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Proficiency in reading and spelling closed consonant–vowel–consonant 

(CVC) syllables is an important aspect of Malay literacy development, 

particularly for pupils in the Pemulihan Khas programme who still 

require support with Skills 8–15. This article aims to develop a 

conceptual framework to describe these pupils’ profiles of difficulty in 

reading and spelling CVC syllables. Although previous studies have 

provided a basis for understanding phonological processing, 

relationships between written forms and sounds, CVC structure, and 

types of reading and spelling errors, the evidence reviewed remains 

fragmented across research foci and domains and has not been 

integrated into an account of CVC reading and spelling difficulty 

profiles. The framework is developed through a synthesis of linguistic 

concepts, theoretical foundations and evidence from previous studies. 

Psycholinguistic Grain Size Theory (PGST) informs the understanding 

of phonological unit processing, while Orthographic Mapping (OM) 

provides a basis for understanding relationships between written forms 

and sounds. The evidence is compared in terms of processing direction, 

the position of elements within the C–V–C structure, and reported error 

types. The synthesis yields seven components within three analytical 

groupings: three in the reading domain, comprising letter–sound 

correspondences, C–V–C blending and coda sound retention during 

reading; two in the spelling domain, comprising sound–letter 

correspondences and written CVC spelling; and two in the cross-
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domain grouping, comprising correspondence between reading and 

spelling performance and recurring error patterns. The article concludes 

that CVC reading and spelling difficulty profiles need to be described 

through an integrated account of accuracy, the processes involved, the 

position of affected elements, and the relationship between the two 

skills. The framework offers a conceptual basis for further empirical 

investigation within the Malay language Pemulihan Khas programme. 
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Introduction  

 

Reading and spelling are two important components of literacy development (Furnes et al., 

2024). Together, they provide a foundation for understanding texts and producing more 

complex written work (Kim, 2026), supporting pupils’ participation in learning across the 

curriculum (Organisation for Economic Co-operation and Development [OECD], 2019). The 

acquisition of basic literacy skills is also linked to efforts to provide inclusive, equitable and 

quality education (United Nations Educational, Scientific and Cultural Organization 

[UNESCO], 2016). In Malaysia, KPM (2024) reported that 122,062 of the 448,113 Year 1 

pupils who underwent literacy and numeracy screening had not yet mastered basic reading, 

writing and arithmetic skills (3M). 

 

The Pemulihan Khas programme provides guidance and intervention for pupils who experience 

specific difficulties in acquiring basic reading, writing and arithmetic skills (KPM, 2017). In 

the Malay language component, skills are organised progressively, from letter recognition to 

proficiency in syllables, words and sentences (KPM, 2019). The consonant–vowel–consonant 

(CVC) structure is covered within Skills 8–15 and is used in reading and spelling activities 

involving syllables, words and combinations of related structures (KPM, 2019). 

 

Although CVC extends the open consonant–vowel (CV) syllable pattern, the transition to CVC 

is not necessarily straightforward for all pupils. Ali and Nor Shaid (2025) found that a higher 

percentage of Year 1 pupils could sound out syllables and read words with open syllable 

patterns than those with closed syllable patterns. This finding suggests that closed syllable 

patterns may be more challenging for some pupils. However, their study involved mainstream 

pupils and focused on reading. It did not specifically describe the types of difficulty that pupils 

in the Pemulihan Khas programme experience when reading and spelling CVC syllables. 
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Evidence from studies on Malay helps to clarify these difficulties by showing that reading and 

spelling difficulties can involve several distinct aspects. These include relationships between 

written forms and sounds, phonological processing, blending, final consonants, and spelling 

development and errors (Jamil & Rusli, 2024; Lee et al., 2019; Loo & Mariani, 2020; Rickard 

Liow & Lee, 2004). Studies in the Pemulihan Khas context also report difficulties in reading 

or spelling forms containing final consonants (Samsudin et al., 2017; Yuan, 2023), while cross-

linguistic research has examined the relationship between reading and spelling (Furnes et al., 

2024). Although these studies provide an important basis for understanding such difficulties, 

the evidence in the literature reviewed remains fragmented across research foci and domains 

and has not been integrated into an account of CVC reading and spelling difficulty profiles. 

Existing accounts have also not specifically integrated the direction of processing between 

written forms and sounds, the position of elements within the C–V–C structure, correspondence 

between reading and spelling performance, and tendencies towards recurring errors at the 

individual level. 

 

Limitations in the description of these profiles are also evident in records of pupils’ skill 

attainment. Data from the Malay language Pemulihan Khas programme in Kota Belud district 

in March 2025 recorded 62 of 678 pupils within Skills 8–15. However, these records indicate 

only the pupils’ skill levels and do not detail the types and patterns of difficulty encountered 

when reading and spelling CVC syllables (Pejabat Pendidikan Daerah Kota Belud, Unit 

Pemulihan Khas, 2025). A pupil’s placement within a particular range of skills is therefore 

insufficient to describe the types and tendencies of difficulty that characterise their CVC 

proficiency profile. 

 

This article therefore aims to develop a conceptual framework for describing the profiles of 

difficulty experienced by pupils in the Pemulihan Khas programme when reading and spelling 

CVC syllables within Malay Language Skills 8–15. The proposed framework synthesises 

previously fragmented evidence from the reading and spelling domains into seven components. 

These distinguish the direction of processing from written forms to sounds during reading and 

from sounds to written forms during spelling, the position of elements within the C–V–C 

structure, the relationship between reading and spelling performance, and tendencies towards 

recurring errors. The framework’s main contribution lies in integrating these aspects into a 

single analytical structure through which CVC difficulties can be described in terms of the 

processes involved, the position of affected elements, correspondence between reading and 

spelling performance, and tendencies towards recurring errors at the individual level. Although 

developed in the context of Malay, this analytical structure also provides a conceptual basis for 

comparison with research on reading and spelling in other languages with relatively transparent 

relationships between written forms and sounds, while accounting for differences in their 

syllable structures and orthographic features. 

 

Approach to Developing the Conceptual Framework 

 

To achieve this aim, the conceptual framework was developed by organising and connecting 

concepts, theoretical foundations and evidence from previous studies. This follows a theory 

synthesis approach that emphasises the integration of several perspectives or streams of 

literature to develop a more comprehensive conceptual understanding (Jaakkola, 2020). The 

purpose was to develop a more focused structure for describing CVC reading and spelling 

difficulty profiles, rather than to generate new empirical findings. The scope of the framework 

was defined by the place of CVC within Malay Language Skills 8–15 in the Pemulihan Khas 
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programme (KPM, 2019), covering CVC reading and spelling processes at the level of 

syllables, words and combinations of related structures. 

 

The framework drew on three complementary groups of sources. The first comprised linguistic 

sources used to define CVC syllable structure, including the position of the final consonant, or 

coda (Ahmad, 2004; Kasim, 2023; Teoh, 1989). The second comprised Psycholinguistic Grain 

Size Theory (PGST), which informed the understanding of phonological processing at different 

unit sizes (Ziegler & Goswami, 2005), and Orthographic Mapping (OM), which informed the 

understanding of relationships between written forms and sounds and the formation of memory 

representations of word spellings (Ehri, 2014). The third comprised empirical studies on Malay 

and international studies addressing types of reading and spelling difficulty. These covered 

letter–sound correspondences, C–V–C blending, final consonant or coda sound retention, 

sound–letter correspondences, CVC spelling, the relationship between reading and spelling, 

and reported error patterns. 

 

Source selection focused on contributions to the description of CVC structure, reading and 

spelling processes, or types of difficulty relevant to the development of the framework 

components. Evidence from the Malay language context, particularly the Pemulihan Khas 

programme, was used where available, while international studies supplemented aspects 

addressed in less detail in the local literature. The main empirical studies supporting the 

development of each component are summarised in Table 1. The three groups of sources were 

then synthesised by examining similarities, differences and relationships among the linguistic 

concepts, theoretical foundations and empirical evidence assembled. This follows the theory 

synthesis approach of integrating multiple theories and streams of literature to develop a more 

comprehensive conceptual understanding (Jaakkola, 2020). 

 

To develop the framework components, the types of reading and spelling difficulty identified 

in the assembled sources were compared on four main bases: processing direction, the position 

of elements within the C–V–C structure, types of difficulty within each domain, and cross-

domain relationships. Processing direction was distinguished as proceeding from written forms 

to sounds during reading and from sounds to written forms during spelling (Ehri, 2014; Lee et 

al., 2019). Difficulties associated with the same elements or processes were grouped together, 

while those involving different processing demands were retained as separate components. 

Cross-domain relationships were examined by comparing reading and spelling performance 

and considering tendencies towards errors that appeared across several responses. A component 

was retained when it had a distinct conceptual function, involved types of difficulty identifiable 

through reading or spelling performance, and was supported by relevant theory or empirical 

evidence. 

 

Through this process, seven components were organised into three analytical groupings. The 

reading domain comprises letter–sound correspondences, C–V–C blending and coda sound 

retention; the spelling domain comprises sound–letter correspondences and written CVC 

spelling; and the cross-domain grouping comprises correspondence between reading and 

spelling performance and recurring error patterns. These groupings provide the conceptual 

structure for describing CVC reading and spelling difficulty profiles. This structure allows 

CVC difficulties to be described in terms of reading and spelling accuracy, the processes 

involved, the position of affected elements, and the relationship between reading and spelling 

performance. The principles underlying the framework’s development, together with its 

structure, functions and boundaries, are discussed in the following sections. 
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Closed CVC Syllables: Structure and Requirements for Proficiency 
 

In the Malay language Pemulihan Khas programme, proficiency in CVC structure is addressed 

within Skills 8–15 through reading and spelling activities at the level of syllables, words and 

combinations of related structures (KPM, 2019). Figure 1 shows the place of CVC structure 

within this range of skills. This section explains CVC structure and the processing demands 

involved in reading and spelling 

 

Figure 1: CVC within Malay Language Skills 8–15 in the Pemulihan Khas Programme 
Source: Adapted by the researcher from Kementerian Pendidikan Malaysia (2019). 

 

Figure 1 shows that Skills 8 and 9 focus on CVC words and syllables, respectively, while Skills 

10–15 involve words formed by combining CVC syllables with V, CV or other CVC syllables 

(KPM, 2019). This sequence indicates that CVC proficiency involves using the structure in 

different forms and combinations. Understanding the structure and its processing demands is 

therefore important for explaining pupils’ ability to read and spell CVC syllables within Skills 

8–15. 

 

To understand the processing demands of CVC syllables, the structure needs to be considered 

within the Malay Rumi writing system. Malay Rumi is generally described as a relatively 

transparent orthography because letter–sound relationships are largely straightforward, 

although there are exceptions, such as the letter e, which can represent different sounds 

(Winskel, 2020; Yap et al., 2010). These relatively predictable letter–sound correspondences 

can support early reading development (Seymour et al., 2003). Orthographic transparency does 

not, however, necessarily mean that all syllable types are easy to process, particularly when 

pupils need to decode more complex sound sequences and syllable structures (Lee & Wheldall, 

2011; Seymour et al., 2003). 

 

In this context, a closed CVC syllable has a consonant–vowel–consonant structure, with a 

consonant in the syllable-final position (Kasim, 2023). The initial consonant occupies the onset, 

the vowel forms the nucleus, and the final consonant occupies the coda; together, the nucleus 

and coda form the VC rime (Ahmad, 2004; Kasim, 2023; Teoh, 1989). Unlike an open CV 

syllable, which has no final consonant, a complete CVC structure requires all three C–V–C 

elements to be present (Kasim, 2023; Teoh, 1989). This distinction indicates that CVC 

proficiency involves more than the CV elements: the final consonant must also be processed 

as part of the complete C–V–C sequence. 
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During reading, these demands require pupils to connect letters with sounds and blend the C–

V–C sound sequence so that all three elements, including the final consonant in the coda 

position, are fully pronounced (Ehri, 2014; Foorman et al., 2016; Kasim, 2023). Difficulty in 

meeting these demands may be evident in the omission of final consonants, as reported in 

studies on Malay (Husni & Jamaludin, 2010; Subramaniam et al., 2022). Retention of the final 

consonant sound is therefore an important aspect of describing CVC reading difficulties. 

 

During spelling, pupils need to connect sounds with letters, identify the sequence of sounds 

heard or spoken, and arrange the C–V–C letters accurately, including the final consonant (Ehri, 

2014; Foorman et al., 2016; Kasim, 2023). Difficulties with the final part of word spellings 

have also been reported in studies on Malay (Rickard Liow & Lee, 2004; Mohd Rusli et al., 

2022). Rickard Liow and Lee (2004) found that pupils with lower spelling proficiency could 

still blend CV units but failed to identify the final consonant in base words with a CV-CVC 

pattern. This finding is consistent with Mohd Rusli et al. (2022), who also reported consonant 

omissions in pupils’ spellings. Both findings indicate that producing complete CVC spellings 

requires pupils to identify the sound elements through to the end and map them accurately onto 

the C–V–C letter sequence. 

 

Overall, reading and spelling CVC syllables involve bidirectional relationships between 

written forms and sounds, but draw on different processes (Ehri, 2014). These relationships 

provide the basis for the theoretical account of phonological unit processing and relationships 

between written forms and sounds presented in the next section. 

 

Theoretical Foundations of CVC Difficulty Profiles 

 

For the purposes of this article, describing pupils’ profiles of difficulty in reading and spelling 

CVC syllables requires a theoretical basis that explains the phonological units processed and 

the relationships between written forms and sounds. Psycholinguistic Grain Size Theory 

(PGST) is therefore used as the main theory to explain the processing of phonological units of 

different sizes, such as phonemes, rimes and syllables (Ziegler & Goswami, 2005). 

Orthographic Mapping (OM) serves as a supporting theoretical mechanism for explaining how 

connections between spellings and pronunciations are formed, binding information about word 

spellings, sounds and meanings in memory (Ehri, 2014). Within the proposed framework, 

PGST and OM are used in complementary ways to describe CVC reading and spelling 

difficulty profiles within Malay Language Skills 8–15. PGST focuses on the phonological units 

processed, while OM focuses on the relationships between written forms and sounds. 

 

Psycholinguistic Grain Size Theory (PGST) 

 

In Psycholinguistic Grain Size Theory (PGST), reading development is influenced by the size 

of the phonological units processed, such as phonemes, rimes and syllables, and by the nature 

of the relationships between written forms and sounds in a language’s orthographic system 

(Ziegler & Goswami, 2005). For CVC structure, the concept of phonological grain size can be 

illustrated through the syllable /kan/. At the phoneme level, /kan/ consists of /k/, /a/ and /n/, 

while /an/ forms the rime and /kan/ constitutes the whole syllable (Kasim, 2023). This example 

shows that CVC structure can be considered at several phonological levels. In this framework, 

PGST helps to describe the phonological units involved when CVC reading difficulties are 

observed, while its application to spelling is limited to a supporting lens for identifying the 

sound units involved. 
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Evidence for phonological unit processing in Malay reading comes from Lee and Wheldall 

(2011), who found that processing at the syllable level made a greater contribution to word 

recognition, while phoneme blending also made a significant contribution. These findings 

indicate that both syllable-level and phoneme-level processing are involved in Malay word 

recognition. 

 

Processing at these phonological levels is also related to difficulties involving final consonants 

and differences in proficiency between open and closed syllables (Yuan, 2023; Ali & Nor 

Shaid, 2025). Yuan (2023) reported difficulties in forming CVC syllables, involving the 

omission or substitution of final consonants even when CV syllables had been mastered. Ali 

and Nor Shaid (2025) reported lower proficiency in closed syllables than in open syllables. 

Together, these findings suggest that the transition from CV to CVC involves processing an 

additional element, particularly in blending and retaining the final consonant. 

 

On this basis, PGST is used to describe difficulties in terms of the phonological units involved 

and how these units are blended to form CVC syllables, rather than to identify a single cause 

of pupils’ difficulties. The formation of connections between sounds and written forms is 

explained through OM in the following subsection. 

 

Orthographic Mapping (OM) 

 

Orthographic Mapping (OM) describes how readers form connections between written units, 

such as individual letters or larger spelling patterns, and their corresponding spoken units. 

These connections link a word’s spelling, pronunciation and meaning in memory (Ehri, 2014). 

For example, in the CVC word bas, the spelling b–a–s is connected to the sound’s /b/–/a/–/s/ 

and to the word’s meaning as a type of vehicle. Once these connections between spelling, 

sounds and meaning are formed, the written form can support recognition of the word when it 

is encountered again in reading (Ehri, 2014). 

 

The importance of relationships between written forms and sounds is also evident in Malay-

language reading. Lee et al. (2019) examined phoneme–grapheme connections in word 

formation by comparing two groups of Year 2 Malay readers, classified in their study as high-

performing readers (n = 32) and low-performing readers (n = 24). The findings showed that 

low-performing readers had more limited phoneme–grapheme connections than high-

performing readers. These results demonstrate differences in phoneme–grapheme connections 

between the two groups and support the application of Ehri’s phase theory of word reading 

development in the relatively transparent Malay orthography. 

 

Difficulties with relationships between written forms and sounds among weaker readers were 

also reported by Lee and Wheldall (2011) in their study of low-progress early readers. The 

findings showed that these readers had insufficient grapheme–phoneme knowledge and were 

less efficient in forming phonemic codes during reading (Lee & Wheldall, 2011). Drawing on 

OM and this evidence from Malay, the proposed framework uses relationships between written 

forms and sounds to describe letter–sound correspondences during reading and sound–letter 

correspondences during CVC spelling. The application of OM is limited to relationships 

between written spellings and sounds and is not used to determine the causes of the observed 

difficulties. 
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Integration of PGST and OM 

 

PGST and OM are used in complementary ways to describe pupils’ profiles of difficulty in 

reading and spelling CVC syllables. PGST provides a basis for understanding the phonological 

units involved in CVC processing (Ziegler & Goswami, 2005), while OM explains 

relationships between spellings and sounds (Ehri, 2014). In the reading domain, the concept of 

phonological grain size in PGST is used to describe the sound units involved in C–V–C 

blending and final consonant retention, while OM is used to describe letter–sound 

correspondences in CVC decoding. In the spelling domain, PGST has a limited role as a 

supporting lens for identifying the sound units involved, while OM is used to describe 

relationships between sounds and spellings. With these distinct roles, the two theoretical 

foundations allow difficulties to be described in terms of the sound units involved and the 

relationships between sounds and written forms, without assuming a causal relationship 

between reading and spelling difficulties. PGST is not used as a theory specifically concerned 

with spelling production, nor is OM used to explain CVC phonological processing in its 

entirety. 

 

Beyond describing difficulties within the reading and spelling domains separately, the 

framework also examines correspondence between reading and spelling performance for the 

same CVC forms. Where differences occur, the framework describes them without determining 

their causes in the absence of additional empirical evidence. 

 

Through this integration, the two theoretical foundations support the description of components 

in the reading domain, the spelling domain and the cross-domain grouping. The framework 

components are not derived directly from PGST or OM alone. Instead, they are developed 

through a synthesis of these theoretical foundations, CVC linguistic structure and evidence 

from previous studies. The structure and functions of the components resulting from this 

synthesis are described in the next section. 

 

Development of the Conceptual Framework for CVC Reading and Spelling Difficulty 

Profiles 

 

This section details the conceptual framework for CVC reading and spelling difficulty profiles, 

drawing on the synthesis presented in the preceding sections. The framework focuses on the 

types and patterns of difficulty shown by pupils, rather than simply classifying their 

performance as “mastered” or “not yet mastered”. Table 1 summarises the basis for developing 

the framework’s seven components by linking previous studies, the synthesis of evidence and 

limitations in the literature, and the place of each component within the proposed framework. 
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Table 1: Synthesis Matrix of Previous Studies Informing the Development of 

Components of CVC Reading and Spelling Difficulty Profiles 

 

 
Source: Researcher’s synthesis based on the studies listed in the table. 

 

Based on this synthesis, the seven framework components are organised according to four 

principles. The resulting framework structure, functions and limitations are discussed in the 

following sections. 
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Principles of Framework Development 

 

The development of the seven components of the difficulty profile is guided by four principles: 

differences in processing direction between reading and spelling, the position of elements 

within the CVC structure, the forms of difficulty observed in each domain, and cross-domain 

relationships. These four principles provide the basis for organising the components into the 

reading domain, the spelling domain and the cross-domain grouping. 

 

The first principle distinguishes the processing direction involved in reading and spelling. In 

this framework, the relationship between spellings and sounds is distinguished according to 

processing direction: from letters to sounds when reading CVC forms and from sounds to 

letters when spelling CVC forms (Ehri, 2014). The relationship between sounds and written 

forms is also supported by Malay research on phoneme–grapheme relationships in word 

formation (Lee et al., 2019). Because the processing directions differ, letter–sound 

correspondences and sound–letter correspondences are retained as two separate components, 

located in the reading and spelling domains, respectively. 

 

The second principle focuses on the position of linguistic elements within the C–V–C structure. 

As explained earlier, the final consonant occupies the coda position (Ahmad, 2004; Kasim, 

2023; Teoh, 1989). In this framework, two components in the reading domain are distinguished 

according to this structure. C–V–C blending involves the integration of the complete sound 

sequence (Foorman et al., 2016; Loo & Mariani, 2020), whereas coda sound retention during 

reading focuses specifically on the consonant sound in the final position (Kasim, 2023). In the 

spelling domain, the accuracy of the final consonant letter is described as part of written CVC 

spelling and is not established as a separate component. 

 

The third principle distinguishes difficulties involving the coda sound during reading from 

those involving the final consonant letter during spelling. In reading, such difficulties may be 

indicated by the omission or substitution of the coda sound (Samsudin et al., 2017; Yuan, 2023). 

In spelling, they may involve the omission or substitution of the final consonant, or failure to 

identify and write the final consonant letter (Mohd Rusli et al., 2022; Rickard Liow & Lee, 

2004; Yuan, 2023). Difficulties involving final elements are therefore described according to 

how they are manifested in each domain. 

 

The fourth principle examines cross-domain relationships, comprising correspondence 

between reading and spelling performance and recurring error patterns. With regard to reading–

spelling correspondence, the relationship between the two skills has empirical support, as Lee 

et al. (2020) reported a strong correlation between spelling and word-reading accuracy (r = 

.80). The study used the same set of 10 words to measure both spelling and word-reading 

accuracy, providing a basis for comparing the two skills using matched target items. Rahbari 

(2019) similarly asked pupils to read and spell the same set of 60 Persian words and showed 

that the relationship between reading and spelling varied according to word characteristics. For 

some word categories, pupils read the words more accurately than they spelled them, whereas 

the reverse pattern was observed for another category; for transparent-monographic words, 

reading and spelling accuracy did not differ significantly. On this basis, the reading–spelling 

correspondence component compares pupils’ reading and spelling responses to the same CVC 

forms. 
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Beyond the relationship between the two skills, Jozipović et al. (2025) showed that reading 

errors can be examined across several materials, including pseudowords, real words and text, 

and described at the individual level according to the types of errors that occur. In terms of 

error forms, Avdyli and Cuetos (2012) showed that phonological errors in transparent 

orthographies can be described using categories such as additions, omissions and substitutions. 

Together, these two bodies of evidence provide a basis for examining whether the same type 

of error recurs across several outcomes. In this framework, recurring error patterns refer to the 

tendency for the same error type or error position to reappear across several reading outcomes, 

spelling outcomes, or both. 

 

Evidence for cross-domain comparison can also be found in previous studies. Rahbari (2019) 

compared reading and spelling performance using the same materials, while Jeon et al. (2023) 

used corresponding error categories to describe errors across reading and writing tasks 

involving decoding and spelling accuracy. However, the literature reviewed did not identify a 

study that examined the recurrence of the same error type or error position across several CVC 

reading and spelling outcomes at the level of individual pupil profiles, particularly among 

pupils in the Pemulihan Khas programme. For this reason, reading–spelling correspondence 

and recurring error patterns are placed in the cross-domain grouping because both involve 

comparison or the formulation of patterns rather than a distinct basic reading or spelling 

process. On the basis of these four principles, the seven framework components are organised 

according to processing direction, position within the CVC structure, domain-specific forms of 

difficulty, and cross-domain relationships. 

 

Structure of the Conceptual Framework 

 

Based on the development principles described above, the conceptual framework is organised 

into three main parts: the reading domain, the spelling domain and the cross-domain grouping. 

The reading domain comprises letter–sound correspondences, C–V–C blending and coda 

sound retention. The spelling domain comprises sound–letter correspondences and written 

CVC spelling, including the accuracy of final consonant letters. The cross-domain grouping 

comprises correspondence between reading and spelling performance and recurring error 

patterns. This grouping allows outcomes from the two domains to be compared and 

summarised at the individual level. The overall framework structure is shown in Figure 2. 

 

 

 

 

 

 

 
 

 

 

 

 

 

Figure 2: Framework Profiling Difficulties in Reading and Spelling Closed CVC 

Syllables 
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Source: Developed by the researcher based on the synthesis of PGST (Ziegler & Goswami, 2005), Orthographic 

Mapping (Ehri, 2014), and previous studies discussed in the preceding sections and summarised in Table 1. 
 

As shown in Figure 2, the reading and spelling domains are arranged in parallel rather than as 

a linear sequence. The two domains are distinguished according to processing direction: from 

letters to sounds in reading and from sounds to letters in spelling. Difficulties within each 

domain are first described according to the relevant components. Outcomes from the two 

domains are then compared and summarised through the cross-domain grouping. Reading–

spelling correspondence examines the relationship between reading and spelling outcomes for 

the same CVC forms, whereas recurring error patterns examine tendencies for the same error 

type or element position to recur across several reading outcomes, spelling outcomes, or both, 

at the individual level. 

 

The two-way dashed line between the reading and spelling domains represents the conceptual 

relationship between the two domains, which are distinguished according to processing 

direction. The solid arrows directed from both domains towards the cross-domain grouping 

indicate the analytical flow from describing domain-specific difficulties to comparing 

outcomes and formulating patterns at the individual level. Neither type of relationship 

represents a causal relationship or a developmental sequence between reading and spelling. 

 

Functions and Limitations 

 

This conceptual framework provides an organisational structure for describing pupils’ 

difficulty profiles across the reading domain, the spelling domain and the cross-domain 

grouping. Its analytical value lies in connecting the direction of reading or spelling processing 

with the position of affected elements within the C–V–C structure, while comparing outcomes 

from the two skills through reading–spelling correspondence and tendencies towards recurring 

errors. This organisation allows variations in difficulty to be described in terms of the processes 

involved, the position of affected elements and cross-domain relationships, rather than solely 

through general classifications of mastery. In this article, the framework is used to describe the 

difficulty profiles of pupils in the Pemulihan Khas programme in acquiring CVC skills within 

Malay Language Skills 8–15. 

 

The framework is descriptive in nature. It is not intended to diagnose learning disorders, 

identify a single cause of difficulty, or determine causal relationships between the reading and 

spelling domains. It is also not used to evaluate teachers’ performance or determine the 

effectiveness of any intervention. PGST and OM are used to organise and describe forms of 

difficulty, rather than to draw conclusions about specific cognitive mechanisms in an individual 

pupil. 

 

As summarised in Table 1, the evidence underlying the framework was drawn from studies 

involving different participants, word patterns and research contexts. The proposed 

components therefore do not necessarily represent all pupils in the Pemulihan Khas programme 

or all forms of difficulty in acquiring CVC skills. A pupil’s position at a particular skill level 

also does not indicate that the pupil experiences all the components in the framework. In terms 

of scope, strategies, materials, assessment, instructional implementation and the teaching needs 

of Pemulihan Khas teachers are not included because these aspects fall outside the focus of the 

article. 
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The seven proposed components are not intended to function as closed or fixed categories. 

Future empirical studies are needed to examine relationships among the components, identify 

related variations or other forms of difficulty in acquiring CVC skills, and assess the suitability 

of the framework in different contexts of use. The framework was developed specifically for 

the C–V–C structure and is not intended to be applied directly to other syllable patterns without 

appropriate conceptual adaptation. 

 

KVK Components of the Conceptual Framework for CVC Reading and Spelling 

Difficulty Profiles 

 

Drawing on the framework structure developed earlier, this section describes seven 

components of CVC reading and spelling difficulty profiles across the reading domain, the 

spelling domain and the cross-domain grouping. Each component is explained in the following 

subsections in terms of its conceptual meaning, theoretical basis, related forms of difficulty and 

descriptive boundaries. 

 

Letter–Sound Correspondences during Reading 

 

Within this framework, letter–sound correspondences during reading refer to pupils’ ability to 

produce the sounds corresponding to the letters in a CVC form. This component involves 

processing from written forms to sounds (Lee & Wheldall, 2011; Lee & Lee, 2021), with a 

focus on the accuracy of the sounds associated with letters in the initial-consonant, vowel and 

final-consonant positions. Unlike C–V–C blending, which involves integrating the complete 

sound sequence, this component examines the accuracy of the correspondence associated with 

individual letters. The theoretical basis of this component was described earlier, while the 

supporting research evidence is summarised in Table 1. 

 

Inaccurate letter–sound correspondences can be identified when the sound produced does not 

correspond to the target letter. Lee and Ha (2025) found that primary-school children showed 

higher decoding accuracy for words with consistent grapheme–phoneme correspondences than 

for words with inconsistent correspondences. Their error analysis also identified phonological 

processing errors involving the substitution, addition or omission of target graphemes or 

phonemes during reading. Substitution errors have also been reported in Malay reading among 

pupils with dyslexia (Jamil & Rusli, 2024). As an illustrative example, bak may be read as pak 

when /b/ is replaced by /p/. If the sound associated with each letter is produced accurately but 

the pupil fails to blend the sounds in the C–V–C sequence, the difficulty is more appropriately 

described under the C–V–C blending component. 

 

C–V–C Blending 

 

Unlike letter–sound correspondences, which focus on the accuracy of sounds associated with 

particular letters, C–V–C blending involves combining the initial consonant, vowel and final 

consonant sounds to produce a complete CVC pronunciation (Loo & Mariani, 2020). For 

example, Loo and Mariani (2020) used a task in which pupils were required to blend the 

phonemes /d/, /a/ and /n/ to produce /dan/. Blending is also used in Pemulihan Khas instruction, 

including sounding out closed syllables and reading words containing closed syllables (Wahap, 

2021). Lee and Wheldall (2011) further showed that phoneme-blending ability is related to 

word recognition among low-progress readers. The phonological-unit processing involved in 

blending is explained theoretically through PGST (Ziegler & Goswami, 2005), while OM is 
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used as a supporting framework to describe the relationship between letter sequences and the 

sounds read aloud (Ehri, 2014). 

 

On this basis, the framework describes blending difficulty as occurring when pupils can 

produce the required sounds separately but cannot combine them into a complete CVC 

pronunciation. Following the task format used by Loo and Mariani (2020), for example, a pupil 

may be able to produce /d/, /a/ and /n/ separately but be unable to blend them as /dan/. 

Conversely, when a pupil produces a blended pronunciation but fails to retain or changes the 

final consonant sound in the reading response, the difficulty is described under the coda sound 

retention component. 

 

Coda Sound Retention during Reading 

 

Coda sound retention during reading refers to pupils’ ability to retain the consonant sound in 

the final position until the CVC structure has been fully pronounced. In a closed CVC syllable, 

the final consonant occupies the coda position and distinguishes this structure from the CV 

pattern, which ends in a vowel (Kasim, 2023; Teoh, 1989). Unlike C–V–C blending, which 

involves combining the complete sound sequence, this component focuses on retaining the 

final consonant sound in the reading response. It also differs from written CVC spelling, which 

examines the completeness and ordering of the C–V–C letters in the spelling response. 

 

PGST provides the theoretical basis for describing phonological processing through units at 

the phoneme, rime and syllable levels (Ziegler & Goswami, 2005). In a CVC structure, the 

rime comprises the nucleus and coda, with the final consonant occupying the coda position 

(Kasim, 2023). OM is used as a supporting framework to describe the relationship between 

written forms and sounds during reading (Ehri, 2014), with particular attention to the sound in 

the coda position. 

 

Difficulty in the final position can also be shown through the omission of the consonant sound. 

For example, Husni and Jamaludin (2010) recorded the word ayat being read as aya, causing 

the final syllable yat to change from a CVC structure to ya, which has a CV structure. 

Subramaniam et al. (2022) similarly reported the word cantik being read as canti following the 

omission of /k/ in the final position. Both examples show that omitting the consonant occupying 

the coda position can change a closed syllable into an open form. 

 

In addition to omission, difficulty with the coda sound may involve the substitution of the final 

consonant sound. Samsudin et al. (2017) reported the substitution of final sounds when pupils 

read CVC syllables, while Yuan (2023) identified the omission and substitution of consonants 

in the final position during reading among pupils in the Pemulihan Khas programme. In this 

framework, errors focused on the final consonant sound are described under the coda sound 

retention component, whereas failure to blend the final sound with the preceding sounds is 

described under C–V–C blending. When the same error type or error position recurs across 

several reading or spelling outcomes, this recurrence is described under the recurring error 

patterns component. 

 

Sound–Letter Correspondences during Spelling 

 

Within this framework, sound–letter correspondences during spelling refer to pupils’ ability to 

select letters that correspond to the sounds heard or spoken in CVC syllables or words. This 
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component involves processing from sounds to written forms, unlike letter–sound 

correspondences during reading, which proceed from written forms to sounds. The focus is on 

the accuracy of letter selection for particular sounds in the initial consonant, vowel or final 

consonant position. 

 

The selection of letters to represent sounds is described through OM, which explains the 

connections between phonemes in pronunciation and graphemes in written spellings (Ehri, 

2014). Phoneme–grapheme connections in Malay word formation were also demonstrated by 

Lee et al. (2019), while PGST is used only as a supporting lens for identifying sound units at 

the phoneme level during spelling (Ziegler & Goswami, 2005). 

 

When the selected letter does not correspond to the target sound, the difficulty is described 

under the sound–letter correspondence component, particularly when the CVC structure is 

retained. Spelling errors involving the matching of consonant sounds to letters have also been 

reported among pupils learning Malay (Mohd Rusli et al., 2022), while Di Blasi et al. (2023) 

showed that spelling difficulties in Italian also involve phoneme-to-grapheme mapping. 

 

As a conceptual illustration, the target sound sequence /bak/ may be written as pak when /b/ is 

represented by the letter p, or as buk when /a/ is represented by the letter u. In both forms, the 

number and C–V–C ordering of the letters are retained, but the selected letter does not 

correspond to the target sound. This distinguishes sound–letter correspondences from the 

written CVC spelling component, which focuses on the completeness and ordering of the entire 

C–V–C letter sequence. 

 

Written CVC Spelling 

 

Written CVC spelling refers to pupils’ ability to write and arrange letters in the C–V–C 

sequence to produce a complete spelling. This component examines the completeness and 

ordering of the entire spelling rather than simply the selection of a single corresponding letter. 

All three C–V–C elements must be present and correctly ordered, with the final consonant letter 

representing the consonant sound in the coda position (Kasim, 2023; Teoh, 1989). Omitting the 

final consonant letter, for example, leaves the CVC structure incomplete. 

 

Difficulties in producing complete spellings are evident in studies examining mastery of final 

consonants and the completeness of spelling structures. Rickard Liow and Lee (2004) found 

that pupils with lower spelling proficiency could still blend CV units but failed to identify the 

final consonant in root words with a CV-CVC pattern. Mohd Rusli et al. (2022) also reported 

the omission of final consonants in pupils’ writing, such as ayah spelt as aya and membasuh as 

membasu, while Yuan (2023) identified difficulties in spelling words containing CVC patterns 

among pupils in the Pemulihan Khas programme. In other language contexts, de Bree et al. 

(2022) reported errors involving open and closed syllables and the spelling of final consonants. 

Taken together, this evidence indicates that mastery of the initial part of a structure does not 

necessarily extend to producing a complete spelling when the final consonant is not retained. 

 

Written CVC spelling is examined in terms of the presence and sequence of letters and the 

completeness of the written form, including omissions, insertions and letter arrangements that 

do not follow the C–V–C sequence. As a conceptual illustration, the target form bak may be 

written as ba when the final letter k is omitted, as baka when the letter a is inserted, or as bka 

when the letters are not arranged in the C–V–C sequence. 
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Reading–Spelling Correspondence 

 

Reading–spelling correspondence refers to the relationship between reading and spelling 

responses for the same CVC form. The two skills involve different processing directions: from 

written forms to sounds during reading and from sounds to written forms during spelling. This 

component therefore examines matches or mismatches between the two responses, rather than 

reading or spelling performance separately. The developmental relationship between reading 

and spelling is also supported in the literature (Furnes et al., 2024). 

 

The relationship between reading and spelling has also been demonstrated in the Malay 

language context. Lee (2008) reported a strong relationship between word reading and spelling, 

while Lee et al. (2020) also found strong relationships between spelling and several reading 

measures among Year 1 pupils. In Lee et al. (2020), the spelling and reading accuracy measures 

used the same set of words, providing a basis for comparing the two skills using matched target 

materials, although the relationships were reported at the score level. 

 

A more direct comparison was made by Rahbari (2019), who asked pupils in Grades 1–4 to 

read and spell the same set of 60 Persian words. Reading and spelling accuracy varied 

according to word characteristics, including instances in which a word was read correctly but 

spelt incorrectly, or vice versa. These findings provide a basis for comparing reading and 

spelling responses for the same words. However, the study did not focus on CVC structures or 

the coda position, nor did it describe whether difficulties involving particular elements 

corresponded across reading and spelling within the same pupil. 

 

On this basis, correspondence is examined by comparing reading and spelling responses for 

the same CVC form. For example, a pupil may read bak accurately but spell it as ba, indicating 

that the coda sound is retained during reading, but the final consonant letter is omitted during 

spelling. Conversely, a pupil may spell bak accurately but read it as ba, indicating that the final 

consonant letter is present in the spelling, but the coda sound is not retained during reading. 

This comparison considers accuracy and the position of the sound or letter involved. It is used 

to describe the relationship between reading and spelling difficulties, rather than a causal 

relationship. Recurring error patterns are discussed in the following subsection. 

 

Recurring Error Patterns 

 

Recurring error patterns refer to the recurrence of the same errors or similar error tendencies 

across several CVC reading or spelling responses. This component focuses on tendencies 

identifiable across several pupil responses rather than isolated errors. These tendencies may 

occur in reading, spelling or both, and may repeatedly involve the same error type or the same 

sound or letter position. 

 

Studies of Malay reading show that errors can be described in terms of categories and 

tendencies. Husni and Jamaludin (2010) recorded several types of errors in Malay word reading 

among children with dyslexia, including vowel or consonant substitutions and omissions, 

additions, reversals and syllable omissions. Subramaniam et al. (2022) also identified 

omissions, reversals, substitutions, insertions and guessing, with tendencies varying according 

to learning level. This evidence shows that error analysis can provide information about the 

forms and tendencies of reading difficulties beyond simply establishing reading accuracy. 
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In Malay spelling, O’Brien et al. (2020) classified spelling errors among English–Malay 

bilingual Primary 1 pupils into several categories, including phonological errors. The identified 

forms included vowel or consonant substitutions, additions and omissions, as well as partial 

reversals of phoneme sequences. These findings show that spelling responses can be described 

in terms of the types and tendencies of errors as well as accuracy. 

 

International evidence extends error analysis to comparisons across tasks and at the individual 

level. Jeon et al. (2023) used the same analytical criteria to classify reading and writing errors 

among Korean-speaking pupils with dyslexia and typically developing pupils. These included 

phonological processing errors involving the substitution, addition or omission of target 

graphemes or phonemes. The findings showed that error categories and rates could vary by 

task. Jozipović et al. (2025) showed that reading error tendencies, such as substitutions, 

omissions and additions, could be described at the individual level across several reading 

materials. 

 

Previous studies have described error categories in reading and spelling, used corresponding 

categories to compare reading and writing tasks (Jeon et al., 2023), and demonstrated 

individual tendencies in reading errors (Jozipović et al., 2025). However, this evidence has not 

detailed the recurrence of the same error type or element position across several CVC reading 

and spelling responses within the same pupil’s profile. These studies also did not focus on CVC 

structures among pupils in the Pemulihan Khas programme. The recurring error patterns 

component therefore focuses on error tendencies that recur across several CVC responses at 

the individual level, whether in reading, spelling or both. 

 

Recurring tendencies are identified when the same error type or element position is involved 

across several CVC forms. For example, the omission of final consonant sounds can be 

observed when bak, dam and tin are read as ba, da and ti, respectively. In spelling, the same 

tendency can be identified when /bak/, /dam/ and /tin/ are written as ba, da and ti, respectively. 

A pattern may also involve the same element position even when the error types differ, for 

example, when the final consonant is omitted in one CVC form but substituted in another. 

 

The main distinction between recurring error patterns and reading–spelling correspondence lies 

in the comparison being made. Reading–spelling correspondence compares the two responses 

for the same CVC form, whereas recurring error patterns examine the recurrence of error 

tendencies across several CVC forms in reading, spelling or both. Patterns are interpreted with 

attention to the error type, the position of the sound or letter involved, and the context in which 

the errors occur. These patterns are used to describe tendencies within pupils’ difficulty profiles, 

rather than to make diagnoses or identify specific cognitive causes. Differences in focus among 

the seven components are summarised in Table 2. 
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Table 2. Synthesis of the Seven Framework Components 

 

 
Source: Prepared by the researcher based on the conceptual framework developed. The examples presented are 

conceptual illustrations intended to clarify the interpretive focus of each component, rather than empirical findings 

. 

Implications of the Conceptual Framework 
 

The proposed conceptual framework offers a more detailed way of understanding difficulties 

in CVC reading and spelling among pupils in the Pemulihan Khas programme. It considers not 

only the accuracy of reading and spelling responses but also the processes involved, the 

positions of the affected elements, the relationship between the two skills and error tendencies 

across several responses. This approach allows difficulty profiles to be described more 

specifically without assuming that the observed forms of difficulty indicate particular cognitive 

causes. 
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In the Pemulihan Khas context, the framework could support a more focused description of 

CVC reading and spelling difficulties, in line with the place of CVC structures within Malay 

Language Skills 8–15 in the Pemulihan Khas programme (KPM, 2019). Observed errors can 

be examined in terms of the processes involved, the positions of the sounds or letters affected, 

and the forms of difficulty displayed, rather than reading or spelling accuracy alone. This 

allows pupils’ difficulty profiles to be described more specifically. The framework is intended 

as a conceptual guide for organising and interpreting observed difficulties, rather than as a 

diagnostic tool. 

 

From a research perspective, the seven proposed components provide a basis for empirically 

examining CVC difficulty profiles. Further research could examine the extent to which each 

component can be identified in pupils’ reading and spelling responses, whether some 

components co-occur, and whether particular error patterns recur across different CVC forms. 

The relationship between reading and spelling could also be examined to determine whether 

difficulties involving particular elements occur in both skills within the same pupil. Studies 

across different contexts and pupil groups are needed to assess the suitability of the proposed 

components and relationships and to refine them. More broadly, the analytical principles that 

distinguish processing direction, element position and relationships across the reading and 

spelling domains could provide a basis for comparing reading and spelling difficulty profiles 

across languages, particularly those with relatively transparent relationships between written 

forms and sounds. Such comparisons must, however, account for differences in syllable 

structure, orthographic characteristics and learning contexts across languages. Understanding 

these difficulty profiles could also provide a basis for further research into teaching needs, 

without assuming that a particular form of difficulty directly determines a specific teaching 

approach. 

 

Conclusion 

 

This article develops a conceptual framework for describing profiles of difficulty in reading 

and spelling closed CVC syllables among pupils in the Pemulihan Khas programme, based on 

a synthesis of theory and previous studies. The proposed framework comprises seven 

components: letter–sound correspondences during reading, C–V–C blending, coda sound 

retention during reading, sound–letter correspondences during spelling, written CVC spelling, 

reading–spelling correspondence and recurring error patterns. These seven components allow 

CVC difficulties to be described not only in terms of reading or spelling accuracy, but also in 

terms of the processes involved, the positions of the affected elements, the relationship between 

the two skills and error tendencies that recur across several responses. 

 

The proposed framework integrates previously separate evidence from the reading and spelling 

domains into an analytical structure that distinguishes processing direction, element position 

within the C–V–C structure and relationships across the two domains. By connecting 

processing direction, element position within the C–V–C structure, reading–spelling 

correspondence and recurring error tendencies, the framework provides a more detailed way 

of describing variation in CVC difficulty profiles at the individual level, beyond general levels 

of proficiency. It provides a conceptual basis for more detailed empirical investigation in the 

Pemulihan Khas context, although the proposed components and relationships still require 

examination through empirical studies. 

 



 
Volume 11 Issue 65 (December 2026) PP. 148-170 

167 
 

Acknowledgements: The authors thank the Faculty of Education and Sports Studies, 

Universiti Malaysia Sabah, for its academic support in preparing 

this conceptual article. 

 

Funding Statement: No Funding. 

 

Conflict of Interest 

Statement: 

The authors declare that there is no conflict of interest regarding 

the publication of this article. 

 

Ethics Statement: This conceptual article is based on a synthesis of published 

literature and did not involve data collection from human 

participants, the use of animals, or sensitive data requiring ethical 

approval. The article was prepared in accordance with the 

principles of academic integrity and ethical publishing. 

 

Author Contribution 

Statement: 

Haslinda Muan was the main contributor to the development and 

writing of this article. Musirin Mosin and Mohd Zafaren Zakaria 

provided guidance and reviewed the manuscript. All authors have 

read and approved the final version of the manuscript for 

submission. 

 



 
Volume 11 Issue 65 (December 2026) PP. 148-170 

168 
 

Reference  

 

Ahmad, Z. (2004). Alignment and the syllable coda condition in Malay: An optimality account. 

GEMA Online Journal of Language Studies, 4(2), 1–32. 

http://journalarticle.ukm.my/738/ 

Ali, S., & Nor Shaid, N. A. (2025). Fenomena masalah membaca dalam kalangan murid Tahun 

1 di sekolah kebangsaan. Malaysian Journal of Social Sciences and Humanities 

(MJSSH), 10(5), Article e003347. https://doi.org/10.47405/mjssh.v10i5.3347 

Avdyli, R., & Cuetos, F. (2012). Reading difficulties in Albanian. Annals of Dyslexia, 62(3), 

137–152. https://doi.org/10.1007/s11881-012-0069-1 

de Bree, E., Lammertink, I., van Witteloostuijn, M., & Rispens, J. (2022). Word-level spelling 

of children with dyslexia and developmental language disorder. Stem-, Spraak- en 

Taalpathologie, 27, 24–52. https://doi.org/10.21827/32.8310/2022-SG-24 

Di Blasi, F. D., Vizzi, F., Stimoli, M. A., Buono, S., Iaia, M., Zoccolotti, P., & Angelelli, P. 

(2023). Spelling deficits in children with intellectual disabilities: Evidence from a 

regular orthography. Frontiers in Psychology, 13, 1065525. 

https://doi.org/10.3389/fpsyg.2022.1065525 

Ehri, L. C. (2014). Orthographic mapping in the acquisition of sight word reading, spelling 

memory, and vocabulary learning. Scientific Studies of Reading, 18(1), 5–21. 

https://doi.org/10.1080/10888438.2013.819356 

Foorman, B. R., Beyler, N., Borradaile, K., Coyne, M., Denton, C. A., Dimino, J., Furgeson, 

J., Hayes, L., Henke, J., Justice, L., Keating, B., Lewis, W., Sattar, S., Streke, A., 

Wagner, R., & Wissel, S. (2016). Foundational skills to support reading for 

understanding in kindergarten through 3rd grade (NCEE 2016-4008). National Center 

for Education Evaluation and Regional Assistance, Institute of Education Sciences, 

U.S. Department of Education. https://ies.ed.gov/ncee/wwc/PracticeGuide/21 

Furnes, B., Elwér, Å., Samuelsson, S., Treiman, R., & Olson, R. K. (2024). The stability and 

developmental interplay of word reading and spelling: A cross-linguistic longitudinal 

study from kindergarten to grade 4. Reading and Writing, 37(9), 2411–2428. 

https://doi.org/10.1007/s11145-023-10465-9 

Husni, H., & Jamaludin, Z. (2010). Improving ASR performance using context-dependent 

phoneme models. Journal of Systems and Information Technology, 12(1), 56–69. 

https://doi.org/10.1108/13287261011032652 

Jamil, N. H., & Rusli, N. F. M. (2024). Masalah bacaan Bahasa Melayu murid disleksia: 

Pengelasan berdasarkan teori sindrom disleksia Levinson. International Journal of 

Education, Psychology and Counselling, 9(56), 530–545. 

https://doi.org/10.35631/IJEPC.956033 

Jaakkola, E. (2020). Designing conceptual articles: Four approaches. AMS Review, 10(1–2), 

18–26. https://doi.org/10.1007/s13162-020-00161-0 

Jeon, Y. J., Kang, M., & Yeon, S. J. (2023). Phonological change error patterns according to 

type of tasks (reading, writing) of students with dyslexia. Communication Sciences & 

Disorders, 28(1), 52–70. https://doi.org/10.12963/csd.23943 

Jozipović, M., Đurenec, M., Lenček, M., & Zrinjski, M. (2025). Reading aloud in a language 

with transparent orthography: Characteristics of adults with dyslexia. Hrvatska Revija 

za Rehabilitacijska Istraživanja, 61(2), 116–140. https://doi.org/10.31299/hrri.61.2.7 

Kasim, M. R. (2023). CVC Malay closed syllabic spelling techniques regressively (back to 

front): An analysis of Malay syllabication theory: Teknik pengejaan suku kata tertutup 

Bahasa Melayu KVK secara regresif (dari belakang ke depan): Satu analisis teori 

http://journalarticle.ukm.my/738/
https://doi.org/10.47405/mjssh.v10i5.3347
https://doi.org/10.1007/s11881-012-0069-1
https://doi.org/10.21827/32.8310/2022-SG-24
https://doi.org/10.3389/fpsyg.2022.1065525
https://doi.org/10.1080/10888438.2013.819356
https://ies.ed.gov/ncee/wwc/PracticeGuide/21
https://doi.org/10.1007/s11145-023-10465-9
https://doi.org/10.1108/13287261011032652
https://doi.org/10.35631/IJEPC.956033
https://doi.org/10.1007/s13162-020-00161-0
https://doi.org/10.12963/csd.23943
https://doi.org/10.31299/hrri.61.2.7


 
Volume 11 Issue 65 (December 2026) PP. 148-170 

169 
 

pengsukukataan Bahasa Melayu. Jurnal Pendidikan Awal Kanak-Kanak Kebangsaan, 

12(2), 1–12. https://doi.org/10.37134/jpak.vol12.2.1.2023 

Kementerian Pendidikan Malaysia. (2017). Dasar Pendidikan Kebangsaan (Edisi keempat). 

Bahagian Perancangan dan Penyelidikan Dasar Pendidikan. 

Kementerian Pendidikan Malaysia. (2019). Buku panduan pengajaran dan pembelajaran 

Bahasa Melayu Program Pemulihan Khas. Bahagian Pendidikan Khas. 

Kementerian Pendidikan Malaysia. (2024, December 19). Perhimpunan bulanan Kementerian 

Pendidikan Malaysia (KPM) bulan Disember 2024. 

https://www.moe.gov.my/perhimpunan-bulanan-kementerian-pendidikan-malaysia 

Kim, Y.-S. G. (2026). What explains the relations between reading comprehension and written 

composition? Findings from a longitudinal study. Scientific Studies of Reading, 30(2), 

105–127. https://doi.org/10.1080/10888438.2025.2582620 

Lee, L. W. (2008). Development and validation of a reading-related assessment battery in 

Malay for the purpose of dyslexia assessment. Annals of Dyslexia, 58(1), 37–57. 

https://doi.org/10.1007/s11881-007-0011-0 

Lee, L. W., & Wheldall, K. (2011). Acquisition of Malay word recognition skills: Lessons from 

low-progress early readers. Dyslexia, 17(1), 19–37. https://doi.org/10.1002/dys.421 

Lee, L. W., Low, H. M., & Lee, S. S. (2019). Exploring phoneme-grapheme connections in 

Malay word building. Writing Systems Research, 11(1), 12–25. 

https://doi.org/10.1080/17586801.2019.1662533 

Lee, J. A. C., Lee, S., Yusoff, N. F. M., Ong, P. H., Nordin, Z. S., & Winskel, H. (2020). An 

early reading assessment battery for multilingual learners in Malaysia. Frontiers in 

Psychology, 11, Article 1700. https://doi.org/10.3389/fpsyg.2020.01700 

Lee, A. S. S., & Lee, L. W. (2021). Effect of a Malay language phonics intervention on the 

decoding skills and self-regulated learning strategies of older primary school students 

with dyslexia. Kajian Malaysia, 39(1), 77–98. https://doi.org/10.21315/km2021.39.1.4 

Lee, R., & Ha, S. (2025). Word decoding skills in early elementary children with and without 

speech sound disorders and developmental dyslexia. Communication Sciences & 

Disorders, 30(2), 292–301. https://doi.org/10.12963/csd.250123 

Loo, F. L., & Mariani, M. N. (2020). Investigating cross-language relations in the phonological 

awareness of children’s early reading. Pertanika Journal of Social Sciences & 

Humanities, 28(1), 73–88. 

Mohd Rusli, N. F., Abdul Jobar, N., & Md Adam, N. F. (2022). Kesalahan ejaan murid 

berdasarkan bunyi konsonan dalam ujaran guru: Analisis fonologi generatif. Issues in 

Language Studies, 11(2), 37–60. https://doi.org/10.33736/ils.4375.2022 

O’Brien, B. A., Habib Mohamed, M. B., Arshad, N. A., & Lim, N. C. (2020). The impact of 

different writing systems on children’s spelling error profiles: Alphabetic, akshara, and 

hanzi cases. Frontiers in Psychology, 11, Article 870. 

https://doi.org/10.3389/fpsyg.2020.00870 

Organisation for Economic Co-operation and Development. (2019). Core foundations for 

2030: OECD Future of Education and Skills 2030 conceptual learning framework. 

https://www.oecd.org/content/dam/oecd/en/about/projects/edu/education-

2040/concept-notes/Core_Foundations_for_2030_concept_note.pdf 

Pejabat Pendidikan Daerah Kota Belud, Unit Pemulihan Khas. (2025, Mac). Rumusan data 

Pemulihan Khas Bahasa Melayu daerah Kota Belud [Data pentadbiran dalaman tidak 

diterbitkan]. 

Rahbari, N. (2019). Error patterns in word reading and spelling in Persian: Is spelling more 

difficult than reading? Reading and Writing, 32(3), 585–601. 

https://doi.org/10.1007/s11145-018-9884-z 

https://doi.org/10.37134/jpak.vol12.2.1.2023
https://www.moe.gov.my/perhimpunan-bulanan-kementerian-pendidikan-malaysia
https://doi.org/10.1080/10888438.2025.2582620
https://doi.org/10.1007/s11881-007-0011-0
https://doi.org/10.1002/dys.421
https://doi.org/10.1080/17586801.2019.1662533
https://doi.org/10.3389/fpsyg.2020.01700
https://doi.org/10.21315/km2021.39.1.4
https://doi.org/10.12963/csd.250123
https://doi.org/10.33736/ils.4375.2022
https://doi.org/10.3389/fpsyg.2020.00870
https://www.oecd.org/content/dam/oecd/en/about/projects/edu/education-2040/concept-notes/Core_Foundations_for_2030_concept_note.pdf
https://www.oecd.org/content/dam/oecd/en/about/projects/edu/education-2040/concept-notes/Core_Foundations_for_2030_concept_note.pdf
https://doi.org/10.1007/s11145-018-9884-z


 
Volume 11 Issue 65 (December 2026) PP. 148-170 

170 
 

Rickard Liow, S. J., & Lee, L. C. (2004). Metalinguistic awareness and semi-syllabic scripts: 

Children’s spelling errors in Malay. Reading and Writing, 17(1–2), 7–26. 

https://doi.org/10.1023/B:READ.0000013833.79570.de 

Samsudin, N. H., Abdul Wahid, P. R., Ja’afar, S., & Yaakub, M. T. (2017). Tahap keupayaan 

kognitif bacaan dalam pembelajaran bahasa Melayu kanak-kanak pemulihan khas. 

Sains Insani, 2(2), 81–87. https://doi.org/10.33102/sainsinsani.vol2no2.40 

Seymour, P. H. K., Aro, M., & Erskine, J. M. (2003). Foundation literacy acquisition in 

European orthographies. British Journal of Psychology, 94(2), 143–174. 

https://doi.org/10.1348/000712603321661859 

Subramaniam, V., Abd Wahid, P. R., Abd Rahim, N., & Kunasegran, K. (2022). Kesalahan 

bacaan dalam Bahasa Melayu oleh murid disleksia berdasarkan perspektif Teori 

Levinson. Pertanika Journal of Social Sciences & Humanities, 30(2), 743–759. 

https://doi.org/10.47836/pjssh.30.2.17 

Teoh, B. S. (1989). Syarat koda suku kata dalam bahasa Melayu. Jurnal Dewan Bahasa, 33(11), 

843–850. 

United Nations Educational, Scientific and Cultural Organization. (2016). Education 2030: 

Incheon Declaration and Framework for Action for the implementation of Sustainable 

Development Goal 4: Ensure inclusive and equitable quality education and promote 

lifelong learning opportunities for all. 

https://unesdoc.unesco.org/ark:/48223/pf0000245656 

Wahap, N. A. (2021). Keberkesanan kaedah gabung bunyi kata (KGBK) terhadap pencapaian 

kemahiran membaca Bahasa Melayu dalam kalangan murid Pemulihan Khas [Master’s 

thesis, Universiti Pendidikan Sultan Idris]. UPSI Digital Repository. 

https://ir.upsi.edu.my/detailsg.php?det=6918 

Winskel, H. (2020). Learning to read in multilingual Malaysia: A focus on Bahasa Melayu, 

Tamil and Chinese. GEMA Online Journal of Language Studies, 20(1), 1–15. 

https://doi.org/10.17576/gema-2020-2001-01 

Yap, M. J., Rickard Liow, S. J., Jalil, S. B., & Faizal, S. S. B. (2010). The Malay Lexicon 

Project: A database of lexical statistics for 9,592 words. Behavior Research Methods, 

42(4), 992–1003. https://doi.org/10.3758/BRM.42.4.992 

Yuan, W. S. (2023). Meningkatkan penguasaan murid pemulihan dalam kemahiran mengeja, 

membaca dan menulis perkataan KVKVK menggunakan 4R in Heaven. In The 3rd 

International Conference on Education and Language for Students and Adult Learners 

(ELSA) e-Proceeding (pp. 67–86). Unit Penerbitan UiTM Perak. 

https://ir.uitm.edu.my/id/eprint/110117 

Ziegler, J. C., & Goswami, U. (2005). Reading acquisition, developmental dyslexia, and skilled 

reading across languages: A psycholinguistic grain size theory. Psychological Bulletin, 

131(1), 3–29. https://doi.org/10.1037/0033-2909.131.1.3 

https://doi.org/10.1023/B:READ.0000013833.79570.de
https://doi.org/10.33102/sainsinsani.vol2no2.40
https://doi.org/10.1348/000712603321661859
https://doi.org/10.47836/pjssh.30.2.17
https://unesdoc.unesco.org/ark:/48223/pf0000245656
https://ir.upsi.edu.my/detailsg.php?det=6918
https://doi.org/10.17576/gema-2020-2001-01
https://doi.org/10.3758/BRM.42.4.992
https://ir.uitm.edu.my/id/eprint/110117
https://doi.org/10.1037/0033-2909.131.1.3

