specifically associated with the
segmentation of those sequences of consonants that were not permissible syllable-
onsets in their language and which had to be segmented into two parts (eg. nj, as
in the syllabification of the English word en/joy; and that of xap/ti [paper] in Greek).
No significant differences, on the other hand, were found on those words containing
permissible consonant sequences (eg. str) the segmentation of which required these —

sequences to be preserved (by being syllabified with the second syllable) leaving the

preceding syllable open (as in the word astrology — a [ stro / lo / gy, or the word
a/otpo/Aolyi/a in Greek). The above results present some interest because they
suggest the possibility not only of poor segmentation skills but also poor reader’s
insensitivity to the phonological constraints and statistical regularities that govern
their language. Analysis of the cognitive requirements of this test indicates that suc-
cessful completion of this task requires subjects among other things to a) identify the
individual phonemes in the sequence, b) segment it into various ways c) refer to the
phonological constraints and statistical regularities of his language to decide which of
the possible letter combinations are legal or illegal syllable onsets in their language
(eg. c/tr or ct/r, ctr: respectively), and d) then decide where to put the boundary in
words. Given the evidence that Greek readers are very competent in identifying the
individual phonemes in words (as evidenced by their accurate performance on the
phoneme counting test) the claim can be made that their difficulties on this task are
related to their deficits in appreciating the phonological status of these sequences,
and in particular in appreciating the importance of the phonological constraints and

statistical regularities of their language. This appears to be in line with the evidence
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from the spelling analyses where poor readers were also insensitive to the highly oc-
curring orthographic sequences of their language.

In the case of the second type of words (SET A of test), the acoustic or
syllable boundaries coincide with the syllable boundaries of the words (e.g. poster —
po / ster = CV - CCV). This means that children can perform this task, not only
because they are aware of the phonological status of the sequence they are asked
to segment, but simply following the ‘syllabic’ rhythm of the Greek language. This is
not however the case with the other type of words because the syllable boundaries
do not coincide with the acoustic/speech boundaries (e.g. lobster — lob / ster =
CVC - CCCV in English, tdy / pa = CVC - CV = [ta/yma/ in Greek).

The second major objective of the examination of the cognitive profile of
Greek poor readers was to examine whether poor readers will experience problems
with syntactic awareness. The results revealed the absence of any significant differ-
ences between poor and average readers on most syntactic awareness tests. The
discriminant function analyses confirmed the low discriminative power of these tests
in separating poor from average readers. This evidence indicates the absence of
any major syntactic awareness deficits in Greek poor readers, supporting the claims
of those theorists who advocate the primary importance of phonological impair-
ments as a major explanation of poor readers’ written language difficulties (e.g.
Mann, Shankweiler, and smith, 1984; Shankweiler et al., 1994-95. The only instance
that poor readers scored significantly lower than their chronological-age peers was
on the recalling sentences task at grade-4. In this as well in all the other instances
their mean performance scores (even though lower to those of average readers)
were never below the cut-off point of 85. A similar pattern of results was also ob-
tained on the BAS subtest of basic number skills. Even though poor readers per-
formed significantly more poorly than average readers in both the chronological-age
and reading-level comparisons, their mean accuracy scores in most cases were within

the age-expected norms. In grade-2, for instance, the mean score of poor readers
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was 93 while that of average readers 100. In grade-4, the mean for the first group
was 85 while that of the second 103.

One possible explanation for the above significant differences in poor readers’ and
average readers’ performance on the syntactic awareness and basic number skills
tests is in terms of Stanovich’s (1986) notion of ‘Matthew effects’ - where poor
(readers) get poorer and ‘rich’ get ‘richer’ - and his hypothesis that reading difficul-
ties can lead to increasingly global performance deficits. A crucial element in this
hypothesis is the adverse effects reading difficulties have on poor readers’ motiva-
tion. Prolonged reading failure has been reported to have a pervasive effect on chil-
dren’s general self-esteem, motivation, and task persistence (eg. Butkowsky &
Willows, 1980; Fowler & Peterson, 1981), leading - according to Stanovich (1986) -
to a generalized inability to deal with educational, cognitive, and linguistic tasks of all
types. When administering the tests of our experimental test-battery, it became ap-
parent that many poor readers were less persistent in their attempts to answer
questions, less confident and motivated in general, and more prone to give an ‘easy’
answer. So it is possible that the observed differences in performance between
poor and average readers may reflect the gradual loss of interest and/or of task
persistence. It is likely that poor readers gradually lag behind not only in the do-
main where their major deficits are but also in other domains where average readers
appear to progress normally.

In relation to syntactic awareness the claim has also been made that the
ability to comprehend complex syntactic structures is in part the result of reading
experience (e.g. Mann, 1986; Perfetti, 1985). The present analyses also support this
view. One of the few syntactic awareness tests in which poor readers scored sig-
nificantly lower than their chronological-age peers was the recalling sentences task,
at grade-4. These differences, however, did not hold in the reading-level compari-
son. Once grade-4 poor readers were matched on reading ability with younger

grade-2 children, the differences in performance were not significant.
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The results of one of the three newly developed syntactic awareness tests,
that of stress assignment, also presented some interest. The aim of this test was to
examine poor readers’ sensitivity to differences in the placement of stress in sound-
alike words (e.g. yépog = ['jeros/ -yepdg = /je ’ros/); contrast it with their ability to
use the stress mark in spelling; and see whether difficulties in using this punctuation
mark in writing will reflect a specific insensitivity to this linguistic feature of their
language. The Greek language provided this opportunity, because every Greek
word of more than one syllable carries a stress mark which indicates which syllable
is accentuated more. The results indicated that Greek poor readers did not experi-
ence difficulties with the stress assignment task, even though they omitted or mis-
placed the stress mark in spelling significantly more than the average readers who
made very few errors. This suggested that their difficulty, at least with this punc-
tuation mark, was not the result of a specific linguistic insensitivity. One possible
interpretation of this result is that poor readers, because of their well documented
deficits in the representation of phonological and orthographic information,, find the
spelling task so demanding that most of their attention is directed to finding the cor-
rect orthographic representation of the word they want to write that they forget to
put the stress mark.

Although the present analyses failed to uncover a specific deficit in this
rather subtle aspect of linguistic development, one should stress the importance of
examining similar or other aspects of children’s’ phonology (both input and output)
and their relationship to written language difficulties. A large body of evidence indi-
cates that young children with speech and language impairments in many instances
go on to demonstrate reading difficulties (e.g. Aram & Hall, 1989; Catts, 1991). The
challenge that lay ahead of those researchers working in this field is to examine and
disentangle the complex relationship between speech and language difficulties; iden-
tify the commonalities and differences in the locus of these deficits; and construct
assessment procedures that could be used from an early stage in development as

reliable indicators for identifying children who are at risk of literacy skils.
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The construct validity of the present experimental strategy for the identifica-
tion of poor readers in the regular Greek language, was assessed in the present
study in a series of discriminant function analyses. The results suggested a success
rate of 90% at grade-2 while a 100% at grade-4 for either the main all the individ-
ual phonological awareness tasks. The discriminative power of the rapid naming
and syntactic awareness tasks proved rather low at both ages, with the exception of
the rapid naming tasks at grade-4 which correctly identified 92% of the children.
On the whole, the results confirmed the evidence from the correlational and multi-
variate analyses carried out for all 132 participants of the study, indicating the pri-
mary importance of phonological processing skills in the prediction of differences in
reading skill. The high success-rate in classifying poor and average readers in both
grades also suggests the usefulness of most cognitive and linguistic measures of the
present experimental test-battery in the identification of reading and spelling difficul-

ties in the Greek orthography.
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Chapter 10. GENERAL DISCUSSION

Chapter 10.1 Overview

The last two decades have seen a remarkable rebirth of psychological inter-
est in the process of reading and spelling and the cognitive factors that may affect
or predict literacy development. Numerous studies have been conducted in English
(see Goswami & Bryant, 1990 & Wagner et al,, 1987 for reviews) as well as in other
more regular orthographies (e.g. Caravolas & Bruck, 1993; Wimmer, 1993; Wimmer
& Goswami, 1994) or logographic scripts (e.g. Mann, 1986; Read et al, 1988). Per-
haps one of the most important contribution of the growing number of cross-
linguistic studies has been the realization that the existence of significant differences
in the linguistic structure of languages may significantly affect the development of
literacy or other metacognitive skills.

Set in this context of general interest about the development of literacy skills
in other more regular orthographies, the present research aimed to study the devel-
opment of reading and spelling abilities in the Greek language, the predictive rela-
tionship between various phonological awareness, phonological processing and
syntactic awareness measures and the development of literacy skills at age 7 and
age 9, and, finally, the manifestation and underlying cognitive deficits of Greek
reading disabled children.

Chapter 10.2 The main findings in the study

Chapter 10.2.1 The development of literacy skills in Greek: evidence from
normally developing children

The present study in the Greek language reveals that learning to read and

spell in a regular orthography does not pose the same degree of difficulty, as they
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do other languages with a less consistent orthography. The orthographic transpar-
ency of the Greek language was found to exert a profound effect on the develop-
ment of many cognitive skills, and in particular the development of literacy skills.
One of its first and rather striking results was the fast pace and ease with which
Greek average or poor readers developed their alphabetic reading skills. From the
first months of the second year of primary school, Greek readers are so competent
in reading that neither difficult low-frequency polysyllabic words of the reading test
nor nonword stimuli pose any difficulty on them, at least from an accuracy point of
view. The highly isomorphic relationship between Greek graphemes and phonemes
and the predominance of open CV syllables in many Greek words render the pho-
nological structure of many Greek words very transparent, and the application of
grapheme-phoneme correspondence (GPC) rules to word decoding easy and highly
successful. This means that the acquisition of even the most basic GPC rules is suf-
ficient for the successful decoding of many Greek words, leading to high levels of
reading accuracy. Alphabetic skills are also applied very skillfully by most Greek
children in spelling. There was not a single instance of dysphonetic errors in the
spelling efforts not only of average readers but also of poor readers.

The fast rate and ease in the development of alphabetic reading or spelling
skills in Greek appears to be directly connected to the linguistic characteristics of
the Greek language because the same ease is not observed in other languages with
a less transparent orthography. English beginning readers, for instance, experience
significantly more problems in the mastery of literacy skills (e.g. Adams, 1990; Bissex,
1980). In most direct cross-linguistic comparisons (e.g. Goswami, Porpodas, Wheel-
wright, in press; Goswami, Gombert, Fraca de Barrera, in press; Wimmer & Gos-
wami, 1994) English-speaking children have been found to develop their literacy skills
in a much slower and laborious way. Due to the high degree of irregularity of their
orthography, children learning to read in English spend a significant amount of time
in understanding how print maps onto sound and in learning how to use successfully

the frequent arbitrary grapheme-phoneme correspondences of their orthography.
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As a result, they tend to be error-prone and to develop reading and spelling skills
very slowly. The results of the present study indicate that the same does not hap-
pen with Greek readers. The argument has been made that successful decoding of
new words acts as a ‘self-teaching’ strategy which enables beginning readers to be-
come more independent readers (Jorm & Share, 1983). Given the regularity of the
Greek language, one can put forward the argument that the orthographic transpar-
ency of the Greek language acts as ‘self-teaching’ strategy on its own, allowing
Greek beginning readers to develop a very powerful word recognition system early
in literacy development.

Another contributing factor to the development of such a robust word rec-
ognition is also the influence of the ‘phonics’-oriented regime of reading instruction in
Greek, which also draws the attention of Greek beginning readers to the constituent
syllables or phonemes of words. From the first days in primary school Greek chil-
dren are introduced to the letters of the Greek alphabet, and to those letter se-
quences that they may find difficult in word decoding (eg. ‘pt), ‘oi’, ‘td’, ‘1, ‘o1p),
‘ktp’, ‘yrp’, ‘k8p’). Word segmentation also forms a basic element of every day
reading practice. Beginning readers are systematically taught to segment words into
syllables, phonemes, or how to blend these smaller segments to derive the pronuncia-
tion of words. So the claim can be made that the combined effect of the ortho-
graphic transparency of the Greek language with the adoption of a ‘phonics™-based
reading instruction, offers Greek beginning readers a very favourable linguistic envi-

ronment within which to develop their literacy skills.

The regularity of the Greek language also exerts a significant influence on
Greek readers’ processing strategies in reading. Frith’s (1985) developmental theory
of reading acquisition in English describe the initial steps to literacy in terms of a
prolonged developmental arrest at the logographic stage. In the context of this ir-
regular orthography, segmenting words on the basis of grapheme-to-phoneme corre-

spondences is often unreliable and confusing. For this reason English beginning
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readers tend to rely more on a direct word recognition strategy to deal with the
inconsistency of their language. The present pattern of results indicates that the
same does not happen in Greek. The orthographic transparency of the Greek lan-
guage allows Greek readers a higher degree of confidence and competence in the
use of grapheme-phoneme correspondences, facilitating the employment of a
sublexical reading strategy from an early stage in literacy development. Similar re-
sults with younger grade-1 children have also been reported in the Greek language
(Porpodas et al, 1990) or other regular orthographies such as German (Wimmer &
Hummer, 1990), Portuguese (e.g. Pinheiro, 1990), French (Sprenger-Charolles, Casalis,
1997). The consistency in the above cross-linguistic evidence suggests that the ex-
isting theories of literacy acquisition that have been formulated to describe the de-
velopment of literacy skills in the ‘deep’ English orthography are not entirely suitable
for accounting for the observed quantitative and qualitative differences in the devel-
opment of literacy skills in other more regular orthographic scripts. The available
cross-linguistic evidence indicates that the functional importance of the logographic
stage in the context of regular orthographies is relatively limited, as the majority of
beginning readers learning to read in transparent linguistic environments proceed to
the alphabetic phase much sooner than most English-speaking children usually do.
Furthermore, it suggests the need for these models to be adjusted to the linguistic
structure of the language in which they are used and the type of reading instruction
that is favoured in each educational system.

Having made this statement, however, it should be stressed that the above
results do not completely refute the existence of the logographic phase in the Greek
language. Despite the transparency of the Greek language and the phonics-oriented
reading instruction in Greek, 16% of the errors made by average readers at grade-2
and 9% of the errors made by average readers at grade-4 were lexical substitutions,
indicating the use of a logographic strategy, at least for a certain number of words.
These differences in the percentage of lexical substitutions at these two ages sug-

gests the possibility of an even stronger involvement of a logographic reading strat-



213

egy in the earlier stages of literacy development: ie. grade-1. The functional impor-
tance of the logographic reading strategy may not be as important to the users of a
regular orthography as it is to English-speaking readers, but certainly exists even in

these more regular linguistic environments.

Another major characteristic of Greek children’s reading behaviour is reading
speed. Despite their high reading accuracy, most Greek readers differ in the speed
of decoding words and nonwords in the reading tasks. Reading speed on the whole
is a more sensitive measure of variability in reading skill Significant differences in
reading latencies were apparent not only between the grade-2 and grade-4 readers,
but also among children of the same age. Not all children experiencing reading
problems exhibit their difficulties in terms of reading errors. Ten out of the twenty-
eight poor readers in the present study had slow reading latencies scores but accu-
rate reading scores. All this evidence supports a similar pattern to that reported in
other regular orthographies such as German (Wimmer, 1993), Greek (Goswami, U,
Porpodas, C., & Wheelwright, S, in press) French or Spanish (Goswami, U., Gombert,
J. E, & deBarrera, L. F, in press) and suggests that the reading speed criterion is of
primary importance in the assessment of reading skill in regular orthographies. Fur-
thermore it indicates that even in those favourable linguistic conditions the develop-
ment of reading ability still remains a highly complex cognitive process which
requires many years of practice before it develops to the full. The transparency of
the Greek language, and other regular orthographies, may indeed facilitate the de-
velopment of sublexical skills but it appears that there is more to reading than just
the ability to apply skillfully simple grapheme-to-phoneme correspondence rules.
The significant differences in reading latencies in the absence of difficulties in de-
coding accuracy suggests the possibility that it is the fast and accurate decod-
ing/encoding of larger orthographic units that poses more difficulty to beginning
readers. This is in agreement with most conceptualizations of reading acquisition

which view automatic skilled reading as the outcome of the amalgamation of various
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sources of information (e.g. phonological, orthographic, semantic, etc.) (e.g. Ehri, 1992)
and the mastery of multi-letter orthographic units and other complex morphemic
structures (Seymour, 1997). The present data do not allow any firm conclusions on
this issue and further research is needed to substantiate the above hypothesis in
Greek.

Chapter 10.2.2 Phonological awareness, phonological processing, and syntac-
tic awareness skills as cognitive determinants of literacy skills in the regular
Greek orthography.

Because the Greek language is so regular significant quantitative and qualita-
tive differences are also observed in the development of phonological awareness
skills. Greek readers develop impressive levels of awareness of the phonological
structure of words very early in literacy development. The way in which phonologi-
cal awareness and other phonological processing skills relate to the development of
concurrent reading or spelling attainment is also greatly affected by the linguistic
characteristics of the Greek language.

The highly syllabic nature of the Greek language and the fact that the sylla-
ble boundaries of many words coincide with the speech boundaries offer Greek
readers a very favourable linguistic environment for the development of syllable
awareness skills. This is evidenced by the ceiling effects of both age groups on the
two syllable awareness tasks. The fact that Greek readers’ performance is so high
on most syllable tasks (and phonemic awareness tasks) from age 7 ako suggests that
this level of competence on both types of phonological awareness skills must have
been developed much sooner, that is from the beginning of grade-1 or even sooner.
Even though the present study does not address the issue of the development of
phonological awareness skills in preschool children, research in other languages with

a similar syllabic structure supports this hypothesis. In particular, the studies of
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Cossu et al. (1988) in the Italian language, and Cardoso-Martins (1995) in the Poru-
guese language have reported higher levels of syllabic awareness skills for the Italian
or Spanish kindergarten and nursery school children than those that have been re-
ported for English-speaking children (e.g. Liberman et al, 1974). This evidence indi-
cates that oral language input also exerts a beneficial effect on the development of
certain types of phonological awareness skills. One point that needs to be stressed,
however, is that because of the fact that syllables are natural linguistic units in most
alphabetic scripts, the observed cross-language differences in the development of
metaphonological skills are not as impressive as the ones usually found at the pho-
neme level after the beginning of formal reading instruction when the influence of a
languages’ phonological and orthographic input is much more profound (Caravolas
& Bruck, 1993, Cossu et al, 1988). The findings of the present study support this
developmental trend. The Greek language’s impact on the development of pho-
nological awareness skills was much more drastic on the development of phonemic
awareness skills than that of syllable awareness skills. A few months of phonics-
based reading instruction and exposure to this highly transparent orthography prove
sufficient for the fast development of high levels of phonemic awareness in Greek
readers. Most of the participants in the present study were very accurate on most
phonemic awareness tasks, including the most cognitive demanding tasks of pho-
neme substitution, deletion and spoonerisms. The impact of the orthographic trans-
parency of the Greek language on phonological awareness development is so
significant that even poor readers are very accurate on many phonemic awareness
task from age 7.

The development of such high phonemic awareness skills in Greek average
or poor readers is impressive when it is contrasted to that of English readers, who
usually develop equivalent levels of of phonemic awareness skills at a much later
stage. When English speaking children are asked to perform similar phonological
awareness tasks to those used in the present study their performance on all tasks is

significantly poorer (Muter & Snowling, 1997, Wagner et al, 1987). Moreover, in
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most cross-linguistic comparisons children learning to read in regular orthographies
not only consistently outperform their English-speaking counterparts but their per-
formance on most phonemic tasks is also strikingly high (Caravolas & Bruck, 1993;
Wimmer, 1993). The highly irregular nature of the English language prevents begin-
ning readers from establishing fully specified orthographic representations at the
phonemic level. Because of this irregularity, English beginning readers are forced to
rely more on a direct visual word recognition strategy which is underpinned at the
syllabic or intra-syllabic level. Under the influence of such a linguistic input, there is
a tendency for their initial orthographic representations to be organised on the basis
of larger orthographic units than phonemes, such as those of syllables or rimes. This
explains why onset and rime are salient linguistic units in the deep English orthogra-
phy (eg. Goswami & Bryant, 1990; MacLean, Bryant & Bradley, 1987; Treiman &
Zukowski, 1991), but not in the context of more transparent orthographies such as
German (Wimmer et al, 1994), Greek (Goswami, Porpodas, Wheelwright, in press), or
Spanish (Goswami, Gombert, Fraca de Barrera, in press). By contrast, the regular
nature of the Greek language and the adoption of a ‘phonics™-based reading regime
in Greek permits the fast employment of a sublexical reading strategy which is un-
derpinned at the phonemic level. This explains why Greek-speaking children develop
competent phoneme awareness skills so quickly and why the transition from syllable
to phoneme awareness is easier, faster, and more direct, and not via the onset-rime
unit as in the deep English orthography (Goswami & Bryant, 1990; though see Sey-
mour & Duncan, 1997 for an opposite view). This pattern of results is in line with
the massive body of evidence which indicates that the development of phonemic
awareness skills is contingent upon the acquisition of the alphabetic code (e.g. Ale-
gria, Pinot, & Morais, 1982, Liberman et al, 1974; Mann, 1986, Morais et al, 1979,
1986, Read et al, 1986). This also explains why of the two types of phonological
awareness skills assessed in the present study, phonemic awareness proves a much
more powerful predictor of literacy skills than syllable awareness. One of the rea-

sons for the poor predictive relationship between syllable awareness skills and read-
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ing and spelling ability in Greek is that because syllable awareness is too easy, this
type of metalinguistic awareness does not correlate with reading very well due to
the ceiling effects, and in this way it does not predict concurrent reading or spelling
attainment. On the other hand, because phonemic awareness is much harder, ap-
proximating the difficulty young readers have in using these linguistic units in read-
ing, the predictive relationship between phonemic awareness skills and literacy
development is much stronger.

On the whole, the results from this set of analyses on phonemic awareness
support Goswami’s argument that the orthographic transparency of a language af-
fects the process of sublexical reorganisation of phonological representations at the
phoneme level that is so critical in all orthographies (Goswami, 1997, p.150). The
primary importance of phonemic awareness skills to the development and prediction
of literacy skills in the deep English orthography has recently been emphasized by a
number of studies, despite previous claims that the most critical linguistic unit in the
early stages of literacy acquisition are the intra-syllabic units of onset and rime
(Goswami & Bryant, 1990). Seymour and Duncan (1997), for instance, have pre-
sented evidence that English preschool children with well established rhyming skills at
nursery have greater difficulty in segmenting nonwords at the onset-rime level than
at the onset-peak-coda level, at grade-1. Furthermore, two studies examining the
predictive relationship between metaphonological skills and literacy development
(Muter et al, 1997, Nation & Hulme, 1997) have also reported evidence indicating
that phonemic segmentation skills are much more powerful predictors of reading
and spelling ability in English than rhyming skills, which appear to gain some predic-
tive value only in the later stages of development. This growing body of evidence
suggests that even in this highly irregular and inconsistent orthography, where the
application of grapheme-phoneme correspondences is not as highly successful as in
regular orthographies, phonemic segmentation skills units are still important to the
development of reading ability. The issue of which linguistic units are the most im-

portant determinants of early literacy skills in English is still open, and further em-
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pirical evidence is needed to substantiate the exact pattern of developmental predic-
tions in these early stages of development. From a theoretical point of view, the
results of the Dundee longitudinal study (Seymour & Duncan, 1997) support Gom-
bert’s (1992) theory of metaphonological awareness where the development of con-
scious ‘metalinguistic’ awareness is the outcome of the external demands which are
imposed by the acquisition of literacy skills, and not so much the outcome of inter-
nal factors as hypothesized by Karmiloff-Smith’s (1986) theory. The results of the
present study also concur with Gombert’s (1992) theory. The faster, easier, and
more direct development of phonemic awareness skills in the Greek language re-
flects the drastic impact of the external demands imposed by the linguistic charac-
teristics of the Greek language and the adoption of a phonics-oriented reading

regime in Greek.

The present research also contributes to our knowledge of the cognitive de-
terminants of literacy skills by showing how differences in the orthographic transpar-
ency of languages may affect the predictive validity of various metacognitive skills.
The examination of the role of phonological awareness, phonological processing and
syntactic awareness skills to the development of reading and spelling ability in the
Greek language revealed an interesting pattern of results. The results, on the whole,
reveal the primary importance of metaphonological skills to the development of lit-
eracy skills in the Greek language. Throughout this research, phonological aware-
ness and other phonological processing skills prove much more significant predictors
than syntactic awareness skills. Children who performed well on phonological
awareness and other phonological awareness tasks also performed better on read-
ing, nonword reading and spelling than children with depressed phonological scores.
The unique and rather independent contribution of these measures to the prediction
of concurrent reading and spelling acumen indicates that the ability to read and spell
in Greek depends greatly on the quality of underlying phonological representations.

A strong predictive relationship between phonological awareness measures and
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reading or spelling has consistently been reported in English (e.g. Bradley & Bryant,
1978; Fox & Routh, 1983; Stanovich, Cunningham, & Cramer, 1984) and in a num-
ber of other more regular orthographies such as Spanish (Cardoso-Martins, 1995),
Swedish (Lundberg et al, 1988), German (Wimmer et al, 1994). So it appears that
the awareness of the segmental nature of words and the establishment of high qual-
ity phonological/orthographic representations are the two most crucial universal fac-
tors underlying reading and spelling development in most alphabetic scripts. The
results of the present study support and at the same time extend the available
cross-linguistic evidence in various ways. Studies examining the cognitive determi-
nants of literacy skills in regular orthographies have restricted the scope of their in-
vestigation to the examination of the role of phonological awareness skills in the
early years of literacy acquisition: preschool and grade-1 (eg Caravolas & Bruck,
1993; Cardoso-Martins, 1995; Cossu et al, 1988; Lundberg et al, 1988, Wimmer,
Landerl, Linortner, & Hummer, 1991). Consequently, very little evidence is available
about the development of these skills at later stages. The present study adds to
this body of evidence by showing that, apart from the most commonly used pho-
nological awareness tasks, other phonological processing measures such as speech
rate and rapid naming can also be used as reliable indices of phonological skills and
predictors of reading and spelling ability at different ages. Furthermore it shows
that, in the context of regular orthographies, not all phonological measures are sensi-
tive enough to detect underlying differences in the development of phonological
skills. This was the case with some of the phonological awareness tasks (e.g. pho-
neme counting) or phonological processing tasks (e.g. verbal STM) used in the pres-
ent study. Moreover, it reveals some interesting changes in the way in which
phonological awareness and phonological processing skills relate to reading ability in
Greek, at age 7 or age 9. Phoneme deletion, one of the most powerful and most
commonly used measures in English, proved a significant determinant of reading
ability only in grade -2, but not in grade-4. The spoonerism test, on the other hand,

one of the most cognitive demanding tasks that is usually used with older children
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or adults in English, was the only measure which accounted for most of the variance
in reading or spelling ability at age 9 (grade-4). This indicates that, because of the
high degree of transparency of the Greek language, it is only the more cognitive
demanding tasks that stress the phonological system of Greek readers and as a re-
sult the only measures that are highly sensitive to individual differences in this regu-
lar linguistic environment. Furthermore, the unique contribution of phonological
awareness’ composite score to the prediction of concurrent reading attainment at
grade-2, but not at grade-4 indicates that the predictive validity of phonological
awareness, one of the most stable predictors of reading ability in English (Wagner et
al, 1997), in the context of regular orthographies, is developmentally limited. In rela-
tion to this last issue, the present findings reveal that a sound knowledge of the
phonological structure of words is a crucial determinant of reading competence pri-
marily in the early stages of literacy acquisition, when children still try to understand
how print maps onto phonology. In regular linguistic environments, this is a quite
straight-forward task. As children progress very quickly to higher levels of reading
competence and the differences in the development of these abilities are primarily
manifested in terms of the speed and not so much in terms of reading accuracy,
measures that are indices of automaticity gain a unique predictive validity to concur-
rent reading attainment.

On the whole, the above evidence indicates that differences in the linguistic
structure of languages exert a very powerful effect not only on the pace of devel-
opment of alphabetic reading skills or the way with which phonological skills de-
velop, but also on the way in which phonological awareness and phonological
processing skills relate to the development of literacy skills at different points in de-
velopment. Both these skills are required for successful reading (Bowers, 1995). The
present results reveal that phonological awareness is a crucial determinant and
powerful index of how good children will develop alphabetic reading skills in the
early stages of literacy acquisition, while rapid naming an index of how children will

be at developing automaticity that is critical for adult fluency.
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The present study also shows evidence about the contribution of syntactic
awareness to the development of literacy skills in the Greek language. Most cross-
linguistic studies have focused so far on the examination of phonological skills. As a
result, there is limited knowledge on how syntactic awareness skills contribute to lit-
eracy development in regular orthographies. Bishop (1991) has also expressed her
concern about the unbalanced interest of reading research in English on phonological
skills.

The one-sided regularity of the Greek language (i.e. regular for reading, less
consistent - predictable for spelling) proved an interesting testing case of how differ-
ences in the degree of consistency in the representation of phonological information
may affect the way in which various metacognitive skills contribute to the develop-
ment of literacy skills. The statistical analyses examining the role of syntactic
awareness at age 7 and age 9 revealed the lack of any predictive relationship be-
tween syntactic awareness and concurrent reading attainment at age 7 or age 9.
An independent and highly significant predictive association was only fount with
spelling attainment at age 9. These results indicate that in the Greek language the
contribution of syntactic information offers very little to successful word decoding.
Perhaps, the more consistent grapheme-to-phoneme correspondences are in an or-
thography, the more important phonological information becomes, and the less need
there is for readers to rely on other sources of information to derive the pronuncia-
tion of words. Research in English also leads to this conclusion. The high degree of
inconsistency in the English grapheme-to-phoneme correspondences renders syntactic
awareness a useful source of information to word decoding (e.g. Muter & Snowling,
1997). The contribution of syntactic awareness to the prediction of concurrent
spelling attainment in Greek (where the consistency in GPC is significantly lower) was
small but highly significant. The independent amount of variance accounted for syn-
tactic awareness, over and above that of phonological awareness skills, suggests that
there is more to spelling than just the ability to apply skillfully single-grapheme cor-

respondences. Skilled orthographic spelling in Greek appears to be a much more
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complex process than word decoding. The higher degree of variability of the Greek
phoneme-to-grapheme correspondences in spelling and the highly inflectional nature
of the Greek language, require from Greek spellers not only a sound knowl
edge/awareness of the phonological structure of words but also the assimilation of
other types of linguistic information such as morphological, syntactic, grammatical,
and semantic. The highly significant relationship between syntactic information and
spelling at grade 4 but not at grade 2 confirms this, revealing at the same time a
clear developmental increase in the appreciation of this kind of linguistic information
in Greek spellers. The absolute predominance of phonological skills at age 7, indi-
cates that young reader’s interest and attention during the first years of literacy ac-
quisition is primarily directed to the phonological domain. As children get older and
are asked to spell more difficult words the spelling of which transcends grapheme-
to-phoneme correspondence rules their attention and interest is also directed to
other aspects of their language. The present research indicates that an appreciation
of other types of linguistic information than phonological awareness becomes in-
creasingly important to the development of literacy skills, primarily in instances when
the consistency in GPC rules is violated and the application of simple grapheme-

phoneme knowledge provides insufficient information.

Chapter 10.2.3 The cognitive profile of Greek poor readers.

Having examined the predictive relationship between various metacognitive
skills and the development of literacy skills in normally developing children, the study
then went on to examine the cognitive profile of Greek poor readers (in chapter 9).
The orthographic regularity of the Greek language was also found to beneficially
affect the degree of severity of their reading and phonological deficit.

As with the normally developing readers in the main study, Greek poor

readers were also found to be very accurate, but not so fast, when reading real
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words, nonwords, and when responding to questions about the phonological struc-
ture of words. In the reading and nonword reading tasks their mean accuracy score
was as high as 90%, while that on many phonological awareness tasks (e.g. phoneme
or syllable counting or deletions tasks) well over 80%. Non significant differences
between poor and average readers were also observed on the phoneme counting
and syllable counting and deletion tasks, or on the verbal STM task. Such a high
competence in all these measures is not typical of English poor readers who usually
experience much more severe problems with reading and/or spelling (Bruck, 1990;
Bruck & Treiman, 1990; Kibel & Miles, 1994; Snowling, 1980), and the processing of
phonological information (e.g. Frith, 1985; Snowling, 1991). All this indicates that the
beneficial effect of the regularity of the Greek orthography is not restricted to nor-
mally progressing children but also to reading disabled children. The present pattern
of results suggests a milder handicap for most Greek poor readers, at least in the
development of reading and phonological awareness skills. The accurate perform-
ance of these children on the reading and nonword reading tasks from age 7 and
the small percentage of logographic errors or reading refusals suggests that Greek
poor rteaders, despite their difficulties, develop a high degree of competence in the
use of alphabetic reading skills. This indicates that these children’s development of
reading skills is not arrested at the logographic stage - like that of most English de-
velopmental dyslexics - but rather at a more advanced phase of literacy develop-
ment. The fact that most Greek readers are highly accurate in reading and their
reading or spelling errors are phonetic in nature suggests a developmental arrest at
phase 2 or even phase 3a (see Figure 1-2) at least from a reading accuracy point of
view. This means that the reading profile of most Greek poor readers does not re-
sembles the reading profile of English developmental dyslexics, but rather Frith’s
(1985) subtype of ‘developmental dysgraphia’ or type-B spellers. The orthographic
transparency of the Greek language allows Greek poor readers a much more suc-
cessful start to literacy acquisition to that offered by the irregular English orthogra-

phy to English dyslexics, affecting the degree of severity of their reading difficulties.



224

Having made the above statement, however, it should be noted that, despite
the small number of reading errors, poor reader in the present study made signifi-
cantly more errors than their chronological-age peers on both reading tasks, and
significantly more errors than their reading-age peers on the nonword reading task.
Yet a number of their reading errors were lexical substitutions indicating signs of a
logographic reading strategy at grade-2 or even grade-4, at least for a certain num-
ber of words (visually similar). This evidence indicates that, despite the development
of a high competence in the use of grapheme-phoneme correspondences in most
Greek-speaking children, Greek poor readers’ word recognition system is not as
highly developed as the one of average readers. The above pattern of reading be-
haviour suggests that despite the beneficial effect of the orthographic transparency
of the Greek language Greek poor readers fail to develop the complex set of con-
nections between phonemes and graphemes that characterizes the lexicon of the
reader within the orthographic phase.

Depressed scores were also obtained by most poor readers on the spelling
test. These written language difficulties were found to be associated with severe
deficiencies in the phonological domain, as evidenced by their poor performance on
most phonological processing measures such as speech rate, phonological awareness
and rapid naming. Greek readers’ slower reaction times in providing the correct an-
swers on the phoneme substitution and spoonerism tests also revealed the existence
of poorly-specified phonological representations. A similar degree of insensitivity to
the highly occurring rhyming orthographic units of their language was also exhibited
by these children in both grades, supporting the claims of recent models of literacy
acquisition which place particular emphasis on the statistical regularities of a lan-
guage (e.g. Seidenberg & McClelland, 1989; Treiman et al, 1995). The existence of
all the above deficiencies in the phonological, but not in the syntactic awareness
domain, clearly indicates that despite the existing differences in the development of
alphabetic reading skills and syntactic awareness skills in children learning to read in

different linguistic environments, the phonological deficit hypothesis (Stanovich, 1988)
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still remains a viable framework for the explanation of reading and spelling failure

universally.

On the whole, the existence of so many differences and similarities in the
cognitive profile of Greek poor and average readers, or in the way in which literacy
and other metacognitive skills develop in different linguistic environments reveals the
crucial importance of cross-linguistic evidence to the search of the cognitive deter-
minants of literacy acquisition. Languages differ in the degree of complexity of their
phonology, orthography, morphology, syntax and grammar. Hence, certain aspects
of literacy acquisition appear to be easier in certain linguistic contexts while more
difficult in others. It is only by studying other languages that we can get useful in-
sights about the common elements in literacy acquisition across orthographies and
those that are attributable to the linguistic and/or instructional peculiarities of a lan-
guage.

During the last two decades research into literacy has made significant ad-
vances in accounting for the significant effects of orthographic variation. Some of
the initial attempts to examine the pattern of development of literacy skills in other
alphabetic scripts than English did not prove ready to accept and interpret the sig-
nificant cross-orthographic differences, underplaying their importance (e.g. Cossu et
al, 1988). The gradual increase in the number of cross-orthographic comparisons
has gradually led researchers to question the validity of many of the research find-
ings, such as the importance of the logographic stage in the German (Wimmer &
Hummer (1990), or other more regular orthographies (e.g. Pinheiro, 1995) or to re-
confirm the existence of phonological deficits in German dyslexics (Wimmer, 1993).
The focus of many cross-linguistic investigations has been devoted primarily to the
search of the existing differences across languages and their impact on literacy de-
velopment. The results of the present study and some other more recent investiga-
tions in regular orthographic systems (e.g. Goswami, 1997) have indicated not only

the existence of significant differences but also of striking similarities in the cognitive
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profile of Greek and English readers. This evidence strongly suggests the need for a
more balanced view on the part of cross linguistic research to identify and at the
same time emphasise/acknowledge the importance of these similarities, which are as

revealing as the differences.

Chapter 10.3 Implications of the present study - suggestions for future
research.

The present study in the Greek language has contributed to our knowledge
of reading and spelling acquisition in Greek, the way in which various metacognitive
skills affect the development of literacy skills, and, finally, the way in which reading
difficulties are manifested in the context of this regular orthography.. This evidence
was based on data from the concurrent assessment of cognitive and literacy skills at
age 7 and age 9. The adoption of a cross-sectional design restricts the value of the
above observations to these two points in development. Much still needs to be
known about how children develop reading and spelling or other meta-cognitive
skills at different stages in development. It will be interesting, for instance, to exam-
ine the development of phonological awareness skills prior to the commencement of
formal reading instruction (ie. kindergarten), a few weeks after, and again at about
the end of grade 1. This, in conjunction with the assessment of reading and spelling
abilities at the last two testing sessions, will give us an estimate of the effect of
Greek language’s written language input on the development of phonological aware-
ness skills and vice-versa. Of interest would also be to administer some other pho-
nological processing measures that do not require awareness (e.g. speech rate, rapid
naming, nonword repetition) to see if these measures could also be used as precur-

sors of literacy development later on. If this proves to be the case, then such
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measures will be very useful for screening, and in particular for the early diagnosis
of reading/spelling problems.

The assessment of phonological awareness and phonological processing skills
in subsequent stages of literacy development - i.e. grade-5, grade-6) is also of some
interest, given the present evidence of a different pattern of developmental predic-
tions between phonological awareness, rapid naming and literacy development in the
Greek and English orthographies, or the evidence indicating the diminishing predic-
tive relationship of rapid naming in the English language (Wagner et al, 1997). It
would be interesting for instance to see if rapid naming would continue to be a
more powerful predictor of reading ability, or which other aspects of phonological
processing would correlate with reading and spelling competence in this later stages

of reading acquisition.

The present study also provided some evidence that Greek spellers are sensi-
tive to multi-letter inflectional morphemes of a rhyming status. This was based on
data from our spelling test. Further research is needed to examine the role of
rhyming skills to the development of reading and spelling acumen in the context of
regular orthographies. The present argument of the special saliency of multi-letter
rhyming morphemes could certainly be enhanced with a wider selection of inflec-
tional-morphemes that may be embedded in nonwords, or the adoption of a longi-
tudinal design which will give us a more complete picture of when children start to
make the connection between these rhyming units and their orthographic knowledge.
The role of these units could also be examined from a syntactic point of view, given
the highly inflectional nature of the Greek orthography. One way is by using two
different sets of inflectional morphemes, one with inflectional morphemes of a rhym-
ing status only (as with those used in the present analyses: e.g. -tvag, as in the word
Xepdvac= winter or aykwvag = elbow), and another group of words ending in in-
flectional morphemes of a rhyming and syntactic/grammatical awareness status (e.g.

dvw, as in the words 1eAcidve, onkdvw). Administering these two sets of words to
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a group of average and a group of poor spellers one can examine the extent to
which children of differing levels of competence rely on other sources of linguistic
information (syntactic, grammatical) in order to select the correct orthographic rep-

resentation of words.

The results of the present investigation of the cognitive profile of Greek av-
erage and poor readers also appear to hold some implications for the identification
of reading difficulties in the Greek or other regular orthographies. A major problem
at the moment in Greece is the identification of dyslexia and other reading difficul-
ties on the basis of scientifically and research-based criteria. This is due to the lack
of standardised reading, spelling, or other cognitive tests, and the lack of extensive
research on normal and abnormal reading development. Therefore, much confusion
exists about how to identify children experiencing learning difficulties.

The existence of significant differences in the predictive validity and diagnos-
tic sensitivity of many cognitive measures in the present study suggests the need for
the construction of tests and diagnostic criteria that are adapted to the linguistic
properties of the language in which they are used. In relation to reading ability, the
significant differences in the reading latencies of Greek readers in the present study
or those that have been reported by other researchers (eg. Wimmer, 1993; 1996;
Wimmer & Goswami, 1994) indicate that when assessing the development of reading
abilities in orthographically transparent languages differences in reading latencies
should also be taken into account, especially in those cases where reading errors are
absent. In relation to the assessment of phonological awareness skills, the present
evidence indicates that it is the most cognitively demanding tasks of phoneme dele-
tion and spoonerisms that should be used in experimental or clinical settings, as
these tests are the most sensitive to individual differences. The significant differ-
ences in reaction times between poor and average readers when performing the
phoneme substitution and spoonerism tests also indicate that differences in the reac-

tion times when performing phonological awareness tasks may alko be a very useful
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index of the quality of underlying representations, especially in those instances (e.g.
regular orthographies) where the successful application of grapheme-phoneme corre-
spondences may lead, in the end, to an accurate response. Moreover, the fact that
phonological awareness and rapid naming are differentially related to the develop-
ment of reading ability in the Greek language alkso indicates that a priority should be
given to the former measures only in the early stages of literacy development, while
more emphasis to the rapid naming measures primarily in the later stages of literacy
development.

The high success rate in the classification of poor and average readers on
the basis of the present experimental test battery indicates that most of these tests
can be used with a certain degree of confidence in the identification of reading and

spelling difficulties in the Greek language.

The study’s results also appear to hold some educational implications. The
high level of competence of Greek poor readers in the use of grapheme-to-phoneme
correspondence rules and their insensitivity to the high frequency orthographic pat-
terns indicate that remedial action should draw the attention of these readers to
multi-letter spelling units in a structured, cumulative, and multisensory way from an
early stage in their literacy development. Given the present evidence for a close
relationship between the use of syntactic/grammatical information and the develop-
ment of orthographic competence, teaching the systematic relationship between syn-
tax, grammar and those spelling patterns that transcend grapheme-to-phoneme rules
may also be very useful source of information that may facilitate the development
of orthographic proficiency of average and poor readers.

The results of this study also indicated a close predictive relationship be-
tween the ability to segment consonantal sequences and the development of reading
ability at grade-2. Greek poor readers were also found to experience significantly
more difficulties when performing the consonant segmentation task. All this evi-

dence indicates that teaching consonant segmentation skills to Greek poor readers in
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a more systematic and multisensory way to that currently adopted in mainstream

primary schools may also boost their word decoding skills.

In conclusion, the results of the present investigation provide insight and
foundations for future research into the cognitive determinants of literacy skills in
the Greek language and the manifestation of reading and spelling difficulties at age 7
and 9. The predictive relationship of these meta-cognitive skills changes in the con-
text of a regular linguistic environment as children move to higher levels of reading
and spelling competence needs further investigation. To this end, a follow-up study
is being planned to take forward the empirical work in this study (Nikolopoulos,

Goulandris, Snowling, in progress).
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Chapter 12. APPENDICES
Chapter 12.1 Appendix A: Greek Alphabet

GREEK ALPHABET
The Greek Alphabet has 24 letters:

Capital letters Lower-case letters Phonetic equivalent
a

(c)

-

EC X g c QD IO0OMNMCECT ux -~ VWsNO W B O

OEXS <MV IO0OMZI>RN—-0INMDI®>
S X s OO EBE —" D= N O < <

Phoneme - Grapheme Correspondence

Vowels

/a/ a

lel g ai

o/ o

I/ n, L, U €, O U

fu/  ov



Chapter 12.2 Appendix B: Matched Children
Grade 2 matching

POOR READERS

Subject # Age
133 8.7
135 6.8

55 6.8

85 68

58 70

60 70

36 71

54 72

80 72

59 73

82 73

117 73

11 73

61 75

78 7.6

46 7.7

IQ Raven’s raw score

POOR READERS

Subject #
63
77
106
87
66
103
99
104
98
86
65
126

IQ: Raven’s raw score

Age

88
89
89
91
92
93
93
94
95
9.6
9.7
9.8

IQ
18
11

14
16
23
35
13
30
19
22
31
31
23
12
31

IQ
28
19
39
30
45
24
30
47
18
23
43
37

Matched AVERAGE READERS

Subject #
83
28
24
41
19

5
53
39
71
22
67
49
42
23
47

Matched AVERAGE READERS

Subject #
105
121
37
108

6
13
10
64
89
96
91
114

Age
88
6.8
6.8
71
68
71
69
71
71
73
73
73
7.3
73
75
72

Age
89
88
93
93
91
92
97
94
95
96
96
91

IQ
16
10
13
17
18
26
35
1
31
18
21
32
29
26
12
33

IQ
29
20
38
34
45
23
31
46
19
23
43
37

Read
872
910
931
954
98.8
98.8
999

1014

103.0
103.7
1037
1069
109.2

1109

1136

1141

Read
89.2
1081
991
1111
1071
1123
1055
1130
101.8
969
1025
959



Chapter 12.3 Appendix C: Single Word Reading Test

éAa
wpa
Qg
oxa
Aéve
nov

nama
TWpa
KOTa
@elyer
MOVAI
ddAacoa

@iNog
narara
untépa
Kavara
Suvardg
avAn

padntig
nepintepo
Xapoyedo
gpyooctdcio
napakai®

yoxpa
nepinarog
dveAda
ouyKowvavia
avdve
HECAIWVIKOG
autoKpdropag
enBadoév
EKTPAXVAMONOG

ekxépowon

papd
pnAo
neg
AGBog
6Aa
dAoyo

vnoi

note

Toxn
Xwp16
1aén
KaAokaipt

{wypagifn
kanéAo
Kapoto
kaného
8doog
1aidt

KOUTOaive
avrtpag
avdpwrog
MeEPNPAvVOg

kGSopat
NAEKTPIKO
KPATOG
HETAVACTNG
EMOTPOPH
ouvaviia
XAPAKTNPIoHSE
Sie1080vw
éyxopdog
aioxpoképdeia
Spavona

edw
naidw
Mo
vai
naue
nuépa

™om
BaAe
undév

xapa
nodi

goxn
notnpt
panéli

Xopaet
HOUCIKN
taxvdpduog

olkoyévela
ekdpopn
eAnida
nepaympt
payovda
1a&1debm
katopdwpa
napaéevog
(pappakeio
eZavaykaopog
TO aitnpa
epunpnopog
eXMUPOOKPATRON
vnepSiépyepon

ayxioteia

273

givai
SaokdiAa
éva

101E
RA0¢
Xopev®

yara
Tupi
pbé8a
oxoAeio
818Aio

auTokivnrto.

Sévdpo
KNNog
1Gén
@aynto
Spdbuog
yAdotpa

onovdaiog.
neptodiko
MEVACHEVOG
Kavoaépla

yupidw
Aeypdenpua.
Haxkpvog
PNUIOPEVOG
NPWIKOG
napaiinASypappo
VI0dET®
aotpanoBpovro
gyxeipnon
Svoxepaive

eykddeipkrog.



Chapter 12.4 Appendix D: Nonword Reading Test

2-SYLLABLE NONWORDS.

vaia Ab1a prido

1dka véya yiko

Mtpa yadpo néeIng
yAiKTpO 1pdxIng PAwoTh
3-SYLLABLE NONWORDS.

Zapdbi Envpepa QEPOVL

Tapdavi kndépa yepo
ndokavo Kdokatog panAwpa
Bpepdotrpa 8dByiopa kpépBwon
4-SYLLABLE NONWORDS.
BnAépwvo napapéia poKoAdta
paxTuAid Aovactipt koAuBpdva
SnAéywvo capakéia AokoAdpa

TN

Knen

pdaornn

BAdotpa

yaocéia

xaoéda

garpaxog

@AaoTikd

kepovdada

Betpaxnit

pelovdda

Bookiviopa AonpookuAo  KPOMOKPATNG naonéAoutpo

274



nodt

korrtadw

XEHWvVaAg

Haxaipt

yetrovid

Topa

vndyeo

vuotalw

Efwon

Kéxkkivo

Appendix E: Single WordSpelling Test
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Chapter 12.5

Eyo oxt

padntig untépa

Kapdg PuVviA
npoécwno évepo
[Mpcdrog padaive
avBpwnog  teAeutaiog
[Tpoocevxn dppwoTog
TPAVIKOG ddAacca
OwkoSopn newde
ayowvia aykevag
gidnon navronwAeio
1paywdia SnAntipilo
pappakeio OTPATIOTIKOG

Evionwon

Znpeiopa

I8avag

XapIng Hivag.
Mdxn Kaprnovi OUVVEQO.
Avvarég S8axtudo pnxavii
Aapédg KAe1Si anAdva.
novdw aotuvogpia kGBopat
notnpt nAnpopn NAtopa.
k&8iopa karaAaBaive nepdlw
nAvvtiplo BaAitoca KipwAia
kaAhiepynpuévog  oupnddea
doxnuog TOiX0¢
Zuvaviia wpéhpog npwmdunoug
YUHVAOTIKN aneiAnTikog  EMYXEP®



Chapter 12.6 Appendix F: Phonological Awareness test Battery

SYLLABLE COUNTING.

276

OPEN CLOSED
-cl +cl -cl +cl

Triak évopa, narara, vrovAdna, ékdeon, actpanh, kapgitca

pan ... KQ/MVOG e 2 Bdp/ka . xav/8pa ...
oaddua ... HA/YVATNG e 3 Bev/livn ... Hep/Bpdvn ...
ooKoAdTd ... NEPI/NTEPO umrenne 4 ouv/eripag ... ap/dptika ...
NEPINOAIKO ... nelo/Spopio ... 5 xaA/kopavia.... avdpwnogayog.....

SYLLABLE DELETION.

TRIAL WORDS: pan ... vepéb ..
8pdpog ... KUkAog ...
natdra, payvarng,

3-SYLLABLE WORDS.

KANAKl ... caAdta .. Kavangg ...
nA&Tavog ... nanAeua ... @addkpa ...

4-SYLLABLE WORDS.

xapvdda ... coKOAd1a ... KapapéAd ...
IPOXOVOUOG .......... Kardernua ... KTnviarpog ...

5-SYLLABLE WORDS.

MEPINOAIKS e pwtoBoAiba ... TIOVOKEQPAAOG .........
NPOPULAAKTAPAG ..c.... TnAeypdonpa ... koukAodéarpo ...




PHONEME COUNTING.

TRIAL ITEMS: évopq, 16r, okUAog, unéra, 1¢aut, ykoA.

277

8a OE oo Kai — nov o

éva - (o3 S—— avie ... Eiva

11137,V TR OKTA . pndiAa ... Koupuni S

AvKog nAdm ... ypapua ... HAQpUndg ...

notdaput Spopog ....... ykaléla........ tOtdikt e
PHONEME DELETION.

[ Set A (CV) Number of Phonemes Set B(FromClusters) J

TRIAL ITEMS: évopaq, yéAa, Kéta, nAdrn, 8alo, népIa.

Position

I Pug
M .

F Kog

| T%m

M uido

F opog

| Mxkog
M BéMog
F KNAnog
I Kapab
M xeAdva

F avepog

---------

..........

..........

w W

e L

(S2 RN &) ]

N O O

Position

| [731 W—
M 6p¢ ...
I 7Y —
M (a7 (U
2nd  xOe¢ ...
I Prévo ...
M 1G8AL ...
2nd  @Abya ...
I Baxog ...
M Kan g ...
2nd  kpavog ...



PHONEME SUBSTITUTION

Trial items: pEAM 5> x> xEM name - Nixko¢ > k> Kixoc
VEPS > ¥ > yEPD navi > ¢ > lavi
CcvV CL
p6da -n- - n6da npida - T — Tpila
kéta -A- - Adta mpévo - Kk — Kpévo
pdn  -x- - Xatn KAadi - m — MAadi
Aayég -0 - — Gayog ... otéyn - @ — @réyn
vepd -@ - @epo . epaxtng 6 — Bpdyrng
natTdTa - X - maxaxa o ... nmpondvnon - K - Kpokdvnon
Aovkaviko - - Aovlawnifo _— ekdpoun -A ekSpoAn
NMeKTpiKé - @ - nAe@1p1pd
Spoonerism Test

Trial items: Zeotd - ywui — yeotd Zopi ... navi - xapdBi  — xkavi napdBr ...

@oEoKO - TUpI - TPEOKO QUOI ... Ipayavo - kouvAoupi— Kpayavo rovAoupt ...
eoth - ponid - veom fovia ...
8adb - notdm - nady Bordm -
KaAé - INdoxa - MaAé xdoxa =

odnio - prio

Haxaipt - mpovvi

xpovia - nMoAAG

1pvmia - kaAtoa

Kpvo - @ayntd
nAatd - @VAdo

Kpépa - yaAakrog

parmo onto

nayaipt pnpovvi

npdévia xoAAG
Kkpuma TdAtoa
@pUvo Kayntd
@Aatd nvAdo
vpépa KAAakrog

esereacse

sessacanse

sessacrese

278

eoosee



CONSONANT SEGMENTATION TEST

SET A
(open syllables)

ti/ypng
vw/8pdg
Ka/nvog
pd/una
né/vte
¢6/opa
pd/etng
otd/xmn
e/kho/yn

ou/ykpo/m/pa

Kd/ptpa
a/otpa/mn
ka/Av/mtpa
£x/9pdb¢
é/xkpn/&n

SET B
(closed syllables)

14y/pa
6ad/nég
XaA/Bég
pbu/Bog
név/dog
xap/ti
&ag/vn
Spay/un
ek/Bo/M
ovy/ypa/@é/ag

dp/xrog
xav/Spa
BeA/x1/kég
Ap/Bpa/ki/kdg

ek/BAG/otn/on

279



Chapter 12.7 Appendix G: Sort Term Memory Task: word Span

2-SYLLABLE WORDS.

pndia - ké1a
6m - vixL

KpAvog - HwpOo - KAMOG J—

Képpa - kéta - vUxL

pundAa - kpavog - tém - khinog -
kéta - pwpd - képpa - voxu J—

KANog - Tém - KpAvog - kéta - pndia —

vOx1 - Képua - pwpd - pndAa - KRnog

Képua - kéta - pndAa - 1ém - KANog - voxu.

vOx1 - KOTa - KAMog - pndAa - kpdvog - pwpd - ém ...
T0M1 - KOTA - KEPHA - KANOG - pndAa - vOxt - KPAvog. e

KOTa - Képpa - undAa - 1ém - KpAvog - HwPo - KANog - vix1

KIAMog - Kpdvog - vix1 - pwpo - képpa - Kéta - ™ém - pndda. ...

3-SYLLABLE WORDS.
notnpl-kapdéto

kapGBi-tpanédi.

VIOUAGNa-KOKopag-nothipt
Kapndva-unacTouvi-kapoto.

kapdBi-vrovAdna-tpané{i-kékopag
noTpI-KaUnAdva-kKapbTo-Hnactouvi.

HNactoHvi-kapdTo-TPanédI-kOKopag-NOTHPL
Kapndva-notipi-kapdto-tpanédi-vrovAdna.

kapdro-nompi-kdkopag-vrovAdna-tpané1-kapabi
pnactodvi-kapndva-kapdBi-tpanédi-kapSéTo-noThpL.

kapndava-tpanéfi-vtovAdna-kapdto-nothpi-kékopag-kapdodi.
kapéto-vrovAdna-tpanédi-kapndva-pnactouvi-kapabi-kéxopag.

KéKopag-KapoTo-vIouAdna-noThpl-kapaBi-kapnava-tpanédi-pnaAkév
unadxkévi-tpanédi-kapndva-kaAdp-kékopag-notipi-kapéto-tapnéAa.

KpAvog - KNMOG - PO - VOXL - KOTA - pndAda. e

..........

sescsesees
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4-SYLLABLE WORDS.

kapapéAa-TnAépwvo S
kavapivi-kaoetiva.

pavrapivi-koténovio-napddupo S
nepintepo-kaoetiva-kapapéda. e

kaoetiva-napadupo-nepintepo-kavapivt. I
koToMovAo-TnAépwvo-paviapivi-kacetiva.

paviapivi-napadupo-nepintepo-kacetiva-koténovdo. e
kapapéAa-kaceriva-kavapivi-koténovdo-ndégwvo e

rnAé(p(ovo—xapapéAo-napéBvpo-pavrapivl-nepimepo—xorénoU?to ...........
Kavapl’\n-napinrepo-xaoeriva-napd&upo-mpapéha-m}\éwvo. ...........

koténovio-niepintepo-kaoetiva-kavapivi-kapapéda-napddupo-miéewvo ...
kapapéAa-tnAépevo-kaoetiva-napddupo-kotrénovAo-paviapivi-nepintepo.

paviapivi-nepintepo-kapapéa-Aéewvo-kacetiva-kavapivi-napadupo-koténovdo e
m?\éqxovo-Kor6nouho-xaoeriva-nap68Upo-pavmp(vn—nepintepo—xopapéha—pawap(w ...........
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2-SYLLABLE WORDS.
* yndia - ké1a

* KPAvOG - HOPO

* 16m - Képpa

* kfinog - voxt

3-SYLLABLE WORDS.
* MoTNpt - Kapo1o
*VyTOUAdNa - KOKopag

* kapGbi - tpanédi

*Kapndva - unactouvi

4-SYLLABLE WORDS.
* TAépwvo - kapapéla
* NePINTEPO - KAoETiva

* kavapivt - napadvpo

* KoTénovAo - TeTpddio
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Chapter 12.9 Appendix I: Rapid Naming Task

1 PICTURE NAMING

ounpéda , yadidt , kAedf , pndia , Bpvon , kAaidi , yaAid , Bpvon , undda , opnpéAa
yaAidt , opnpéia , undia , Bpovon , kAedi , yaAidt , opnpéda , kAaidi , Bpon , pndia
Bpvon , kAedi , opunpéda , pndAa , opnpéda , Bpuon , kAedi , yaAidi , undia , yaiist
undAa , Bpoon , yaAidi , opnpéda , kAedi , opnpéda , pndia , kAeidi , yadidt , Bpvon
kAedi , undia , opnpéda , kAe1di , yaAid , yndia , Bpvon , ounpéda , Bpvon , yaridy

Where ounpéAa = umbrella, yaAidt = scissors, kAeidi = key, and pndAa = ball

2. COLOUR NAMING

Madpo Kitpivo MnAé  Koékkivo Kagé MmAé  Kitpivo Kagé  Kékkivo Matpo
Kitpvo Mavpo Koékkivo Kagé MnAé  Kipivo Madpo MnAé  Kagé  Koékkivo
Kagpé MnAé Mavpo Kokkivo Madpo Kagpé MnAé  Kipwvo Kéxkxivo Kirpivo
Kékkivo Kagé  Kitpivo Mavpo MnAé  Mavpo Kékkivo Kitpivo MnAé  Kagé
MnAé  Kékxkivo Kagé MnAé  Kipvo Koékkivo Kapé  Mavpo Kirpivo Maipo

Where: Madpo = Black, Kitpivo = Yellow, MnAé = Blue, Kékkivo = Red, Kagé =

Brown

3. DiGIT NAMING

92745 72494 29547 29457 54294 94725 74572 54279 57929 75294
4. LETTER NAMING

eoole BooBo eBMoB oeBoA oAcBo AcooA coleB oAede ABoB oeBeo
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RECALLING SENTENCES

1) O okGdog KuviAiynoe T y4ta.
2) KAdtonoe 1o ayépt Tn pndia ; R
3) H ékdeon ypagrnke andé tov padnti. S
4) Axovotnke tinotra and 10 Heydewvo ; N
5) Aev épaye 10 popd TO Qaynté; e
6) H oxkenn 8ev éneoce ano tovaépa. e
7) To ayépt kat 10 Kopitor pdfeyav 1a nayxviba. s
8) Aev mdoTnke 0 KAEQTNG ano v actuvopia ; e
9) Exet novAndei 10 onin ano tov peoim;
10) Eav 10 kanédo eivar peydno, 1o aydpr dev da 10 ayopdoel. 000
11) To bpaopa okiomke ano 10 ayépt i 10 Kopitol. s
12) O 4vdpwnog nov éBaye 10 @Ppaxtn fitav kKaAég. e
13) To okuAi kuvriynoe Tn pndAa kat n yara dev akoAovdnoe. e
14) To xopitot 8ev ovunadovoe 10 aydpt nov {oUoE OTOV NPAOTO OPOPO ..o
15) To peyado xa@é okuAi Kuviynoe Tnv KOKKIvn pndAa. e

16) O 4vdpag orapdtnoe va ayopdoet Aiyo ydAa €01m Kt av fitav
apyonopnpévog yia th SovAerd.
17) Or tpopunéteg ka 1a BioAid naixTnkav ano Toug HOUCIKOUG. S

18) Eav n pntépa eixe ynoet pepikd pmokdra, da eixave @aywdei.

19) To ayépt éoteide éva ypdppa otnv Kupia NOv HETAKOUIOE TOV

nponyolpevo xpovo. eeeeesesssses
20) Ta naibid éxoyav ka1 k6AANCav TIC €1KGVEG Kal TIg Kp€pacav Katw ano

g naAég. S
21) H konéAa éxe1 S1a8doer 1a 8d8eka peyaa, Bapid, kagé BiBAia. J—

22) O G4vdpwnog nouv kadetar SinAa omv elid eivar o Saokaddg pag. S

23) Agob n oikoyévewa eixe 1eAeiboet 10 Bpadivs, anogdoicav va ndve yua
a B6Ata ornv e€oxn. S
24) Z1o ayépi nov Sev AAe otnv npondvnon, Sev Tov emTpdnnke va naiger
omnv opdda napd pévov pa £B8oudda apyoérepa. . S
25) O taxudpdpoc Eexdpioe, oppdyioe, NakeTdpioe, kai napédwoe ta
neptodikd. S
26) O dvdpwnog Tov SinAa omrod vnooxEdnke va notiler Ta AovAovdia pag
katd  ddpkewa tov Swakonov.
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WORD STRUCTURE

A) REGULAR PLURALS.

0 vauvtng —> Ol vauTEg
* 0 OKUAOG — o1 oKOAo1
* n Bpoon - o1 Bpuoeg
* 10 BéAog — 1a B¢An
* 10 yadAid — 1a yadidua
* 0 Kavanég - o1 kKavanédeg
* 10 ypaupa - 1a ypappara

B) IRREGULAR PLURALS.

n ordon --> Ol OTACEIg
0 Koupéag —> Ol KOUPEIG.

C) NOUN POSSESSIVES.  Non applicable.

D) PERSONAL PRONOUNS.

* To kopitor €xel éva kawvovpytlo kaného. To kanédo avikel oe AYTHN(Trial)
* To kopitor éxer éva kavovpyio poAdl To poAdt aviiket oe AYTHN.

* To ayépr €xer kawvovpyia okl. Ta okt avrikovv ce AYTON.

* Avuroi éxouv éva padio yia va popactotv. To pddio aviiker oe AYTOYZE.

E) POSSESSIVE PRONOUNS.

* To aydpr ayépace évav kavovpyio okbdo. O okvdog givar AIKOE TOY. (Trial)

* O narépag tov naibiod ayépace éva kawvovpylo naArd. To naAré eivar AIKO
TOY.

* H puntépa aydépaoe éva @odpepa. 10 @opepa givar AIKO THE.

* Avroi ayépacav éva avtokivnto. To avrtokivnto givar AIKO TOYZ.

F) THIRD PERSON SINGULAR.

Ey® naidw pndia.
Mo¢ 8a yiver dua déAw va nw/xpnoponomow avti Tov eyd 10 €00 ?7?
Eob MMAIZEIZ pndAa. (Eye, o0, autdg, epeig, £oeig, auroi).

G) REGULAR PAST TENSE.

Ebd eivar o Nikog nov ypdeer éva ypduua.
Auté givar 1o ypdppa nov (Mov m ékave o Nikog ? ) ETPAYE o Nikog.

Ed® eivar o Kdotag nov enidyver éva agponidvo.
Auté givar 10 agponiAdvo nov ESPTIAZE o Koortag.
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H) IRREGULAR PAST TENSE.

* Eda eivar o Kootag nov TPOEL TO @ayntd Tou.
Avté givar 1o miaro oto onoio EPAIE o Koorag.

* E8d eivar n Mapia nov aveBaiver Tnv okdAa.
Avth givar n okdAa omnv onoia ANEBHKE n Mapia.

* ES® eivar o Nikog nov BAénet éva €épyo omv tnAedpaon.

Avuti givat n TnAeépaon otnv onoia onoia o Nikog (n éxave ??)
EIAE 10 épyo.

[) AUXILIARY + ing —— ©OA (Future)

. Nikog éxer va SiaBdoer Svo padripara yua 10 oxodeio: 1dpa SiaBdler 10
éva.
Mniopeic va pou neig 1t 8a kdver o Nikog avpio, BAénovrag v eikéva ?
Avpio ©A AIABAZEI 10 dAdo.

* E8c® o Nikog¢ BAéner tmAedpaon. Avpio ong entd n dpa €xer v
ayannpévn Tou €KMOMMN.
T Ba kaver avpio orig entd n dpa Nikog ?? OA AEI tAeépaon.

J. DERIVATION OF NOUNS FROM VERBS.

* Avtég o avdpwnog pnoyiariler.  (Picture J)
T SovAeid kdaver ?? givar ??
To 6vopa g SovAeidg nov kavet givar MITIOTATHE

Avtég o avBpownog 1payouvdd.
Th SovAeid kaver ?? givan ??
To évopa tng SovAeidg nov kaver eivat TPATOYAIXFTHY.

K) ADJECTIVE DERIVATION.

H Mapia eine. Nixo éxeic noAin riyn
©a pnopovoe va eixe nei: Niko eioa noAv ?? TYXEPOX.

H unrépa eine: Aev unopeic va gac yiari ra xépra oov eivar yeudra
Bowuigg.
Oa pnopovtioe va eixe ne: Aev pnopei¢ va gag yiarti 1a xépta cov eivar ??
BPOMIKA.
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L) FORMATION OF COMPARATIVE AND SUPERLATIVE.

Avtég o avBpwnog eivar duvardg
Avtdg Spmg eivar akdpun duvarétepog.
Kat autég, oe otykpion pe toug dAdoug eivan o AYNATOTEPOZ
O ITIO AYNATOZ

andé 6Aoug.

Autég o Spdpog givar @apdig.

Avutég givar aképn gapdurepog.

Kat autég €86 eivar o PAPAYTEPOE  anéd éAoug,
[1I0 PAPAYZE

M) DEMONSTRATIVES.

O Nikog eine: Aev déAw ekeiva ta piAa.
Oa ndpw pepikd ano ?? AYTA.
* H Mapia eine: ©OéAw auvtd 1o BiBAio, kat déAw ka1 EKEINO T10 Bi8Aio.

*) DISTINCTION BETWEEN FEMININE-MASCULINE-NEUTER.

* To naywtd hrav véotipo kar Spooepn (APOZEPO).

H kovkAa auvrna eivar gnvi kat kaAé (KAAH).

O Nikog eivar kovpaopévog kai duniva (AYTINOZ)

*  Avuth n 8aokdAa givar noA) 6poppo (OMOP®H).

To nakéro nov pouv €8woeg nrav avoixth (ANOIXTO).
* O vndAAndog tov payaliot irav é€vnivn (EZYTINOZ).

**) VIOLATION OF THE SUBJECT - VERB ACCORDANCE.

H Mapia payovdoov (TPAI'OYAAEI) wpaia Maria sing very nice.

* Avrtoi ot padntég nailere (MMAIZOYN) undAia.

* O Nikog diaBalerg (AIABAZEI) noAo.

* Oh kahoi padnrég ndvra SiaBaler (AIABAZOYN) ta padnipard toug.
* H EAévn naipverg ([TAIPNEI) ndvra kaAotg 8aduovg.

* Axovoeg auvté nov oov einav (EINE) n daokdida ??

***) DISTINCTION BETWEEN VERBS/NOUNS/ADJECTIVES.

* XOVEl — Xwvi * @UAAO — QiIAGd * vépog— yEPSG
* VEPVO — YEPV®D * nive— newvo * unAa—piAG
) dpog—wpée ' otbloc—eTwAég  *  mAdrn—ndary
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SENTENCE ASSEMBLY

. €ide , To aybépt , T0 KopPITOL
. 10 nadi , 10 okvAi , kuvnydnke and
. oto Kodti , n pundAa, egivai

. ynAé , Suvaté , 1o nawdi , eivar

1
2
3
4
5. eidav , va ¢dave , BpSuvé , TnAedpaon , npwtol
6. 10 8cdpo , aydpt , £dwoe , 10 , KOPITOL

7. 1a xopitoa , 1a ayopa , nepnarovoav , He

8. 1a ayépwa , oy opdda , va pnovv , npdkettal

9. 10 K6KaNo , xadei , éxer , TOLV OKUAOL

10.1o ayép1 , TV Kovpoa , va kepdioet , npdkertar , dev

11. rov gpaxtn , va néocer , npékeitat , To Kopitot , and

12.xai , kaderai , onk®veral , 1o ayopt , To KOPiTol

13.x68e1 , Bager , kai , 0 Avdpag , n yvvaika , 10 XopTdpt , TO OMiTt
14.10 apd , pov , ayépace , o narépag , ap€cel , Nov

15.1v Adpna , n yuvaika , oto panédt , éwade , dev , ndvew

16.xat , énaiav , n adeAen , o adeAgdg , kat Tnv kiddpa , 1o mavo
17.xopitot , éoteire oto , ayopr , éva ypdpua , 10

18.10 , autd , BéAw , €0t KI av , akpiBs , eivar

19.10 ayépt , 10 Kopitot , gixe xadei , Tou onoiov , and , xTunidnke , o okOAOG
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247 = 94 5= 6-3=
18 -5 = 2x7 = 6:2=
2 15 38
+ 3 + 23 + 57
13 4 17
+ 99 - 1 - 5
22 71 2
-16 - 52 x4
12 8| 4 96 3
x 3
35 77
x 5 x 15

8| 5 9% | 16
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12,2 4501
+17,6 +57,89
2 _ 1- 1, _1-
3 3 8 T q
66,66 129
- 7,77 x 8
l + _1 — 24’7
2 4 x 02
13,9 ,1 4 9
x 1,2 5 10
15,63 0,3 19,92 20
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