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Learning to read is an essential |ife skill. Recent
Educational policy initiatives at the national |evel have
enphasi zed the inportance of reading as an essential life
skill in Anmerican Society.

The No Child Left Behind (NCLB) Act of 2001 states the
comm t ment of President Bush to ensuring that every child in
the United States of America can read by the end of third
grade. Thus, this act has the potential to inpact one of the
three groups in the elenentary-aged |earning to read
popul ati on. The group who struggles to learn to read wll

have difficulty becomng literate. The child who struggles



to learn to read nay be identified as possibly having a
condition that is described in the literature as dysl exi a.

Dyslexia is often a m sunderstood, m sdi agnosed secret
shane for those individuals who are identified with this
condition. The inpact of this diagnosis on the individual as
well as their famlies causes nuch confusion anong these
i ndividuals as well as anong all of the scientific fields
(educational, nedical and psychological) dedicated to
hel ping the child and their famly.

First person accounts of how el enentary-aged chil dren
and their famlies accommopdate for their child s dyslexia
need to be given a voice in all of the scientific
communities that study dyslexia. Recording and researching
the daily |ife experiences will open the door to viewthe
many struggles that these children face. The children’s
understanding of their dyslexia and the accommodati ons the
children and their famlies nake for the dyslexia is an
inportant mssing area in the literature.

Providing an outlet for these m ssing voices should

encour age better comruni cation anong all the professions



especially interested in the study of dyslexia. Then, |iving
daily with dyslexia can be nore readily understood and w ||
not forever remain a hidden, shadowy, and often

m sunder st ood, secret shane.
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Chapter 1
| nt roducti on

The ability to read is an essential life skill. Recent
educational policy initiatives at the national |evel have
enphasi zed the inportance of reading as an essential life
skill in Anerican society. A federal mandate, the | andmark
No Child Left Behind Act of 2001 was signed into | aw by the
43"9 President of the United States, George W Bush. This
educational reformreauthorizes the Elementary and Secondary
Education Act of 1965 and states President Bush’s
unequi vocal commtnent to ensuring that every child in the
United States of Anerica can read by the end of third grade.

To acconplish this goal, the new Reading First
initiative would significantly increase the Federal
i nvestment of noney to |ocal school district to fund
scientifically based reading instruction prograns in the
early grades of elenentary school
(http://ww. ed. gov/ print/ncl b/overview intro/execsunm htm)
Thus, the No Child Left Behind (NCLB) Act has the potenti al

to inpact one of the three distinct groups of children in



the learning to read popul ati on.

One group is that population of early el enentary-aged
children who have seemingly little difficulty acquiring the
skills related to learning to read. These chil dren have
entered their schooling experience al ready possessing
ownership over those skills that are needed for reading.

Anot her group of early elenmentary aged children are entering
t heir school experience not quite at ease with the printed
word, but ready to acquire those reading skills that are
taught to them By all accounts, the children fromthese two
groups are on their way to becomng literate.

However, in the mdst of these groups of children who
are at apparent ease working with letters and sounds, are a
group of children who experience a struggle when attenpting
to read or wite. Such struggles can cause an upheaval and
interfere with the process of becomng literate. This
di sruption in the child s school progress has an inpact not
only on the child, but also upon nmenbers of the child's
famly. The struggle to read then, targets the children in

this latter group.



The children of this third group are often unofficially
identified as having “something wong with thent that nmade
themdifferent fromtheir peers in acquiring the necessary
skills to be able to read. The “sonething” that appears
wong or different may identify the child as possibly having
a condition that is described in the literature as dysl exi a.

Dysl exi a: An Overvi ew
The definition of dyslexia listed on the International

Dysl exi a Association’s web site (http://ww.interdys.org) is

the foll ow ng:
Dyslexia is a specific learning disability that is
neurological in origin. It is characterized by
difficulties wth accurate and/or fluent word
recognition abilities and by poor spelling and decodi ng
abilities. These difficulties typically result froma
deficit in the phonol ogi cal conponent of |anguage that
is often unexpected in relation to other cognitive
abilities and the provision of effective classroom
i nstruction. Secondary consequences may i ncl ude
probl ens in readi ng conprehension and reduced readi ng

3



experience that can inpede growh of vocabul ary and

background know edge. (http://ww.interdys. org)

A conservative percentage of persons with a | anguage based
| earning disability in the general U S. populationis
approxi mately “15-20% of the popul ation.”

(http.//ww. interdys.org.)

Many people with a | anguage-based | earning disability,
usually referred to in the literature as dyslexia, may
appear to be bright. (Smth, 1995). They nay have
intelligence that appears to be above average and perhaps
even appear quite gifted in certain arenas such as nusic,
art or physical skills.

Several studies in the last twenty-five years have
conpared popul ati ons of readers with dyslexia (sonetines
call ed "poor") and good readers on the above three
di nensi ons. For exanple, Brandy, Mann & Schm dt (1987) found
that the technical acquisition of specific reading sub-
skills such as sound (phonene) synbol-(letter) decodi ng,
| anguage, and conprehensi on were present in good reader as
apposed to poor readers; while Wagner & Torgesen (1987)

4



studi ed net aphonol ogi cal difficulties experienced by
efficient and inefficient readers in the phonol ogi cal
process and found that netaphonol ogical difficulties caused
inefficient readers to have nore difficulty with
conprehension than efficient readers.
Study Rational e

However, one of the major problens in the research
l[iterature on dyslexia is summarized in Gllet & Tenple's
1990 observation that "dyslexia is a condition that everyone
seens to agree exists, but about which there is little
agreenent otherwise". (Gllet & Tenple, as quoted in Hennigh
1995, p.2). Moreover, the scientific literature that
enphasi zes the three major research areas cited above gives
conparatively little attention to docunenting the actua
day-to-day life experiences of the children diagnosed with
dyslexia and their famlies. Exanples of day to day life
experiences of both children and their famlies are
necessary to understand the conpl ex nature of dyslexia. By
using these real life exanples, it puts a face on the
condition of dyslexia and its effects.

5



Mor eover, the bulk of the academc |iterature about
dyslexia is not readily available to the ordinary person who
m ght need this information (e.g., the parents of a child
with dyslexia or the child thenselves). Nor is the
information avail able typically free of jargon and confusing
technical termnology. Thus, it is often difficult for
parents or even classroomteachers to relate the information
fromthe research to the individual circunstances of a
particul ar child.

Li kew se, very little information currently exists to
provide famlies with accurate, conplete, and specific
information to address the concerns of the parents about
raising their dyslexic child. The few notable exceptions to
this are studies by Donawa (1995), Hartwi g (1984), Jones
(1992), and Mautner (1984). However, even here, none of
these studies interview the children with dyslexia. Rather,

t hese studies were parents' reflections about raising a
child with dyslexia. These reflections by the parents were

| ongi tudinal in nature and highlighted only a few
difficulties faced by parents of the children with dyslexia.
Addi tional studies by Faerstein (1981), Falik (1995) and
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Waggoner & W1 gosh (1990) have sought to record the concerns
of famlies and effects of dyslexia on each famly. Wth

t hese studies, however, there is the problemof limted
accessibility to the general population. Al of these
research studies were in academ c journals and require sone
techni cal background in nedicine, education or psychol ogy
(or all of these fields) to understand the information.

The present study sought to fill in the gaps of daily
life strategies used by children with dyslexia and the
parent of these children who were coping daily with
dyslexia. This study sought to fill sone of the research
gaps in the dyslexia literature by recording the foll ow ng:
(a) the personal reflections and daily life strategies used
by the parents as they raise their dyslexic child; and (b)
the personal reflections and daily life strategies of the
children who live daily wth dyslexia.

Statenment of the Probl em

There is little practical information avail able on the
i npact that a reading difficulty (often identified or
m sidentified as dyslexia) has on the famly unit. This |ack
of practical, "nuts and bolts" information is especially

7



apparent when considering the life strategies used by the
children and their famly nenbers as they face daily
chal | enges and struggles in academ c, social and enotional
arenas.

Mor eover, each famly nmenber's experience in dealing
with dyslexia, is sonething very unique and deeply personal.
Each individual famly nmenber's experience (child or adult)
in dealing with or accommodating for dyslexia is a
commtnent that lasts a lifetinme. The present study focused
upon these uni que experiences and their inpact upon a
famly's daily life as the cornerstone of its approach.

Significance of the Study

This study will contribute to the literature in three
i nportant ways. First, the study will add to the limted
avail able information that exists to help famly nenbers
acknow edge the effects of dyslexia on a child as well as
their parents. Secondly, the study will address the
specific effects that a diagnosis of dyslexia has on the
menbers of the child' s famly. Finally, this study wll
identify specific conpensatory strategies used by the child
and famly to help the child participate nore effectively in

8



the worl ds of home and school .
Research Questi ons

The two nmj or research questions considered in this
study are: (a) What are the experiences, needs, and daily
life strategies of parents who have raised or are raising
children identified with the specific disability of
dysl exi a?; and (b) Wiat are the experiences, needs, and
daily life strategies of children who have been di agnosed
wi th dysl exi a.

Organi zati on of the Study

Chapter 1 introduces the study, provides the study
rational e, states the problemand its significance. Al so
Chapter 1 presents the research questions, and specifies the
organi zati on of the study.

Chapter 2 reviews the literature related to children
identified with reading difficulties that are often
identified as dyslexia. Chapter 2 reviews the literature as
it pertains to the individual personal experiences of
famlies with dyslexic children. Chapter 2 al so provides
operational definitions for the major technical ternms used

in the study.



Chapter 3 describes the target popul ation, provides the
research design, and lists the [imtations of the study.
Chapter 3 also describes the procedures used to collect and
present the data fromthe interviews as well as the
procedures utilized in the data anal ysis.

Chapter 4 presents the study findings and offers an
anal ysis of the study findings. Chapter 5 provides a
di scussion of the study findings, explains sone of the
inplications of the study, and gives recomendati ons for

future research
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Chapter 2
Revi ew of the Literature

This chapter contains a review of the research studies
related to: (a) the definitions of dyslexia; (b) the
di agnosi s of dyslexia, (c) renediation approaches; (d) the
i npact of dyslexia on the child and the nenbers of the
child s famly; and (e) the rel ationshi ps between the
parents of the child with dyslexia and the w der school and
pr of essi onal comunity.

I nt roduction

Dyslexia is an often m sunderstood or m sdi agnosed
neur ol ogi cal condition. This can nean that children with
this condition often remain in the general classroom
receiving little or no hel p or acknow edgenent of their
problem As children age and the school workload increases,
feelings of inadequacies may surface in the child's mnd or
in the mnds of the famly nenbers. An ever-w deni ng gulf
will begin to appear between the academ c skills of the
child with dyslexia and the other children in the classroom
As the school work | oad increases, the student wth dyslexia
appears to slide further and further behind his or her

11



cl assnat es.

The child' s difficulty keeping pace with classnates
of ten becones a perplexing puzzle within the famly system
Donawa (1995) coments from her own personal experience of
raising a child with dyslexia. "He was affectionate,
articulate, and well behaved at hone, but friendl ess at
school; the picnics and birthday parties went on w thout
hi m " (Donawa, 1995, p.327). In a nore recent work, Fel dman
(2000) stated that the parents are usually baffled by the
child s poor performance at school and assune that he or she
sinply isn't trying hard enough. (Fel dnman, 2000). Parents
often hope to find an area where their child with dyslexia
does not seem behind the abilities of their classmates. As
the children struggle to hunt for a sense of thenselves
am dst the seen and unseen |ife roadbl ocks that having
dysl exia presents, it is helpful to have a glinpse into the
lives of the children with dyslexia and the parents, famly
menbers, and teachers who wi sh to hel p them succeed.

Definitions of Dyslexia

The 1991 Merriam Webster’s Col |l egiate Dictionary (Tenth

Edition) defined dyslexia as “a disturbance of the ability
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to read.” (Webster, 1991, p.391). A later edition of
Webster’s Il New Coll ege Dictionary, a 2001 edition, defined
dyslexia as an “inpairnent of the ability to read.”
(Webster, 2001, p.353.)

Whet her dyslexia is identified as a disturbance or
i npai rment, the word "dyslexia" contains only eight letters.
However, the educational, psychol ogical, and nedical fields
that concern thenselves with the diagnosis, renediation, and
i npact of dyslexia are all unable to reach a consensus for a
preci se definition of this conplex condition. This |ack of
definitional consensus within and anong the three fields is
part of the problemin this area. Mst of the studies
conducted in the fields of education, psychol ogy, nedicine
(especially the field of neurol ogy) have focused on one or
nmore of the follow ng three najor research areas: (a)
identifying and defining dyslexia as a specific neurol ogi cal
condition, (b) diagnosing dyslexia in children (to a greater
extent) and in adults (to a | esser extent), and (c)
remedi ation with educational strategies and resources used
to assist children with dyslexia to inprove basic academ c
skills.

13



Many educati onal professionals working with children
refer to dyslexia superficially as a readi ng problem
However, in the field of psychol ogy, the home environnent is
named as a strong indicator of reading success or failure.
Therefore, this home environnment is seen as a place of
possi bl e deprivation in the areas of |anguage, cultural or
educati onal opportunities. These deprivations in the honme
are seen as contributing to the syndrone of dysl exi a.

The nedi cal profession has investigated the syndrone of
dyslexia fromthe viewoint of its physical, organic, and
neur ol ogi cal manifestations. Wiile these three different
fields of study are interested in a definition of dyslexia,
the definitions range fromthe sinplified to the conpl ex and
unwi el dy jargon used to identify the nmulti-conpl ex
constell ati ons of dyslexia anong individuals, and therefore
offer limted guidance to the nunerous educational,
psychol ogi cal, and nedical field professionals entrusted
with the diagnosis and renedi ati on of the disorder of
dyslexia. In addition (and inportant for the context of the
present study), such definitions offer little precise
information on the inpact that dyslexia will have on the

14



child and the famly.
Di agnosi ng Dysl exi a
The nost confusing and frustrating difficulty in
di agnosi ng dyslexia is the array of synptons found in each
i ndi vi dual case. Each individual case often represents a
different cluster of difficulties. Thus, when conparing
several individual cases, the learning difficulties may
appear as simlar clusters of deficiencies. However, when
view ng the cases separately, the learning difficulties
within the individuals nay appear to be quite diverse.
According to the International Association of
Dyslexia s website, learning disabilities have many
di fferent nanes.
Dyslexia is one type of learning disability. O her
| earning disabilities include dyscalculia, a
mat hematical disability in which a person has unusual
difficulty solving arithnmetic problens and graspi ng
mat h concepts [and] dysgraphia, a neurol ogi cal - based
witing disability in which a person finds it hard to
formletters or wite within a defined space.
(http://ww. interdys.org).

15



Al t hough synptons are not present at the same intensity in
every single person, there appears to be the common ground
of reading difficulties anong dyslexic individuals.

Mor eover, common problens in certain areas (reading,
spel ling, |anguage, and math) can be di spl ayed on a
conti nuum The continuumranges fromthe severe to the
subtle in their manifestation. The characteristics of
dysl exi a can appear alone or in a cluster with other
characteristics (i.e. problens with attention and
concentration), making the diagnosis of dyslexia |aborious
and at times, subjective. Many of these particular |earning
difficulties can be found within the general popul ation.
Therefore, a diagnosis of dyslexia nay be difficult to
achi eve.

In the field of education, dyslexia may be identified
when there appears to be a discrepancy between a child's
ability, as neasured by an intelligence test, and that
child s performance in reading, witten | anguage, or
mat hemati cs. The many factors that cluster around dyslexia
make it essential to have an accurate diagnosis of the
probl em so that the correct assistance can be given to the

16



child who is experiencing the learning difficulty.

A child s teacher may initiate an educati onal
evaluation after that child has been unable to keep pace
wi th his/her peers in the academ c, social or organizational
aspects of school. The initial questioning of a child's
difficulty may appear at any time during the child's
lifetime, but the discrepancies in learning usually begin to
be recogni zed by the end of Kindergarten or G ade One.

Thi s di screpancy does not nean that dysl exia cannot
result in a |learning discrepancy when the child is ol der, as
synptons of dysl exia can appear at any age. The di agnosi s of
dysl exia may take years to pin down- especially if the
synptons are subtle and overl apping. Although a child s
cl assroomteacher usually requests referrals for educational
intervention, parents can also refer their children for an
educational assessnent if they feel that sonething is
negatively inpacting their child s progress.

Fel dman (2000) cautions that, although nost children
start to learn to read at age five or six, and that this
young age is "too soon to tell if the child has dyslexia,

because all children make many m stakes in soundi ng out and



identifying words." (p.33).

Fel dman (2000) further states that reading difficulties
are nore evident when the child is seven or eight years of
age. The reason Fel dman gives for the older age to be the
touchstone for identifying dyslexia, is that this is "the
age at which nost children are able to read w thout help."
(Fel dman, 2000, p.33). Thus, the children with dysl exia and
their famlies becone nore consciously aware in the early
el ementary school years that their child has a differing
ability fromtheir peers. This differing ability is the
inability to decode words and other printed material, two
fundanental skills in a literate society. The parents may
worry that such a situation may pose a fearful future
scenario for the child.

Renedi ati on Approaches

The conplexity of dyslexia requires an accurate
di agnosis and realistic renediation plan. Wien a di agnosi s
of dyslexia is nmade, the diagnosis generally refers to a
difficulty wwth reading the printed word. For the person
w th dyslexia, that neans instruction is needed in the area
of sound-synbol relationships or phonics instruction.

18



Al t hough many renedi ati on approaches in the area of
sound synbol acquisition have advanced in the [ast twenty
years, the nost w dely accepted scientifically based
remedi ati on approach for dyslexia is the Orton-G | 1|ingham
approach. This instructional approach was devel oped through
a col |l aborative partnership between Dr. Sanmuel T. Oton, a
medi cal doctor, and psychol ogi st and teacher Anna
G Ilingham

The Orton-G | Iingham approach can be descri bed as an
i ndi vidualized, systematic, nultisensory approach to assi st
the student with dyslexia to nmake sense of the sound-synbol
rel ati onshi ps on which | anguage is based. Individual letter-
sound (phonene) relationships are isolated and then
presented to the child in sequential steps, which increase
in conplexity. The sound of the individual letters or letter
conbi nati ons can be bl ended into words for reading.
Practicing these individual sound-synbol relationships
allows the child to develop control over the printed synbols
that make up the words and sentences, which ultimtely
convey neani ng. Through diligent practice, many dyslexic
i ndi vidual s can becone fluent with |inguistic code. However,

19



this does not inply that this is an easy task. This
"breaking of the code" will help the dyslexic individual to
achieve a level of literacy that would have been unlikely
had they not received instruction in the Oton-G | I|ingham
appr oach.
The I npact of Dyslexia on the Child
and the Fam |y Menbers

A central concern of the present study is the question:
How does dysl exia inpact the child and the famly? Fields
(1974) stated that any "condition that disables the child
assaults the parent-child relationship..." (in Faserstein,
1981, p. 420). Kubl er-Ross (1969) and M Il er (1986) studied
children with chronic illnesses and docunented parents'
feelings of guilt, shame, danger, blanme, and denial.

Al t hough there have been many studi es focusing on
children with physical disabilities (e.g., chronic illness
or nental retardation), there has not been nuch in depth
investigation into how parents of children with |earning
di sabilities have coped wth the stress of these disorders.
This lack of information about the disorder of dyslexia may
cause it to remain a shadowy intrusion in the famly dynamc

20



and may cause confusion and unintentional m sinformation
from prof essi onal s.

If a hidden disability is an intellectual disability
rat her than a physical disability, the stress on the parents
is particularly troubl esone. For exanple, Ferholt & Solnit
(1978) discovered that parents were nore likely to surm se
that they were totally responsible for their child s problem
in cases of a hidden intellectual disability.

Thi s erroneous assunption, according to Arnold (1978)
"feeds into the parents' preexisting self blane and the
resul tant feelings of inadequacy, doubt and guilt, sonetines
projected onto the child, [which] conplicate the parent-
child relationship and fuel the hostility already sparked by
the child s mschief." (in Faerstein, 1981, p.422). \Wat are
the specific famly dynam cs, which result because of the
identification of a hidden |earning disability? Faerstein
(1979) investigated the coping and defense nmechani sns of
not hers of children with learning disabilities and found
there was an average | apse of 3.5 years between the child's
age when the nother first suspected her child had a probl em
and the actual age when the diagnosis of a |earning
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disability was made. The diagnosis, in nmany cases, served to
support the often-unvoi ced suspicions of the nother. This
feeling of support tended to allow the nother to then seek
help for a child.

In nore recent literature, Feldman (2000) rel ates the
i npact dyslexia has on the child and famly nenbers. Fel dman
gi ves an account of John, (age 11 when intervi ewed) who had
begun falling behind his peers at grade 3. Although John's
earlier devel opnental benchmarks had been reached at the
sanme time as other children, he had had additional tutoring
through grade 4 with minimal inprovenment in the area of
reading and witing. Although both of John's parents were
supportive and willing to help, Feldman states that the
parents were "frustrated with the anmount of tine it took for
John to conplete his work”. ( p.49)

As for John's younger brother, an excellent student,
was "beginning to resent the anount of time his parents
spent hel ping John with his studies at hone." (Fel dman,
p.49). Thus, report card tinme becane a tinme of anxiety and
stress for all famly nenbers.
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Stress Wthin the Famly Unit

Learning disabilities, especially dyslexia, tends to
run in famlies. Oten if a child is diagnosed with
dyslexia, usually a parent will begin to acknow edge his or
her own | earning problem Even though expert help may be
sought by the parents to assist the student with | earning
disabilities or dyslexia, the child' s difficulties may not
vani sh. Li ke physical illness, the synptons of dyslexia run
the continuumfrommld to very severe. Expert help may
assist the child, or the disability may be so serious that
even with expert help the child my have a difficulty with
|l earning to read. Thus, although dyslexia is not a physical
illness, it my inpact a famly unit in a simlar way.

Hartwi g cites the 1969 work of Kubl er-Ross that traces
the "typical reaction of stress placed upon us when dealing
with our enotions." (Hartwi g, 1984, p.315). According to
Hartw g (1984, p. 315) when a child has been identified as
havi ng dysl exia, the parents experience the first enotional
stage of denial. Parents may have difficulty with
under st andi ng the di agnosis of dyslexia, as well as
believing their child may have dysl exia because the child in
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troubl e nay appear to be "bright" or have gifts of athletic
and/or artistic talent.

The parents may assune that either the child is really
dunb and therefore should not have adequate, mnuch |ess
stellar or creative skills in any other area, or that the
child is bright and therefore should not have trouble in any
area. Both of these assunptions are false. Al children,
students with | earning disablities, dyslexia, or not, have
special talents as well as weaknesses.

According to Hartw g (1984), the second stage that is
experienced by parents coping with the diagnosis of dyslexia
is anger. Parents and therefore their children "place so
much enphasis on school achi evenent and grades. They [the
child's achi evenents] seem so inportant when conparing
children that we feel jealous of our child s playnates who
are not troubled by dyslexia." (Hartw g, 1984, p. 315)

The third enotional stage experienced by parents is the
bargai ning stage (Hartwi g, 1984, p. 315). This stage may only
be appropriate in relation to "a specific | evel of homework
or special drills [that] is bargained for in order to gain
privileges or favors." (Hartwi g, 1984, p. 315) The
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identification of a learning disability may raise the fear
anong parents that their child will not be nornmal and w ||
therefore be different fromhis or her peers.

The identification of this fear and the unknown i npact
on the child and the famly may bring about the next
enoti onal stage, depression (Hartw g 1984, p.315). Parents
may see in their mnd s eye the life of the child "spinning
out of control." Parents may fear for the child' s future.
They may fear that the child nmay not be successful in the
acqui sition of higher education (college), or fear that the
child may not hold a job and earn a living on their own
i ndependent of parental care. (Hartw g 1984, p. 315).

The fifth enotional stage is acceptance. This enotional
stage may occur on a continuumthat may | ast days, weeks,
nmonths or years. It is at this enotional stage that parents
may attenpt to learn about their child s disability and
begin to search for help. (Hartw g 1984, p. 315)

The | ast enotional stage is hope. By this stage, nmany
parents' fears and apprehensi on have been relieved via
observation of the child or through correct information to
understand the disorder of dyslexia. It is in this stage
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that parents begin to realize that their child can |learn
Wi th appropriate support and instructional intervention.
(Hartwi g 1984, p. 315)

In a nore recent work, Harwell (2001) offers a
Feel i ngs- Reacti ons/ Response chart to illustrate the
enotional reactions of parents when they first learn the
child is having problens in school. The intensity and
duration of the parent reactions vary. These enoti onal
reactions may or may not be voiced by the parent. Harwell
di vides the parents’ feelings into five categories of
enotions fromthe work of Hartw g (1984) and Kubl er- Ross
(1969). The five categories include: (a) shock/denial; (b)
anger/guilt/blam ng; (c) resignation; (d) depression; and
(e) acceptance. (Harwell, 2001).

Harwel | 's (2001) work highlights predictable parental
feelings and reactions when parents first learn of their
child s difficulty at school. Harwell's parental feelings
and reactions categories can be conpared with the grief
stages/reactions in the work of Kubler-Ross (1969).

In the first enotional stage of shock/denial, Harwell
states that the parents deny that there is a problem The
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parent may comment they do not see the perceived difficulty
(i.e., difficulty with reading words) when the child is at
home in their presence.

The second enotional stage described by Harwell is
anger/guilt/blamng. The parents of the child with the
identified difficulty have conflicting enotions, which
i nclude anger at the child, the parents own feelings of
guilt, and the feeling of blame directed toward the child,

t eacher, or school .

Harwell's third enotional stage is titled resignation.
Harwel | states that parents begin to try to dismss the
difficulty by stating that this is not a "new' problem but
rather just sonething that is inherent in the make up of the
child. By voicing this dismssal, the parents try to
trivialize the problem This mght allow the parent to fee
they nmay be able to create sone di stance between thensel ves
and the child. This assunption of distance may allow the
parent to believe that they were in no way responsi ble for
the difficulty in the child.

The fourth enotional stage noted by Harwell is the
stage of depression. In this stage, parents express a

27



concern about what other people may think of their child
with the difficulty. People's thinking of concern to the
parents at this stage is the thinking of the rel atives,
nei ghbors, and school personnel.

The fifth and final enotional stage cited by Harwell is
the stage of acceptance. Once the parent or famly has been
able to achieve this level, the problemcan begin to be
resol ved. Fel dman (2000) supports the acknow edgenent of
t hese categories of parental reactions. He concluded from
his work with many famlies that the parents of his clients
were usually baffled (in denial/shock) by their child's
difficulty in school. Parents summarized, quite incorrectly
that their child was sinply not trying hard enough.

Stress Wthin the Famly Unit:
Addi tional Inplications

Teachers and parents nust |earn to understand and
interpret the unsophisticated | anguage and behavi ors used by
children regardi ng school related stress. Osman (1982)
states that the common assunption anong parents is that the
child s dyslexia may only affect the acquisition of academ c
skills, such as reading, math, or witing skills. Osman
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(1982) states that learning differences can create a nyriad
of social challenges. Specifically, the social challenges
and problens in the daily life of the children and their
famlies can be far nore pervasive and anxi ety provoki ng
than the child' s problens with reading and math (Gsnman,
1982) .

Not every child or famly's school experience is a
positive one. This negative experience or traunma that
assaults the famly is "stress." Regarding stress wthin the
famly unit associated with a child wth dyslexi a,

Gal | agher, Beckman, & Cross (1983) concluded that "a better
under standing of the stresses faced by the child and the
famly system can only enhance the rel ationship between
prof essionals and the parents, since famlies spend
significant anmounts of tinme in interaction with
professionals.” (in Waggoner & W/ gosh, 1990, p. 97)

Rodi s, Garrod, & Boscardin (2001) identified stress
factors fromthe viewpoint of the child experiencing the
difficulty. They collected thirteen autobi ographical stories
witten by students at four different colleges. The
chal | enges may be unique but simlar in the global sense.
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Each story captures a penetrating |look into the individual
witer’s |life and their |ife journey. The aut obi ographies
denonstrate that these personal experiences are "powerfully
influenced by famlies.” (Rodis etc.p.226)
Par ent - Pr of essi onal Rel ati onshi ps

There are often difficulties in parent-professional
rel ati onships when a child is diagnosed with dyslexia. Smth
& Strick (1997) state that nost young children birth to age
5 are generally optimstic when tackling new | earning tasks.
Parents, other famly nenbers, and teachers find delight in
interacting with the child as a |l earner and share in the
happi ness the child shows despite repeated failures in
acconplishing a newy |earned skill such as clinbing the
steps (Smth & Strick, 1997).

Smth & Strick noted that parents, teachers and ot her
famly nmenbers needed to be alert when the enthusiasmfor
| earning starts to decline. Although many different factors
may be attributed to this decline in | earner enthusiasm it
generally will begin to show up when a child with a | earning
disability (one of which is dyslexia) will take place after
a child begins school.
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The work of Waggoner & W/ gosh (1990) focuses upon
t hese parent-professional relationships in order to provide
a clearer picture of the experiences of the famlies with
| earni ng di sabled children by |ooking at the famlies in a
variety of arenas: at hone, in the school setting, and
Wi thin the community. In the Waggoner & W1 gosh's (1990)
research, there was active parent involvenent anong the
study's participants. Parents assuned different roles "such
as teacher and advocate. All of the famlies indicated the
need for instruction at home. Al parents described their
teaching roles as entailing conmtnent, ability,
frustration, perseverance, and tinme" (Waggoner & W/ gosh,
1990). “But at times, even though parental conm tnment was
hi gh, frustration and negative enotions (especially over
homewor k) erupted.” (Waggoner & W1 gosh, 1990, p. 97).
Waggoner & W1 gosh (1990) found that famlies placed
their child s teachers in to one of two groups. Teachers
were described either as "hel pful, supportive, and flexible"
or as "uncooperative, inflexible, and uninfornmed about
| earning disabilities."(Waggoner & W1 gosh, 1990, p.97).
Finally, Waggoner & W/ gosh (1990) noted that it was
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inportant for parents to have external sources of support
fromother famly nmenbers, friends, school staff, or parent-
or professional organizations. Seven of the eight famlies
in the Waggoner & W1 gosh (1990) indicated that they were
aware children struggled with self esteemissues such as
negative feelings, |lack of self esteemor |ow self-
confidence (Waggoner & W/ gosh, 1990, p.97).

Many people outside of the famly system are oblivious
to many of the struggles of famlies of children with
dyslexia. Also siblings in these famlies nust cope with the
| oss of tine, energy, and attention fromtheir parents.
Furthernore, the child with the disability is under the
scrutiny of their siblings, parents and professionals. Smth
& Strick (1997) note that if appropriate help is not
provided to the child, disinterest usually develops into
outright avoidance. Children begin to develop strategies to
spare thensel ves the enbarrassnent and frustration of trying
to acconplish tasks that are difficult or even inpossible
for them (Smth & Strick, 1997).

The chal | enge of the parent and professional is to be
able to work together. It is only in doing so that they each
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will begin to make progress toward "their comon goal: that
of giving the children the best possible chance to actualize
their potential." (Waggoner & W/ gosh, 1990, p. 113)
Summary

An individual surviving in a former historical tine
peri od woul d have needed to acquire sonme skills different
fromthose skills that are needed to survive in the twenty-
first century. Individuals of very |ong ago needed to be
skilled at hunting and fishing to provide food for

nouri shnment and survival. In the twenty-first century, there

is a need for sone different kinds of survival skills.
Literacy is a survival skill that is needed to an extent now
nore than ever before.

Dyslexia is a disruption to the acquisition of those
literacy skills. Individuals who have difficulty acquiring
the skills necessary to successfully read and conprehend
auditory or witten information, despite adequate
intelligence, are conprom sed in their quest to be literate.
Fal ik (1995) has al so found that "system c and observabl e
patterns of adaptive and unadaptive famly responses to the
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stress of a child' s learning disability" (Falik, 1995,
p.337) can be identified. Wthout recogni zing or recording
t hese uni que adaptive and unadaptive response patterns in
famlies, the child s relationship to literacy can be
seriously jeopardi zed.

In addition, a better docunentation and better
under st andi ng of the strategies used by children with
dyslexia and their famlies "can only enhance the
rel ati onshi p between the professionals and the parents.”
(Waggoner & W1 gosh, 1990, p.97) Therefore, it could be
hypot hesi zed that with an enhanced rel ati onshi p between the
prof essional and the parents, dyslexia will not remain a

hi dden, often m sunder st ood, secret shame.
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Chapter 3
Met hodol ogy

This chapter describes the target popul ation, research
instrunments used in the study, overall design of the study,
and data collection procedures. It concludes wth sone
speci fi c observations about the advantages and di sadvant ages
of the research instrunents as utilized with this particular
study's target popul ation.

Target Popul ation

The target group for this qualitative case study was
taken fromthe Summer, 1997 database of the Frederick
Readi ng Center, Inc. located in Frederick, Maryland. In
selecting the eleven famlies to participate in this study,
the followmng criteria were observed:

1. The Frederick Reading Center, Inc. had been

contacted by the selected famly.

2. Each famly selected for the study had the child

receive individual tutoring fromthe Frederick Reading

Center, Inc.

3. The child receiving the tutoring assistance fromthe

Frederick Reading Center, Inc. was currently in or had
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just conpleted the elenentary grades one through five.

4. The famlies all resided in Frederick County,

Maryl and at the tinme of their selection.

Additional famlies included in the database, as of
Summer 1997, of the Frederick Reading Center, Inc. were
elimnated fromthe target population for one or nore of the
foll ow ng reasons:

1. The famly contacted the Frederick Readi ng Center

for advocacy assistance only.

2. The famly did not reside in Frederick County,

Mar yl and.

3. The person contacting the Frederick Readi ng Center,

Inc. was an adult (age 18 or older) seeking tutoring

assi stance for himor herself.

The Multiple Case Study Design

The nature of the issues to be examned in this study
necessitated the use of a multiple case study design. Yin
(1989), for exanple states, "that a case study format is the
preferred nmet hodol ogy when investigati ng contenporary
phenonmenon within a real-life context, particularly when the
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researcher has little control over the events." (Yin, 1989,
p.77) An inportant strategy used in this present study's
mul tiple case study design was that of the in-depth

i nterview.

Dol lard (1935), as stated in Marshall & Rossman, (1995)
not es, "one understands a culture through the history of one
person's devel opnent or life withinit." (Marshall &
Rossman, 1995, p.88). O her researchers such as Taylor &
Bogdon (1974) suggest that the in-depth interview w ||
produce "people's own witten or spoken words and observabl e
behavi or. " (Tayl or and Bogdon, 1974, p.4).

Thus, the use of an in-depth interview approach puts an
enphasis on the unique story of the child and the parents
who make accommodations for dyslexia in their daily |ives.
In this study the in-depth interview asked the parents to
retell their child s story with question probes as needed by
t he researcher

The Research Instrunents

The five specific research instrunents used to gather
data for this study were:(a) parents' interviews, (b)
children's interviews,(c) parents' reflection journals, (d)
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children's reflection journals, and (e) the site survey. The
pur pose of the parents' interviews was to gather a

bi ogr aphi cal snapshot of the child and to determ ne what
approaches or |life strategies had been hel pful to the
parents in dealing wth the child with dyslexia. (See
Appendi x E). The purpose of the children's interviews was to
find out what approaches or life strategies were being used
by the children to accomodate for their difficulty with
dysl exia at hone and at school, and to illum nate any
feelings that the children m ght have about their dyslexia.
(See Appendix 1).

The purpose of both the parents' and the children's
reflection journals was to provide an additional avenue to
gather the feelings and strategi es used by the children
and/or their parents in their daily struggle to acconmobdate
for the child s dyslexia. Also, this avenue was to enable
the children to tell about how dyslexia inpacted them at
school and at hone. (See Appendix K for further information
on the parent reflection journal questions and Appendi x M
for further information in the children's reflection journal
guestions.)
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The site survey was created for and given at the
request of the director of the Frederick Reading Center,
Inc. The survey’ s mmjor purpose was to gather quantitative
data in the formof feedback fromthe parents concerning the
hel pful ness of the services offered at the Frederick Reading
Center, Inc. A secondary purpose of the site survey was to
gather information for the Frederick Reading Center, Inc.,
about needs and services that could be provided by the
center to assist the children and/or parents. Mich of the
data generated by the site survey was tangential to the
goal s of the present study and is therefore not el aborated
at length here. (A copy of this survey appears in Appendi X
G Appendi x H presents a sinple frequency analysis of the
survey data.)

Data Col | ecti on Procedures

To introduce the researcher to the parents and the
children in the sanple population, a letter of introduction,
signed by both the Director of the Reading Center, Inc., and
by the researcher was sent to each famly in the study.
This letter was sent on the |letterhead of the Reading
Center, Inc. to the famlies in the Sumrer of 1997. After
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the letters of introduction were mailed, foll owup phone
calls were nmade by the Reading Center, Inc. Director and
this researcher to schedule a tine for the initial
interview At the tinme of the initial interview, the
researcher obtained infornmed consent forns signed by the
parents. (See Appendi x B, Appendi x C and Appendi x D for
| nf ormed Consent forns.)

I nt ervi ews

The initial interviews wwth the parents and the
children took place during Fall, 1997. The foll ow up
interviews with the parent(s) and the children were
conducted in Spring, 1998.

The interviews of the parent(s) were scheduled for a
timeframe of one to one and one-half hours in Iength. The
children's interviews took approxi mately one half hour.

The interviews of the parents and the children were
audi o taped and an informed consent formfor the audio
taping of the parent interview and each participating parent
signed the child s interview. Once the initial interview
was conducted with the parent(s), followup interviews were
schedul ed. The follow up interviews allowed for additional
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personal reflection on the part of the parent(s) and al so
al l oned the researcher to probe with additional questions to
gather further data. Followup interviews of both the
parents and the children were conducted approxi mately six
months after the initial interview
Witten Survey

At the conclusion of the interviewwth the parents, a
witten survey distributed to the parents about services
offered at the Reading Center, Inc (See Appendi x G and
Appendi x H). Using a Likert scale fromone to five (with
"one" being not helpful and "five" being nost hel pful),
parents were asked to determ ne how hel pful each of the
services offered by the Frederick Reading Center, Inc. had
been to the parents and the child. Space was provi ded on
the survey for the parents to identify services not |isted
on the survey.

At the conclusion of the initial interview, both the
parents and the children were offered the choice
of a small conposition book or a blank audi otape tape to
regi ster or elaborate on additional |life experiences in
whi ch there was an accommodati on nmade for the dyslexia.
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Bef ore the bl ank audi otape was given to the parents or the
child, the researcher ensured that the individual had a
fully functioning recording device (tape recorder) in the
home and that the individual knew how to use it so that data
could be obtained in this manner.
Pil ot Study

A final note about the data collection in this study
concerns the pre-testing of the itens on the Parents
Interview schedule. In a snmall pilot study conducted in
early 1997, four adults known to the researcher were asked
to answer question #13 of the Parent Interview (See Appendi x
E for the Parents' Interview Form Question #13 reads:

"Tell me (Child' s Nane) story.") This pilot test was

conducted to determne if this particular question would

gat her useabl e data about raising a child with dysl exia and
the life strategies used by the parents as they raised their
child. It was subsequently determ ned that this question was
i ndeed a viable one for gathering information pertinent to
this study. One parent (in the pilot study) in particular
told the story of raising a child (a daughter) wth
dyslexia. At the end of her story, and w thout pronpting by
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the researcher, she started to analyze what she had told the
researcher. Her stated analysis of the enotional stages
that she went through while raising her child with dyslexia
mat ched al nost exactly the order of the Kubl er-Ross (1969)
categories of denial, anger, depression, bargaining,
acceptance and hope. In her analysis of what she had said,
she specifically nentioned the enotions of denial, anger,

bar gai ni ng, and accept ance.

The other three parents in the pilot study expressed
anger either at the child, classroomteacher, or the school
system Life strategies used by the parents (e.g. weekly
calls to the classroomteacher during the school year,
witing "check-off lists" with the child for doing honmework,
working with the child to develop better athletic skills,
and bargai ni ng over honework) were also nentioned to the
resear cher.

The Research Instrunents and the
St udy Popul ation: Sone Limtations

The three general research nethodol ogi es chosen for
this study (interview, self-reflection journals, and survey)
do have their limtations. Surveys, for instance, can be
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general in nature that they may appear superficial. The

sel f-adm ni stered survey nay al so be subject to the
respondent’'s attitude at the tine the questionnaire is being
conpl et ed.

Li kew se, the personal interview has both advantages as
wel | as di sadvantages. On the positive side, the personal
nature of the interview allows for imedi ate feedback, and
for the opportunity to follow up with questions to obtain
additional data. Yet interviews, as a research nethod, also
have the Iimtations of subjectiveness and bias on the part
of the interviewer.

Interview ng el enmentary aged children in particul ar has
its advantages as well as di sadvantages. On the positive
side, Fivush et al. (1991) found that children "reported
nmor e accur ate autobi ographi cal information when conversing
with a stranger” (in Steward, 1996, p.24). On the other
hand, Dent (1977) and Peters (1987) note that "when children
feel intimdated by any stress they may perceive in an
interviewer's manner or tone of voice, they may "shut down".
(in Steward, 1996, p.25)

The use of the journal to record the parents' and the
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child s observations can al so be a subjective, but
revealing, tool. Overall however, in the context of the
present study, the use of multiple nmethodol ogi es-despite
their individual |imtations-did, when taken together,
provi de useful insights into the study's major research

gquestions and thus proved to be effective research tools.
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Chapter 4
Results, Analysis and Di scussion
Thi s chapter provides a breakdown of the children as
wel | as the parents who participated in the study. This
chapter also has the individual famly case stories and
docunents the research findings. This chapter also includes
an Anal ysis Section which provides a content analysis of the
study and an exam nation of both the comrents of the parents
and the insights of the children. The D scussion Section
which relates the study findings to previously cited
l[iterature places the perspectives of the parents and the
children within a [ arger franmework.
I nt roduction
The children who participated in this study were all
el ementary aged students. A brief description of the
children in the study (N=11) is shown in the follow ng
tabl e.
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Study Participants

Table 4-1

Summary Table of Children Participating in the study

School Grade CGender
Mal e Femal e

Ki ndergarten 0 0
First G ade 1 0
Second G ade 1 1
Third G ade 1 1
Fourth G ade 4 0
Fifth G ade 1 1

N=11 el ementary aged children

The gender distribution in this study was ei ght nal es
and three fenmales. The el enentary grade school distribution
was the following: one child in first grade, two children in
second grade, two children in third grade, four children in
fourth grade, and two children in fifth grade.

The ethnic conposition of the children participating in
this study is shown in the follow ng table.
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Tabl e 4-2

Summary Tabl e of the Ethnic Conposition of the Children
Participating in the Study

Et hni ¢ Conposition

Afri can- Aneri can Hi spani c Wi te

2 2 7

N=11 el ementary-aged children

A breakdown of the composition of the parent interviews
and the children's interviews was as follows: one(1l) nother
and father, both present at the parent interview of their
one (1) dyslexic child attending the Frederick Reading
Center, Inc., were interviewed together; one (1) father of
one (1) dyslexic child was interviewed; five (5) nothers,
each nother with a dyslexic child and one (1) grandnother
with one (1) granddaughter wi th dyslexia were interviewed;
one (1) nother with two (2) children with dysl exia was
interviewed. Neither parent of one (1) of the children
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interviewed was unable to schedule a parent interview with
t he researcher; however, the child was interviewed in this

case (See Appendix C for the Parent Interview protocol).

Tabl e 4-3

Br eakdown of Parent Interviews

Person | ntervi enwed Nunber of Adults

| nt er vi ewed

Fat her Only 1
Mot her Only 6
G andnot her Only 1
Fat her and Mot her Interviewed Toget her 1
Parent or Grandparent not interviewed 1

N=9 interviews conducted
I ndi vidual Famly Case Stories
The information fromthe Parents' Interviews provided a
very rich data source through which the individual Famly
Case Stories could be constructed. These individual famly
case stories proved to be the centerpiece of the study
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findings. The individual famly case stories are reported in
the foll om ng exanpl es.
Jinms Story:

Ten-year-old Jimattends a | ocal elenmentary school to
whi ch he has been assi gned because of that school's
proximty to the suburban devel opnment in which he and his
parents live. Jimlives with his nother and father. He has
an 8-year-old sister who lives wwth himand his parents in
t heir honme and an ol der sister and an ol der brother who do
not currently live in the hone.

The ol der brother also had difficulty learning to
read, but the older sister did not have any difficulty with
any academ c subjects in school. The younger sister has not
yet had any difficulty learning to read.

Jimgoes to the Frederick Reading Center, Inc. once a
week for tutoring. During the parents' interview, where
both parents were present, the nother did nost of the
tal king. There were no difficulties noted in Jimby his
parents until he was three or four years of age and his
not her was starting to work wwth himon |earning the
al phabet. Despite the nmany strategies enployed by the
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not her, she was unable to successfully get Jimto learn to
recogni ze all twenty six letters of the al phabet by the tine
he was ready to start kindergarten. Jimis difficulty with

| etter nam ng persisted throughout his kindergarten year.
Hi s ki ndergarten teacher suggested that Ji mhave educati onal
testing done at the school to see if he had a | earning
disability. Jims parents requested that the school provide
that testing at the end of the first termof his first grade
year. By the end of Decenber, and as a result of this
testing, Jimhad been identified as having a | earning
disability in the areas of reading, math, and witten

| anguage.

Jimreceived services fromthe special education
teacher in a pullout program A pullout programinvol ves
removing children fromtheir regul ar educational classroom
and instructing themin a separate |location. Jinls academc
skills inproved slightly with the intense help he received.
H s parents were frustrated with his progress, but were
willing to support the system Jims parents noted that
grades 2 and 3 were difficult years for him Hi s reading,
witing and math skills | agged behind his peers. Further,

51



his parents noted that the comruni cati on between them and
Jims teacher was not consistent or clear, his daily

assi gnnents went unconpl eted, and his grades fluctuated. The
parents said both the second grade and the third grade
teachers were "not helpful” to themin either suggesting
activities to do at honme or in suggesting places to gather
information or help. It was during this tine that the
parents formed a Cub Scout group in which their son Jimwas
a nmenber.

In third grade, Jims parents signed himup to play
football. Jims father was especially interested in
devel oping his son's athletic and communi cation skills. The
parents proudly showed Jims trophy collection to the
researcher and noted that Ji mhad been nanmed a team captain
(by popul ar vote of the football team because of his
ability to "get along with his teammates."

Jims present fourth grade teacher was called "hel pful”
by both parents. They felt this year's teacher "understood"
Jimand, although he was still being pulled out for special
services to assist his reading, witing, and math skills,
both parents felt that the teacher made daily accommodati ons
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for him(e.g., extratinme to wite down assignnents, use of
mani pul ati ves to conplete math conputations). At the tinme of
the interview, Jims parents had just received a letter from
t he school saying that he was unable to wite the answers to
basi ¢ addition, subtraction, and nultiplication and division
facts. The father stated in an angry manner (as he showed
the letter to the researcher) that they (the school) had
sent the letter because "our son was ruining their curve."
(Jims school had been chosen as a "Bl ue Ri bbon" school two
years earlier. A Blue R bbon school is a school that has
been identified as a high perform ng school by the Maryl and
Depart ment of Education.)

Penny's Story:

Ei ght -year-old Penny lives with her nom and dad and
receives tutoring at the Frederick Reading Center, Inc. one
day per week. She has two ol der siblings, a brother age 19
and a sister age 17, who also live in the hone. Neither
parent was able to schedule an interview, but the child
hersel f was interviewed. Additional details of Penny's story
pertinent to the present research enmerged through Penny's
interview, and her self-reflection journal, and the self-
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reflection journal kept by Penny's parents.
M ke's Story:

Ten-year-old Mke lives at honme with his nom dad, and
a younger sister. Mke's nother described himas a "great
baby." However, during his preschool years Mke was al ways
struggling to stay at "grade |l evel" and experienced
difficulty wwth activities the other children were asked to
do at the preschool. H's nother noted that M ke sonetines
had trouble staying on task. He repeated first grade.
M ke's nother felt that with the tutoring that he received
in 1997, he was able to "maintain" and keep up with his
peers. She noted that his progress in 1997 was "good". His
progress this year (1998) was reflected at the tine of his
first report card as A's and B s with one Cin Language Arts
(Readi ng and Witing).

M ke's not her indicated that there were not nmany
children who lived in their nei ghborhood. However, M ke was
now attendi ng Boy Scout neetings and enjoyed pl ayi ng soccer

in the Youth League.
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Billy's Story:

Billy, (age 10) is an only child who lives with his
not her and father. H s difficulty began in third grade. H's
father indicated that at that tine Billy had trouble
"settling down" and doing "readi ng and homework". Hi's father
al so said that Billy had trouble organizing his work and
st udyi ng.

During first and second grade, Billy attended a
Christian school which the father described as "fantastic".
Billy was transferred to a public elenmentary school after
his father's conpany was downsi zed and his father's job
transferred out of the state. The father enrolled his son in
the el enmentary school that the father had attended as a
child.

Billy's father indicated that in fourth grade Billy had
difficulty wwth problemsolving (i.e., reading a given math
word problemand follow ng the steps to solve the probl em
correctly). The father said that in fourth grade Billy had
been noved to the "slow group”; however, at the end of that
year he had been noved to the "higher" group. In fifth
grade, Billy's difficulty was in the area of witten
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communi cation. The father nentioned that Billy had
difficulty organizing his thoughts and witing them down

i ke "they" (the teachers) wanted them The father indicated
that he felt that Billy really didn't have any difficulty,
and that he just brought himto The Frederick Readi ng
Center, Inc. for help in study skills and writing.

Billy's outside activities include playing the druns in
the band and taking drumlessons. Billy's father said that
he did not want his son to be "average" and that he (the
father) tries to connect Billy's "learning process" with
sports. (The father did not el aborate further on these
coments, although asked to by the researcher.)

Nat han's Story:

Ei ght-year-old Nathan is one of three children
currently living at home with his nother and father. He has
one ol der brother (age 11) and one younger brother (age 4).

The parents indicated that Nathan had attended a snal
private school since first grade. According to his nother,
Nat han was receiving speech therapy in October of 1996 as a
first grader. He also had a readi ng specialist working with
himat that tinme. According to the nother, the reading
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specialist did not want to "push”" Nathan to read words
because he coul d not phonetically produce sounds due to the
difficulty wwth his speech acquisition. However, the nother
i ndi cated that the speech pathol ogi st did have Nat han read
during the speech sessions.

Nat han's nother stated that one of the things that had
contributed to her child' s difficulty was nmassive ear
infection as a toddl er and preschool er. She indicated that
Nat han had been on year-round nedi cati on and that she and
her husband were unsuccessful in getting their pediatrician
at the time to put tubes in Nathan's ears or to renove his
tonsils. The parents subsequently took Nathan to a new
pedi atrician and requested that this physician schedul e the
renoval of Nathan's adenoids. After Nathan's adenoi ds had
been renoved, the new pediatrician described this child's
difficulty as part speech problem and part all ergies.

Nat han's not her indicated that Nathan's kindergarten
teacher noticed that he was a "different child". He tended
to pick things up quickly, but he had to "overwork"” when it
cane to |l earning al phabet letters and their correspondi ng
sounds. Nathan's nother also stated that in first grade he

57



coul d not "phonetically spell."

Nat han was descri bed by his nother as being "good
natured", fun loving, and really smart. She also said that
it takes hima long tine to read sonething. She is surprised
that he reads aloud as poorly as he does and
at the same tine, does well with his readi ng conprehension.
Nat han's nother said that he had "an easier road to tow'
(quote) because he had learned a ot fromhis brothers.
Any's Story:

Seven year old Any lives with her nom and
step dad, three brothers and two sisters. Her grandnother,
who |ives two houses away, brings several of the
grandchildren for tutoring and oversees the children's
schooling. The nother is a private duty nurse's aide and is
on call and naintains an unusual work schedule. The two
younger brothers (grade 1 and Ki ndergarten) cone for
tutoring wth Any, but the sisters (who are older) do not
COone.

The grandnot her indicated that she noticed Any's
difficulty in the first nonth of first grade. Specifically,
she noticed that her granddaughter was not doi ng anything.
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According to the grandnother, Any was not able to recognize
al phabet letters. The grandnother indicated that she had
talked wth the nother and wanted to get help for her

gr anddaught er but was not able to get help fromthe school

t hat her granddaughter attended. The grandnother said that
she was still interested in getting help, but did not know
how to get the school to respond to her requests. She said,
"As long as you don't naeke trouble, they tend to ignore
you." The grandnother indicated that the teachers and school
adm ni strators woul d not speak with her about Any's probl ens
because she was not the child' s parent. She said that the
school would only speak with her if the nother was present
at any neeting. She credits the Frederick Reading Center's
director with hel ping her (the grandnother) pass al ong
information to the child' s nother about how to access
services fromthe school

Jame's Story:

Jam e (age 10) lives with his nomand hal f-sister. The
father has not been present in the hone for sone tine. Jame
is currently functioning a year below his grade |evel.

Jam e's nom has been very unhappy with her child's
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schooling since first grade. She stated that she was called
two weeks before the end of Jame's first grade year and was
told by his teacher that her son should be held back in
first grade. She refused to agree with this. She feels that
t he school has been w thhol ding information from her since
her son's first grade experience.

Jam e's nomsaid that the school knew he was readi ng on
a first grade level at the end of first grade. However, the
nmot her indicated that when her son was given reading
assi gnnents, she saw no problens. She indicated that he did
not have any witing assignnents in first grade. She stated
that her son was a "graphic" dysl exic because he had
difficulty in reading and spelling. H's nother felt that if
t he school had tested Jam e nore than once, he would be on-
grade at the fourth grade level at this tine.

Jam e's nother said that she was never told what her
son was doing in school and was never given things to do at
home with him She said that she was not told about his
difficulty in spelling until the end of third grade. She
indicated that until the Novenber parent conference of this
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year (fourth grade); she was not told about his problens in
mat h.

Jam e's nother stated that her son's nobst successfu
year was in kindergarten. Although he was one of 23 children
in the kindergarten class, she indicated that the teacher
managed to "make hi mwork."

Hi s not her remenbers first grade as a year of behavior
problens for Jame. She said that at the parent conferences,
only behavi or problens were discussed, and that she was
never told about Jam e's | earning problens. She indicated
that the teacher said Jame refused to do assignnents. The
school wanted to hold himback in first grade for behavior
pr obl ens.

Since Jam e was entering second grade reading at the
| ast half of the first grade |evel, the nother requested
testing by the school. At this tinme she al so requested
counseling. The nother then termnated the testing at the
school |evel and had Jam e tested at Brookl ane Hospital (a
mental health care facility) for ADD/ ADHD (Attention Deficit
Di sorder/ Attention Deficit Hyperactive D sorder) and for
educational disabilities. Her son was prescribed nedication
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as aresult of the testing for ADD ADHD.

The nother indicated that she requested assistance from
the school during Jam e's second grade year, but none of her
requests were acknow edged. She said that the second grade
teacher's class was unstructured and that the teacher never
tried to help her son, although the nother nmade nunerous
calls to this teacher

By the tine that Jame was in the third grade, the
nmot her indicated that she still was requesting hel p and
call ed the Board of Education to voice a formal conplaint.
She said that the assistance offered by the school could not
make up for three |lost years. The nother indicated that she
was angry, furious, and “fit-to-be-tied.” She called
Jame's third grade year "a horror story." She also rel ated
that in second and third grade Jam e | ost his recess
privileges and stood agai nst the wall 95% of the school
year. She felt that the school took away any chance for
Jame to inprove in his social skills. Jame's nomindicated
that he only has one friend and that he is picked on by the
ot her children. She says that it is now school policy that
her son does not |ose his recess. However, she indicated
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that a 504 plan is nowin effect for her son. A 504 plan
refers to Section 504 which is part of the Rehabilitation
Act of 1973 that prohibits discrimnation based upon
disability. Section 504 is an anti-discrimnation, civil
rights statue that requires the needs of students with
disabilities to be net as adequately as the needs of the
non-di sabl ed are net.

Jame's 504 plan allows himto do his honmework on a
conput er because of his poor "penmanship" (spelling and
witing skills) and to do his witten work at school on an
Al phaSmart conputer. An Al phSmart conputer is a sinple,

i ghtwei ght, rugged portable and virtually indestructible
kid proof |ow cost conputer that allows children to enter
and edit text. Also, Jame's nother said that nothing cones
home that needs instructions. (This nmeans that any school
work or work that was to be done at hone was to be able to
be conpl eted i ndependently by Jam e with 90-100% accuracy.)

The nother said that they live in an isolated area and
that she has to drive to the nearest nei ghbor. She
said that Jame is now participating in a Boy Scout group
| ed by one of the parents that she has net at the Frederick
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Readi ng Center, Inc. In summary, Jame's nomfeels that the
school systemis "playing ganes" with her and that none of
her requests have been net.

Steve's Story:

Seven-year-old Steve is the older of two children who
live at hone with Mom and Dad. Steve's younger brother (6
years ol d) was diagnosed with autism at the age of two.

The nother indicated that Steve spent his pre-school
years attending a | ocal Mntessori school. He had attended
t he Montessori school in the afternoon because she worked.
She stated that the school covered the "academc stuff"” in
the norning, and the famly was basically using the
afternoon tinme in the school as childcare. She stated that
her son was m ssing the academ c instruction by having him
attend school only in the afternoon.

Steve was enrolled in his |ocal pubic elenentary school
in kindergarten. He nmade many friends, but he had sone
social difficulties in the after-school program overseen by
t he | ocal YMCA

When Steve entered first grade, he was put into a "very
fast noving" group and he had a hard tinme adjusting to the
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pace of the group and to the anmpunt of reading required.

Steve's nother said that he had been expected to read a
60 page first grade book in one night. She also said that
Steve woul d spend an hour and a half every school night
doi ng his honmework for first grade.

Steve's first grade teacher told the nother that she
suspected that Steve m ght have a learning disability
(dyslexia), and the parents agreed to testing. (Steve's nmom
al so had hi mindependently tested.)

St eve has been going to the Frederick Reading Center,
Inc. for tutoring once a week. However, at the tinme of the
interview, Steve's nother said that she had di scontinued the
tutoring because Steve had continued to nmake progress in
school and had caught up with his peers. She felt that he
had adjusted to the demands of school and was progressing
well. She also indicated that she had recently becone a
parent volunteer in her son's classroom and that Steve
| ooked forward to the days that she canme to volunteer. In
her capacity as a parent volunteer, Steve's nmomworks with
smal | groups of children, either listening to themread or
hel ping themwi th their spelling or witing (whichever the
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teacher requests her to do on that day.) She stated,
"whenever |'mnot there, sonething happens.” Steve's nom
said he now likes to play basketball and to attend the
af ter-school YMCA program held at his school

Kimrs Story:

Kinm (age 10) lives at home with Mom and Dad and one of
her brothers (age 12). Her two ol der brothers do not
currently live at hone.

The nother indicated that Kimms difficulty began
during first grade, but educational testing was not
conducted by the school until the end of first grade. The
nmot her noticed that as her daughter was readi ng the books
used in the first grade. Kinm nenorized the books, but was
unabl e to read the words when they were presented in
i sol ation. The nother also reported that Kimm was unable to
conplete any witten work because the way that Ki mm forned
her al phabet |etters nmade her unable to keep up and conpl ete
her witten work. She could however, use a pencil and doodl e
on paper. Kimms nother said that Kimnmdid not qualify for
t he Al phaphonics program (a programoffered in the Frederick
County, Maryland School systemto children who are
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identified as having dysl exi a) because she was al ways too
old. (In other words, if her daughter was in second grade,
the only Al phaphonics group avail able was in first grade.)

Kinmis nom said she kept pushing and kept thinking that
t he next year, things would work out. However, her daughter
was in fourth grade and was still printing, but not |egibly.
Everything in the fourth grade classroom however, was
conpleted in cursive witing, not printing.

The nother indicated that Kimm s progress this year
(fifth grade) has been "fair." She stated that the teacher
seened to understand her daughter's special needs and was
willing to help inplement her special accommodations in the
classroomthis year. However, the nother is not content that
Kimmis still unable to wite in cursive, and objects to the
handw i ting papers sent honme for Kimmto conpl ete on her
own. She feels that the school should teach her daughter to
wite in cursive. The nom states that every year for her
daught er has been different.

Tims Story:

Tim(age 9 and 1/2) lives at home with his Mom and Dad,

a 17-year-old sister and two brothers, (ages 3 and 6 and
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1/2). An older sister who is 21 is living away fromthe
famly in her own apartnent.

The nother reported that Tims difficulties began at
the end of first grade. The school recomrended that he enter
t he dysl exia programthat was being offered at the school in
Grade 2. The nother reported that there was nothing on the
report card and nothing at the parent conferences to
indicate that Timwas behind in the area of reading. She
said that Tim s behavior was a problem that he was bored,
and that the teacher did not know how to teach him

Al t hough Ti mreceived Al phaphonics instruction at his
school in Grade 2, the nother reported that she received no
cooperation fromthe school. At that time, she inforned the
school that Timwas working with a tutor. The nother said
that Tims second grade teacher had been given six "bad"
kids (Timwas one of them and that she put themin the back
of the room The nother further stated that the six "bad"
kids could earn rewards to get to go up front and that Tim
wanted to earn the rewards to get up front. The nother said
that she felt Timlearned nore in one hour of tutoring at
the Frederick Reading Center, Inc. than in school.
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The nother indicated that third grade was a little
better for Tim She had wanted to neet his teachers before
t he school year began. However, the school was not able to
provide the nother or Timw th an opportunity to neet with
the third grade teachers. Momreported that two of Tims
three teachers during that year worked with her, but she had
to keep tabs on himand "was practically at the school every
day. "

In fourth grade, Momwas having difficulty establishing
communi cation with Tim s teachers. She stated that the
Al phaphoni cs program (in which Timhad continuously
participated since grade 2) was a wonderful program but she
wanted Timto have the Al phaphonics instruction as soon as
he came to school, instead of when it was offered in 4th
grade, which was from2:30 to 3:15 p. m

Mom requested and receives daily reports fromTins
Al phaphoni cs teacher and a daily parent letter as to whether
Timhad a Good Day' or a Bad day'. Momstated that Tim has
troubl e keeping on task because he is bored with school. She
stated that Timhas a high 1.Q but is not eligible for any
speci al services other than Al phaphonics.
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The nother stated that her son has been diagnosed with
ADHD (Attention Deficit Hyperactive D sorder), but she does
not believe in nedication. She stated that a chiropractor
has helped Timw th his ADHD t hrough a series of treatnents.
She said she would use herbs first (before nedication) to
address the ADHD.

Jeff's Story:

Jeff, Tims younger brother, is 6 and 1/2 years old and
in the first grade. The nother reported that when Jeff was a
toddl er, he fell down the basenment stairs and fractured his
skul | . Al though asked by the researcher in the interview,
she did not elaborate on any treatnent that Jeff received as
aresult of the fall.

Jeff's nom stated that she had wanted to hol d hi m back
so that he could repeat his kindergarten year. She
al so hired a tutor during his kindergarten year because he
coul d not recogni ze and renenber the letters of the
al phabet. She went on to state that she felt that Jeff's
short-term nenory had been affected because of the accident.
(The not her stated that she had received the information
about short-termnenory loss as the result of a fractured
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skull from her sister who was taking a psychol ogy course at
a local community college.)

Jeff's nother said that his first grade year could have
been better. She said that Jeff does not qualify for any
Speci al Education services provided by the school, but that
he received services with the Readi ng Specialist who
rei nforces what happens in the classroom The nother stated
that school seens to be the least thing that Jeff is
bot her ed about.

Addi tional Data Sources:
The Parents’ Self Reflection Journals and
the Children’s Self Reflection Journals

In addition to detailing their famly stories in the
Parents' Interviews, the parents utilized the Parents' Self
Refl ection Journals to describe many of the concerns that
t hey had about raising a child wth dyslexia. (See Appendi x
J for the raw data fromthe Parents' Self Reflection
Journal s.)

The Children's Self Reflection journals (See Appendi x
L) provided sone additional information about the daily
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chal l enges they faced living with dyslexia. A content
anal ysis of all of the study instrunents (Parents
Interviews and Parents' Self-Reflection Journals, Children's
Interviews and Children's Reflection Journals) reveal ed sone
conmon t henes.
The Parents Speak:
Chal | enges at School and at Hone

In the present study, the parents recounted their
experiences and feelings about raising a child with the
identified disorder of dyslexia. The two major instrunents
used to gather this data fromthe parents were the Parent
Interviews and the Parent Reflection Journals. The
interview proved to be the nore successful of these two
formats in gathering information fromthe parents. (See
Appendi x C for the raw data fromthe Parent's Interviews and
Appendi x J for the raw data fromthe Parent's Self-
Ref l ection Journals,) upon which the content analysis is
based.

During the Parent Interviews, and to a | esser extent in
the Parent Reflection Journal, the Parents spoke about their
frustrations in coping daily with children with the

72



identified disorder of dyslexia. Comon ground was
di scovered anong all the parents as they spoke about their
and their children's daily |ife experience.
Thene 1: School Difficulties

School difficulties was the nost frequently nmentioned
i ssue by the parents as they related their famly stories to
the researcher in the Parents' Interview Another research
instrunment, the parent self-report reflection journals also
provi ded strong confirmatory evidence of this thene. The ten
parents interviewed repeatedly reported the struggles of
their children to grasp the academ c content being taught in
t he school and also their child' s difficulties with soci al
i ssues such as follow ng school rules and making friends.
The fam |y nenbers interviewed recounted nany exanpl es of
daily and yearly educational struggles of the child.
Al t hough every story related to the researcher by the famly
menber was equally poignant, Jim Jame, and Kimis nothers
in particular gave a brief year-by-year summary of their
struggle to acquire both academ c skills and social (peer-

group) accept ance.
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Thi s | ongitudinal overview hel ped to highlight another
common thene in the study findings that: the type of school
difficulty experienced varied with the child' s year in
school. Jims nom for exanple, stated that even with
intense help, Jims academc skills inproved only slightly
when he was in first grade, and in second and third grade
Jimwas still not catching up with his academ c skills.
Kimm s not her al so expressed a simlar experience for her
daughter. Al though Kimm had struggl ed academ cally since
first grade, her nother kept pushing and kept thinking that
in the next school year, things would work out.

Li kewi se, the tinmefrane that the parents identified as
bei ng the begi nning of the school difficulties for their
child was very simlar, according to nost of the parents. In
six of the ten famlies, the parents specifically said that
their child s difficulty began in first grade. This finding
is not surprising, since the inportance of recognizing
al phabet letters and associating their correspondi ng sounds
in Gade 1 coincides with the introduction of an increasing
enphasis on the printed and witten word. It would make
sense then that children who are identified wth dyslexia
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woul d begin to experience difficulty at this particul ar age.

However, al phabet recognition, sound-synbol association
and begi nning word recognition can also be a part of Pre-
Ki ndergarten and Ki ndergarten instruction. One of the
parents interviewed stated that their child began having
difficulty in the child s pre-school years, stating that
t hey noticed between the ages of 3 and 4 that their child
had difficulty | earning the al phabet.

Two of the famlies interviewed stated that their
child s difficulty with acquiring al phabet letter
recogni tion and correspondi ng sounds began during the
child' s Kindergarten year. One of these two parents
i ndi cated, the kindergarten teacher noticed that he [her
son] was a different child. He tended to pick things up
qui ckly, but he had to overwork when it came to |earning
al phabet letters and their correspondi ng sounds.

Only one parent interviewed felt that their child did
not have any academic difficulties until grade 3.
Thene 2: Chal | enges Experienced by the Parents Rel ated to
their Child's Dfficulties in School

A comon reaction reported by the parents of the

75



children with dyslexia was the parent's own difficulty and
frustration with the school. Jims nomnoted that during his
second and third grade school year clear and consi stent
comuni cation was difficult for her to establish with his
teachers. Tims nother indicated that she "was practically
at the school every day" because she felt she had to "keep
tabs" on her son. Jamie's nother also indicated that she was
"angry, furious and fit-to be-tied" because she felt that
assi stance fromthe school could not nmake up for her son's
"three |l ost years." She felt that the school had been
wi t hhol di ng i nformation fromher since Jam e had been in
first grade. (At the tine of this study Jame was in Fourth
Grade.) Jame's nomal so said that she was never told what
her son was doing in school and was never given things to do
at home with him

Q her but |ess comonly, expressed enotions by the
parents coul d be | abel ed deni al and bar gai ni ng/ hope.
Regardi ng denial, one father stated during the parent
interview that "he felt [his] child really didn't have any
difficulty" and that he "just brought him (to the Frederick
Readi ng Center, Inc.) for help in study skills and witing."
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Tim s nother said that her son's "behavior was a probl em
because he was bored and that teacher did not know how to
teach him"

Regardi ng the enotion of bargai ni ng/ hope, Kimis
not her expressed an exanpl e of these enotions when she
stated that "she [the nother] kept pushing and kept thinking
that the next year, things would work out.” All of these
vari ous exanples of denial, frustration, and bargai ni ng/ hope
were stated by the parents in relation to the child' s (and
therefore the famlies') struggle in the child' s schoo
career. Moreover, the present study found that these
struggl es both academ cally and socially, continually began
anew. Each year, each nonth, each week, and each day, many
of the parents and children thought and silently hoped that
things would be different. But nost of the tinme, they were
not .
Thene 3: Teacher Hel pful ness

Kimm s nother's response is typical of this cyclic
pattern. For exanple, Kimms nother told the researcher in
an exasperated tone of voice, "Unfortunately every year is
different! W have had a great teacher who is willing to do
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and try anything/everything for her. W had [anot her]
teacher who |l et her slide whenever anything was too tough
for her, which really inpaired her progress that year."
This cyclic pattern (always "starting over" at the

start of each new school year) can be |inked to another
maj or thene that energed fromthe famly stories: the
parents' perception of how hel pful or not hel pful various
teachers had been to their child. Teacher hel pful ness was
identified by the parents as a broad, overriding category
whi ch showed a breakout into three recurrent sub-thenes: (a)
Parental perception of adequate communi cati on between the
teacher and parent; (b) Parental perception of teacher
accommodations for the child; and, (c) Parental perception
of direct additional assistance given to child and to the
parents. That is, the parents felt that teachers were

hel pful if 1) the conmmuni cati on between the parent and the
teacher was clear, or if 2) the teacher was able to make
accommodations to assist the child wth his/her |earning, or
if 3) the teacher was able to assist the parent with clear
and under st andabl e ways in which the parents could help
their child with learning. O these three sub-thenes, the
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di mensi on of communi cation appeared to be of the greatest
i nportance to the parents in assessing teacher hel pful ness,
with the other two sub-thenes closely linked to it.

Sone specific exanples of parental perceptions of the
t heme of teacher hel pful ness energed fromthe parent
interviews concerning Jim Kinmm and Jame. For exanple,
Jims fourth grade teacher was call ed hel pful by both of
Jims parents. They felt that the teacher understood Ji m and
that the teacher nade daily acconmodati ons for Jim by
allowng himextra tine to wite down assignnments and
allowng himto use mani pul ati ves to do math conputati ons.
Kinmis nother stated that Kimmis teacher seened to
under st and her daughter's special needs and was willing to
hel p i npl ement her child' s special accommpbdati ons. Jame's
nmot her stated that her son's nost successful year was his
ki ndergarten year because the teacher managed to nmake him
wor k. After many neetings with the school and his teachers
Jame's nother said that in Gade 4 he (Jame) could now do
his witten work at school on an Al phasmart conputer because
of his difficulty with handwiting, spelling and witing
skills. This accomobdati on was witten onto Jam e's school
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504 plan. The content analysis of the study findings
simlarly uncovered a teacher non-hel pful ness di nensi on.
The teacher non-hel pful ness thenme evidenced itself in
categories of parental responses, which focused upon
resources that were not perceived to be avail able. Like

t eacher hel pful ness, the thene of teacher non-hel pful ness
can al so be categorized into three sub-thenmes: (a) Parental
perception of a |ack of comruni cati on and/ or cooperation
bet ween the school and the hone; (b) Parental perception of
a lack of specific information about the child' s |earning
difficulty fromthe child s teacher; and (c) Parental
perception of a |lack of resources or assistance to the child
or parent fromthe school and/or teacher.

As in the case of teacher hel pful ness within the thene
of teacher non-hel pful ness, the elenment of difficulty in
communi cati on between the parent, child, teacher and school
was identified as the parents' main concern. For exanpl e,
Jims parents felt that the comruni cati on between them and
Jims teachers in Gades 2 and 3 "was not consistent or
clear, and daily assignnents went unconpleted while his
grades fluctuated."” Any's grandnother stated, "as |ong as

you don't make trouble, they [the school] tend to ignore



you." Jam e's nother said that she was never told what her
son was doing in school and was never given things to do at
home. (She also said that she repeatedly requested

assi stance fromthe school, but that none of her requests
were acknow edged.) Tim s nother reported "there was nothing
on the report card and nothing at the parent conferences to
indicate that her son Timwas behind in the area of

readi ng." Again, as in the teacher hel pful ness di nensi on,
t he subt hene of communication is dom nant and serves as a
link to the other two subt henes here (perceptions of |ack of
informati on and perceptions of |ack of assistance) in
identifying teacher non-hel pful ness.

The Chil dren Speak:

Chal | enges at School and at Hone
The two major instrunents in the present study from

which the children with dyslexia articulated their
experiences and feelings about their dyslexia were the
Children's Interviews and the Children's Self-Reflection
Journals. The interview proved to be the nore successful of
these two formats in eliciting this kind of information from

the children. (This was probably the case because the

81



Children's Interviews were personal, face-to-face encounters
(with opportunities for probes by the researcher), and al so
because the Children's Sel f-Reflection Journal s-even in
audi ot ape format- may have been difficult for the children
to use, given the nature of their dyslexia. (See Appendi x H
for the raw data fromthe Children's Interviews and Appendi x
L for the raw data fromthe Children's Self-Reflection

Jour nal s, upon which the follow ng content analysis is
based.)

In their interviews, and to a | esser extent in their
journals, the children often spoke about their daily life
experiences with dyslexia. Attending school and the tasks
within the school day (academ c tasks |ike reading and
writing, and al so social tasks) were all-inportant parts of
the individual children's daily |ife experiences. As all of
the children in the present study spoke in this way about
their daily life experiences wth dyslexia, three conmon
t hemes energed.

Thene 1: Enotional Consequences of Dyslexia to the Child

The nost frequently expressed thenme that enmerged from
the children interviewed was the thene of nervousness and
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anxi ety. The next two thenes expressed in frequency by the
children were the thenes of anger and of faking it
(pretending to know when the child felt they really did not
know) .

VWhen the children were asked during their interview
"How does having difficulty when you read affect you?" the
children responded by telling about their feelings when they
were readi ng and acconmodating for their dyslexia at the
sane tinme. Timand Nathan both admtted that they were
"nervous" when they were reading. Kinmsaid that when
readi ng she often "lost her place.” (This could be a child's
way of saying that she was nervous when she read.) Any
admtted to feeling "woozy like |I just feel like I'm
frozen." Three of the children (Jeff, Billy and Nat han)
admtted to feeling "mad." Nathan's said that when he reads
his "Dad tells nme to | eave the anger out." Penny's response
to the question of having difficulty when readi ng, spoke of
"faking it" when she read. Penny said, "I read it. | hope |
knowit. |I follow along."
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Thene 2: Enotional Consequences of the Child's
Dyslexia to the Fam |y

Fromthe child s perspective, the thene of the
consequences to their famlies of their dyslexia was
present, but difficult to bring to the surface.

During the children's interviews there also appeared to
this interviewer either an inability or reluctance on the
part of the children to articulate the enotional toll that
dysl exia was having on themas well as their famlies.

Nat han said that his difficulty wwth reading, "affects Dad
really bad." "He wants nme to be smarter." Any reported that
her parents get "frustrated" and say to Any "Man, sonebody
better help ne."

Thenme 3: School Difficulties for the Children

The children thensel ves freely spoke however of
difficulties in academ c school subjects such as Spelling,
Readi ng and Math, reinforcing the school difficulties thenme
that the parents had identified in their interviews. Wile
the children often identified difficulties in a particul ar
subject, they were also likely to state that their dyslexia
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spilled over to affect their mastery of nultiple subject
ar eas.

Jimfor exanple, identified Spelling as a difficult
subj ect for himbecause "it was hard to know the letters."
Nat han said that Reading was a difficult subject for him
because "it's hard to understand the words because of al
the different shapes and sounds." Any was a child whose
difficulty wwth reading foll owed her through three academ c
subj ects (Reading, Spelling and Math). She sinply stated
that she had "to work hard" in the three subjects she
menti oned. Steve saw his difficulty in reading affecting his
Math. He felt he struggled through Math "because sonetines
we have to do conplicated things like read the story [math
word problem and you have to do something with it [such as
conpr ehendi ng what the problemis asking and then witing a
response]. Jeff, the First grade nenber of this research
popul ation, said that he had difficulty with readi ng what he
described as the First grade "hard books" and "counting."

Fifth grader Kimmfelt her dyslexia was interfering
with her ability to renmenber the steps needed to conplete a
di vision problem Yet, on a positive note, Kinm nentioned
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that her difficulty with reading was assisted in her
Language Arts (Reading, Spelling, and Witing) classes
because she was able to "work in smaller groups and work
wi th the Special Education teacher four tinmes a week."
Life Strategies for Dealing with Dyslexia:
Two Vi ewpoi nts

A final overall thematic area that can be gl eaned from
the study findings has to do wth what can be ternmed life
strategies. Parenting children creates a continuous array of
conpeting realities. At tinmes there are no easy answers, no
predi ctable formulas to follow, and no one right answer. The
conpensatory strategies (or |ack of conpensatory strategies)
that children and famlies develop in order to |learn how to
live with dyslexia is one of those realities. In the present
study, both the parents and the children were asked about
their strategies for living with dyslexia. Many of these
life strategies energed in the context of the personal
i ntervi ews.

Life Strategies fromthe Parents

Parents (and other famly nenbers) devel op many

different ways of living with children wth dyslexia and who

86



are having difficulty because of this. The particul ar
strategies that the children and famlies devel op are al so
as varied as the individual children and famlies

t hensel ves.

In the present study, the strategies enployed by the
parents to accommbdate a child with dyslexia appeared to be
framed around three |ife strategy pathways. These three
pat hways were (1) encouraging their child' s natural
abilities and talents, (2) finding social outlets for their
child and (3) advocating for their children at school.

The first life strategy pathway was the parent’s
perception and encouragenent of the dyslexic child s natural
talent in a particular area such as athletics or nusic.
Jims father, for exanple, signed himup for football in
third grade to nurture his son's athletic ability. Billy's
dad encouraged his son to take up a nusical instrunment
(drum and paid for drumlessons for Billy. Mke's nother
signed Mke up to play soccer in the Youth League while
Steve's nother signed himup for basketball.

In a second |life strategy pathway, the parents took an
active role in formng and | eadi ng social groups (e.g., Cub
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Scouts) or other activities in which their child could
participate. For instance, Jam e nother as well as Mke's
not her felt the social isolation of living in neighborhoods
wi t hout many children. Both nothers had their sons
participate in nei ghborhood Boy Scout neetings to further
their |l agging social skills. These parents all wanted to
find a place where their child could participate in a
positive setting.

The third |ife strategy pathway tried in this study was
that of direct advocacy for the child with dyslexia. By far
t he nost vocal advocates in this study were the nothers of
Jim Jame and Kinm Sonetines the responsibility for being
an advocate for the child however fell to a grandparent. |In
this study, Amy's grandnother tried to advocate at the | ocal
school level for her granddaughter but was, in the
grandnot her's words, "ignored" because she was not the
child s biological parent.

Sone additional |ife strategies related to the three
maj or approaches identified above were also witten in the
Parent Reflection Journal. These included advice and
suggestions from for exanple, Penny's nother to other
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parents to "have a child tested early and get hel p. Never
give up." Any's grandnot her suggested that parents "work
with your kids" and to “encourage the grandparents to read
with them" However Steve's nother suggested, "this too wl|
pass. Don't be concerned about what you think other people
t hi nk about you. No one else is going to be an advocate for
your child.” Finally, Kinms nother suggested that parents
"be patient, but persistent. Get all the help you can as
early as you can! Don't give up; be forceful if necessary."
Life Strategies fromthe Children

In the present study, the life strategies that the
dyslexic children often used to cope wth their dyslexia
mat ched their perception of how they thenselves felt they
| ear ned best.

Ki mm whose stated |earning preference was "to hear
it," used a tape recorder to tape the teacher's | essons and
instructions so that she could play back the teacher's
| esson or instructions for clarification. Two other auditory
| earners, Timand Steve, felt that both a life strategy and
a classroom survival skill that worked for themwas to read
printed information out | oud and then repeat (sub-vocali ze)
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the information or directions to thensel ves whenever they
felt there was a need.

O her children identified a | earning nodel, which
i ncl uded the simultaneous use of multiple | earning
preferences. That is, their life strategy was to "see, hear
and do" at the sane tine. For exanple, Billy's |life strategy
(used both inside and outside the classroomwas to di scuss
information by talking it over with friends. Billy also
used a visual learning strategy, which was to "think in ny
m nd and see and draw pictures". Finally, the use of
technol ogy (either with audi otape or with conputers) was
al so nentioned by the children as a |life strategy for |iving
and coping wth dysl exi a.

Sonme of the children interviewed al so nmentioned
specific "organi zational strategies" that were especially
hel pful to them such as "lining up all ny books in ny book
bag" and having "a different col or notebook for different
subj ects. "

Thus, while their life strategies were predom nately
cl assroom survival skills (since nost of their waking hours
were spent in classroons) the children al so used sone of the
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sane strategies in their |ife outside of school. For these
children with dyslexia, |learning strategies thus becane life
strategies. They represented a neans for survival both

i nsi de and outside the classroom environment.
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Chapter 5
Concl usi ons

This chapter contains a discussion of the study
findings. It also explains sonme of the inplications of the
study, and gives recommendations for future research.

I nt roduction

The concerns voiced by the parents and the children in
the present study relate to the work of Kubl er-Ross (1969),
Harwel | (2001) and Gsman (1982). Here we can nake several
points of conparison in the situations of famly with
children with dyslexia and famlies with children having
ot her speci al needs.

Fam |y Dynam cs of Dyslexia: The Cycle of Despair

The five stages of grief identified in Kubler-Ross
(1969) are the stages of denial, anger, depression,
bar gai ni ng, and accept ance/ hope. Harwell (2001) renanes
these grief stages as enotional stages and applied them
specifically to an educational setting. Harrwell (2001)
identified five stages of predictable parental feelings when
parents first learn of their child s difficulty at school
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Harwel | 's (2001) five stages of predictable parental
feelings are the stages of (a) shock/denial; (b)
anger/guilt/blamng; (c)resignation; (d) depression; and (e)
acceptance. The work of Osman (1982) al so provi des sone
insights into as to how and why the stages of grief
identified by Kubler-Ross (1969) inpact termnally il
children and their famlies.

The parents in this study indicated various
representations of the Kubler-Ross grief stages as well as
their counterpart in the Harwell stages as they retold their
own child's story. The Kubl er-Ross grief stage of anger was
directly expressed by three of the parents interviewed,
however nost of the parents' anger was generally manifested
as frustration and specifically directed at the school.

All of the parents interviewed expressed exanpl es of
one or nore of the Kubler-Ross's (1969) stages of grief
(deni al, anger, depression, bargaining, acceptance/ hope) or
a conparabl e enotional stage (shock/ deni al
anger/guilt/blam ng; resignation; depression; acceptance)

fromHarwell's (2001) work.
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The results of the present study about children with
dyslexia and their parents also find a parallel in Gsman's
(1982) study of terminally ill children and their famlies
Gsman states "it is understandable that parents resent a
child s learning disability to sone extent. Sonehow, the
i mage of the ideal child never includes a handi cap of any
kind. (p.45) Thus, in the case of both chronic physical
illness and | earning chall enges, it can be suggested that
parents in both cases are confronted with a child who is
sonehow "marred"” and they struggle to cone to terns with
this situation.

In the present study, the reports of the children
reacting to their dyslexia |largely expressed by the children
as enotional responses that could be expressed by | abel such
as anxi ety/ nervousness; anger; and bargai ni ng/ hope. (Cf.,
Kubl er - Ross, 1969; Harwell, 2001) The particular "stage" or
enotional response also uniquely manifested itself in each
child s case. Many children readily told of their feelings
about dyslexia, but sone of the children were | ess
forthcom ng about it. This is consistent with the work of
Harwel | (2000), Feldman (2000) and Hartwi g (1984), all of
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whom t ake special note in their studies to state that the
intensity and durations of enotional reactions will vary
with each individual and may or may not be voi ced by the

i ndi vi dual s.

Tabl e 5-1 Conparison of Kubler-Ross (1969) G ef

St ages and Harwel | (2001) Parental Feelings/Reaction

St ages
Kubl er - Ross (1969) Harwel | (2001)
Gief Stages/ Parent al Feel i ngs/
Enoti onal Stages Reaction St ages
Deni al Shock/ Deni al
Depr essi on Anger/ Gui |l t/ Bl am ng
Anger Resi gnati on
Bar gai ni ng Depr essi on
Accept ance/ Hope Accept ance

Further, it appears that the |linear nodel of the
Kubl er- Ross grief stages does not apply to the famly
stories of the children with dyslexia in this study. For

95



exanple, the grief stages illustrated a cyclic, rather than
a linear pattern or tinmetable follow ng the yearly
educational cycle as the child progressed through their
school career. In other words, the child' s struggle (as well
as their famlies' struggles) did not follow the predictable
linear tinme sequence stages fromdenial to hope, which m ght
make these struggles eventually "correctable.”™ Rather, the
grief stages, when applied to the Famly Case stories here
showed a yearly, cyclic pattern. The "correctabl e" nature of
the difficulty was never resolved since the child and the
famly was continually confronted with both academ c and
soci al challenges. Thus, they becane mred during the school
year in one or nore of the grief stages.

This pattern began again with the start of a new
academ c year and repeated itself. 1In a continual cycle of
frustration and despair as efforts to address the child's
learning difficulties continually began anew. Each year,
many parents and children thought that things would be
different. Parents in the present study renai ned generally
hopeful (one of the last enotional stages in the work of
Harwel |, 2001 and Kubl er-Ross, 1969) that the next year
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woul d be different for their child- that next year would be
better (nore positive) schooling experience. But nost of the
time, they were not. As the parents and the children told
their stories, it becane clear that each year or even each
day could be one where the difficulties experienced by the
child-and therefore the famly nenbers- would be experienced
as the shattering force of an earthquake or as the mld but
continual jolts of speed bunps.

It thus becane clear, as the parents and the children
told their stories, that the sonetines storny cl ouds of
dyslexia would remain a part of their lives and that the
much hoped for sun at the end of the rainbow indicating that
i ndeed the storm of dyslexia had finally passed, would be
elusive for the parents as well as for the children.

Breaki ng the Cycl e:
ot ai ni ng Resources and Hope

Living with dyslexia was thus a daily struggle for the
parents and the children in the present study. Sone,
however, did identify attenpts with the help of outside
resources to break through this cycle of despair surrounding
dyslexia. The followi ng four thenes found in the present
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study related to the literature on coping with dyslexia wll
be explored here: a) early identification b) finding and
area in which to excel c¢) breaking the isolation of dyslexia
for the child and the famly and d) accommodating for the
chal l enges of dyslexia in daily life.
Early ldentification

A mgjority of the children in the present study were
identified wwth dyslexia at the end of the first grade. This
is consistent with Harwell's (2001) point that, although
there is nmuch enphasis on identifying dyslexia in children
at a very early age, it is usually not recognized until the
child is in kindergarten or first grade. According to
Harwel | (2001), observant teachers note that these children
seem "out of step" when viewed in context with other
children. This too is also consistent with the findings in
t he present study.

Finding an Area in Wich the Children Can Excel

Parents in the present study seened to experience
particularly conflicting enotions when attenpting to
accommodate for their child s dyslexia. This finding is
consistent wwth the work of Hurford (1998) who noted that
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al t hough parents do experience conflicting enotions
concerning a child with dyslexia, nost parents still search
for an area where their child m ght be "leading the pack"
rather than always trying to catch up to his/her peers. The
parents of the children in the present study were often
actively searching for ways to encourage any recogni zed or
potential talent they sawin their child. For exanple,
parents in this study encouraged physical activities
(football, soccer, and gymmastics) nusical activities (band)
and social outlets for the children (friends, Boy Scouts).

In eight of the ten famlies in the present study, the
parents tried to achieve a bal ance between the academ c
difficulties experienced by the child and positive outlets
for social activities (e.g. Scouts, swimteam football,
soccer, and singing activities), which could involve both
the famly and the dyslexic child. Parents reported that
such outlets helped to break the isolation that dyslexia
sonetimes inposes on the child and the famly.

As also noted in the present study, during sone of the

child s school years, parents were quick to blanme the
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teachers or the school for student non- success. (Cf.
Hurford, 1998). Additionally, parents experienced
difficulties in dealing wth both the reality and the
chronic nature of the child' s dyslexia, and its long-term
effects on the famly and the child. This last finding
confirnms Dowanna's (1995) own personal experience in raising
her child who had dysl exi a.

When the children in this study were asked about how
dyslexia or having difficulty reading affected them and the
famly, they responded by expressing feelings of
nervousness, feeling "woozy" or "frozen," being angry,
and/or "faking it" (pretending to follow al ong and know what
was going on, but really not feeling confident or really
knowi ng what was being read). Although they did not use
sophi sticated term nol ogy or scientific | anguage, these
children could sonetinmes articulate the enptions within the
famly concerning their learning difficulties. This finding
fromthe perspective of the children in the present study
provi des additional confirmng evidence for Hartwi g's (1984)
conpari sons between a famly's reactions to a physical
di agnosis of a famly nenber and the reactions to | earning
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disabilities diagnosis, specifically dyslexia, in a famly
menber .
Accomodating Daily for the Chall enges of Dyslexia

The children in the present study spoke vol unes about
under st andi ng and accommodating for their dyslexia in their
daily life. Eight of the children could give actual daily
life accommobdati on strategies they used at school. These
accommodati on strategi es appeared to be "l earning style"
specific (kinesthetic, auditory, visual or tactile)
dependi ng upon the strength areas for each of the children.
The children al so nentioned sone hel pful individual
"organi zational strategies."

Both the "l earning" and the "organizational"
accommodation strategies that the children in the present
study identified parallel the findings of Feldman (2000) and
of Hurford (1998). Both of these researchers provide
confirmng evidence in their many detail ed case studi es that
sel f-understanding for the child is paramount. Children need
to understand what has been getting in the way of their

success. By understanding their difficulties or limtations,
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the children then, by trial and error, can ultimately find
what will work for them

The nost frequently nentioned problemidentified by the
parents in this study was school difficulties (either
academ c chal | enges or social chall enges) encountered by
their dyslexic children in their educational environnents.
According to the parents, the specific type of school
difficulty experienced varied with the child' s year in
school. For exanple, school difficulties in the child's
early grades could be the expectation of |earning the
letters of the al phabet or the pressure to commt to nmenory
the steps of a one, two, three or four step division problem
experienced in the |ater elenentary grades.

When speaki ng about their own daily life experiences
with dyslexia, the children in the present study |ikew se
spoke of their difficulties in academ c studies such as
spel ling, reading and math. This evidence corroborated with
the "school difficulties" thenme identified by the parents.
Enoti onal consequences to the children of their dyslexia

were al so present and were nost frequently expressed by the
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children in ternms of three recurrent thenes: nervousness,
anxiety and "faking it."

The life strategies that the children used to cope with
their dyslexia matched the child' s perception of how they
t hensel ves | earned best (learning style preference). The
children's life strategies were predonm nately classroom
survival skills. However, they also used sone of the sane
strategies (learning strategies as well as organizati onal
strategies) to cope with their dyslexia in their life
out si de of school .

In fact, the present study reveal ed that both the
parents and the children in this study devel oped many
different ways of living with dyslexia. These strategies
were as varied as the individual children and fam |y nenbers
t hensel ves. Many parents, for exanple, encouraged their
child s natural abilities and talents in sports or
encouraged their child' s creative talents in the field of
art. The parents al so | ooked for social outlets (i.e. Boy
Scouts) for their child. A common reaction reported by the
parents of the children with dyslexia was the parent's own
difficulty and frustration with the school.
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Often this frustration |led parents to becone advocates
for their child at their child s school. Parents who
advocated on behalf of their child wth dyslexia were often
the inmportant Iink between the child' s learning difficulties
and the help that the child needed to receive. This
advocacy on the part of the parents included such actions as
finding a learning situation where the child could progress
or explaining to the child and other famly nmenbers how
dysl exi a i npacted each of the nenbers of the famly unit.

Both parents and children experienced a simlar pattern
of frustration as a consequence of the child' s dyslexia.

For both groups, this frustration manifested typically in a
cyclic pattern. That is, both parents and children felt
they were always "starting over" at the beginning of each
school year or with each new academ c or social skill that
the child attenpted.

Recommendati ons for Further Research

The present study has yielded a wealth of information
that can be used both as informative individual case study
data and al so as thenes within a group of case studies.
Based on the findings of the present study, several
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recommendations for further research can be nmade here.
These recommendati ons are:

A followup to the present study could be conducted
with the original study participants for the purpose of
recording additional life strategies and accommodati ons used
by the children and their parents as they nake
accommodations for the children's dyslexia as the children
grow ol der. Wth the addition of technol ogy, the use of the
“instant message” conputer capability could further enhance
the information fromthe children or their parents.

Furt her conparison studies could be undertaken to focus
on a possible causal rel ationship between children's
| earning style preferences and children's accommodati ons for
t heir dysl exi a.

A quantitative instrument consisting of different
scales for children's use could be devel oped so that the
children woul d be able to respond through the scal e about
how they felt about their dyslexia. Measurenent of this
vari abl e coul d thus be standardi zed and subsequently used

both in clinical and classroom settings.
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A larger (overvi ew conprehensive) study at the
el ementary | evel (Grades K-5) could be conducted to identify
| earning strategies and |ife accommodati ons nmade by children
with the identified disorder of dyslexia so that additional
enpirical evidence could be added to the literature.

A study could be conducted of those in the educational,
medi cal and t he psychol ogi cal profession who thensel ves have
dyslexia in order to see how their approaches to teaching
and treating children with dyslexia may be enhanced or
i nfluenced by their own experience and perspectives.

Concl usi ons

The findings of the pilot study as well as the findings
of the present study strongly suggest that first-person
accounts of elenentary-aged children and their famlies need
to be given a place in all of the scientific conmunities
t hat study dysl exia. Recording and researching the ongoi ng
daily experiences of children with dyslexia wll open the
door to a view of the many struggles that these children
face on a daily basis. The children's understanding of their
dysl exi a and the accommodations they make for it is an
inportant but mssing area in the literature. Providing an
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outlet for the m ssing voices of the el enentary-aged
children and their famlies in the research process shoul d
encour age better communication anong all the professions
especially interested in the study of dyslexia: the
educational, nedical, and psychol ogical communities. Such
critical communications anong these different groups are the
sl ender threads that are el enents of common ground, which
can bind the educational, nedical and psychol ogi cal
communities together in a proactive effort in the battle to
illumnate the often hidden reality of dyslexia.

The present study further also shows that the research
literature in all three of these fields needs to be expanded
to include the inpact of the diagnosis of dyslexia on the
famly unit as well. The sharing of life strategies used by
both parents and children is inportant to understanding the
life-long inpact of dyslexia. This point once again
underscores the "critical chasns" that currently exist
bet ween the educational, nedical and psychol ogi cal fields
that study the disorder of dyslexia.

Oten the unrecogni zed oversinplification about the
di sorder of dyslexia and the subsequent inpact on the

107



i ndividual famly nmenbers causes much confusion anong all of
those dedicated to helping the child with dyslexia. There
may exi st possible msinterpretation of information by the
key individuals (teachers, doctors, and psychol ogi sts) who
work with the children that are di agnosed with dyslexia as
well as their famlies. This nmay cause many questions to go
unanswer ed.

There are many unanswered questions that still |inger
concerning dyslexia and the inpact of dyslexia on the child
and the famly. The present study shows us that it is only
in continuing to ask the questions and to speak with the
famlies and the individuals (even el ementary-aged chil dren)
living daily with dyslexia that dyslexia can be nore readily
understood and will not forever remain a hidden, shadowy,

and often m sunderstood, secret shane.
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APPENDI X A:  COVER LETTER SENT TO SUBJECTS

You are invited to participate in a confidential study
concerning famlies raising children with readi ng
difficulties. As a teacher and forner Readi ng Speciali st
wWth great interest in what can be | earned especially from
the famlies and the students with reading difficulties, |
am conducting this study for ny doctoral dissertation at the
Uni versity of Maryland Coll ege Park. M research is being
supported by The Readi ng Center.

Your participation in this study is voluntary. The
answers that you provide in your interviews are anonynous
and will be kept strictly confidential. You rmay wi thdraw
fromthe study at any tinme. At the conclusion of the study,
all interview forms will be destroyed.

| anticipate that the interview w ||l take no nore than
one hour to conplete. | hope you will be willing to
schedule the interview at the tinme of your child' s tutoring
sessions. If this is not possible, then a time and pl ace of
your conveni ence can be arranged. Another option is a phone
i nterview which can be conducted at a tine convenient to you
if that is your preference.

Summary results of the study will be shared with
The Reading Center,Inc. If you have any questions at all
concerning the interview, you may call the phone nunbers
listed bel ow between the hours of 9:00 AM to 11:30 A M

Pl ease | eave a nessage and your call will be returned.

Pl ease cal |l either

1. Ms. B. Devilbiss Ms. Lavonne Radonovi ch
10 West 14t h Street The Frederick Reading Center
I nc.

Frederick, NMD 21701 2785 Lynn Street

(301) 663-0224 Frederick, MD 21702

(301) 662-1051

Your help and cooperation in agreeing to be interviewed is
greatly appreci at ed.

Si ncerely,
(Ms.) Bonnie Devil biss
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APPENDI X B: | NFORVED CONSENT FORM
PRQIECT TITLE Life Stories and Life Strategies of Parents
and their Children with Dyslexia

| state that | amover 18 years of age,in good physical
health, and wish to participate in a program of research
bei ng conducted by Urith Devil biss at the G aduate School
University of Maryl and, Coll ege Park, Departnent of
Curriculumand I nstruction.

The purpose of the research is to record the daily
life strategies used by children with dyslexia and the daily
life strategies used by the parents as they accommbdat e
daily for the dyslexia of the child.

The procedures involve two interviews, an initial
interview and a follow up interviewwth the child and a
separate initial and follow up interview with the parents of
the child. The initial interviews and the follow up
interviews will be a nonth apart.

The choice of a booklet to wite their reflection
t houghts or an audio tape to record their reflection
t houghts will be given to the parents and the child at the
time of the initial interviews. The bookl ets and audi ot apes

will be collected at the follow up interviews. Al
information collected in the study is confidential, and ny
name will not be identified at any tine.

| understand that this research is not designed to help
me personally, but that the investigator hopes to |learn nore
about the daily accommodating strategies used by children
wi th dyslexia and the daily accommodating strategi es used by
the parents who are raising a child with dyslexia.l
understand that | amfree to ask questions or to wthdraw
fromparticipation at any tinme wthout penalty.

Dr. Neil Davidson Departnent of Curricul um and
Instruction College of Education 2226 G H R W
Benjam n Building University of Maryl and
Col | ege Park, ND 20742-1175 (301) 405-3147
_Signature of Participant _ Dat e
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APPENDI X C: | NFORVED CONSENT FOR A M NCR

PRQIECT TITLE Life Stories and Life Strategies of Parents
and their Children with Dyslexia

| state that | am over 18 years of age, in good
physi cal health and wish to have ny mnor child participate
in a program of research being conducted by Urith Devil biss
at the Graduate School, University of Maryland, Coll ege
Par k, Departnent of Curriculumand Instruction.

The purpose of the research is to record the daily life
strategies used by the children with dyslexia and the daily
life strategies used by the parents as they accommobdat e
daily for the dyslexia of the child.

The procedures involve two interviews and a reflection
journal. An initial interview and a follow up interview wl|
be scheduled with the parents and a separate initial and
follow up intervieww !l be scheduled with the child. The
initial interviews and the follow up interviews will be a
month apart. The witten or audio taped reflection journals
will be collected at the follow up interview Al
information collected in the study is confidential, and ny
name or ny child' s name will not be identified at any tine.

| understand that this research is not designed
to help ny child personally, but that the investigator hopes
to learn nore about the daily life strategies used by the
children with dyslexia. | understand that | amfree to ask
guestions or to withdraw ny child from participation at any
time wthout penalty.

Dr. Neil Davidson Departnment of Curricul um and
Instruction College of Education 2226G H R W
Benjamin Building University of Maryl and

Col lege Park, MD. 20742-1175 (301) 405- 3147

Si gnature of Participant Parent Dat e
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APPENDI X D: | NFORMED CONSENT FOR AUDI O TAPI NG OF | NI TI AL
PARENT AND CHI LD | NTERVI EW5 AND FOLLOW UP PARENT AND CHI LD
| NTERVI EWS
PRQIECT TITLE Life Stories and Life Strategies of Parents
and their Children with Dysl exia

| state that | amover 18 years of age, in good
physi cal health and wish to have nyself and nmy mnor child
participate in a program of research bei ng conducted by
Urith Devilbiss at the Graduate School, University of
Mar yl and, Col | ege Park, Departnent of Curricul um and
| nstruction.

| state that | give perm ssion for nyself and ny m nor
child to be audio taped during the initial and follow up

interviews that will be a part of this study. Al
information collected in the study is confidential, and ny
name or ny child's name will not be identified at any tine.

| understand that this research is not designed to help
nmyself or nmy child personally, but that the investigator
hopes to learn nore about the daily life strategies used by
the children with dyslexia and the daily |ife strategies
used by the parents who are raising a child with dysl exia.

| understand that | amfree to ask questions or to
wi t hdraw nyself or my child fromparticipation at any tine
wi t hout penalty.

Dr. Neil Davidson Departnment of Curricul um and
Instruction College of Education 2226G H R W
Benj am n Bui | di ng Uni versity of Maryl and

Col | ege Park, ND 20742-1175 (301) 405-3147

Si gnat ure of Parent Dat e
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APPENDI X E: Parent |nterview

Par ent Code

BACKGROUND | NFORVATI ON:
NANME

ADDRESS

arTy STATE

General Questions:

1. HOW MANY FAM LY MEMBERS ARE CURRENTLY LI VI NG I N
YOUR HOME?

3. HOW MANY OF THESE CURRENT FAM LY MEMBERS ARE
EXTENDED FAM LY MEMBERS SUCH AS AUNTS, UNCLES,
GRANDPARENTS?

4. HOW MANY CHI LDREN | N YOUR FAM LY COMVE TO THE
READI NG CENTER FOR TUTORI NG?

5. HOW OFTEN DO YOU BRI NG TO
CHI LD S NAME
THE READI NG CENTER FOR TUTORI NG?
DAY/ DAYS PER WEEK DAY A MONTH

Denogr aphi ¢ | nfornmati on:

6. THE CH LD ATTENDI NG THE READI NG CENTER LI VES W TH-

a.) MOM AND DAD b.) MOM ONLY c.) DAD
ONLY

d.) OTHER
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7. EDUCATI ON LEVEL
MOTHER- a.) SOVE SCHOOLI NG

H GH SCHOOL GRADUATE
SOME COLLEGE

COLLEGE GRADUATE
ADVANCED DEGREE( S)
SOVE SCHOOLI NG

H GH SCHOOL GRADUATE
SOME COLLEGE

COLLEGE GRADUATE
ADVANCED DEGREE( S)

FATHER-

T Femeano
N N N N N N N N N

k.) MOTHER S CURRENT OCCUPATI ON

| .) FATHER S CURRENT OCCUPATI ON

8.) I NCOVE LEVEL (TOTAL FAM LY | NCOVE PER YEAR)

aa.)BELOW $10,000

ab. ) BETWEEN $10, 000 AND $25, 000
ac. ) BETVEEN $25, 000 AND $35, 000
ad. ) BETWEEN $35, 000 AND $50, 000
ae. ) BETVEEN $50, 000 AND $80, 000
af . ) BETWEEN $80, 000 AND $100, 000
ag. ) OVER $100, 000

9. RACE
a.) AFRICAN AMERICAN _ b.) WHITE ___c.) HISPANIC
d. ) PACI FI C | SLANDER e.) OTHER (SPECI FY)

PARENT | NTERVI EW
PARENT CODE

10. WVHY DI D YOU SEEK ASSI STANCE FROM THE READI NG CENTER?

11. WHEN DI D YOQU FI RST NOTI CE Dl FFI CULTY
CH LD S NAME

W TH READI NG?
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12. WHO FI RST NOTI CED Dl FFI CULTY WTH

CH LD S NAVE
READI NG?
Fam |y Story:
13. TELL ME STORY.

CH LD S NAME

BEFORE Bl RTH?

Bl RTH?

FI RST 12 MONTHS?

PRESCHOOL YEARS? (AGES 1-5)

EARLY SCHOOL YEARS? ( GRADES K- 2)

ELEMENTARY YEARS ?( GRADES 1-5)

LAST YEAR S SCHOCOL YEAR?
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TH'S YEAR S SCHOOL YEAR AT THI S TI ME?

WTH H S OR HER PEER GROUP( PLAYMATES)

I N THE NEI GHBORHOOD?

AT SCHOCL?

I N QUTSI DE OF SCHOCOL ACTI VI Tl ES?
(BOY SCOUTS, G RL SCOUTS, GYMNASTICS, ETC)

14. Questionnaire: (APPEND X G
VWE REQUEST THAT PARENTS REVI EW AND CHECK OFF ON
THE QUESTI ONNAI RE THE CURRENT SERVI CES OFFERED BY THE

READI NG CENTER THAT HAVE BEEN HELPFUL TO YOU OR YOUR CHI LD
OR HAVE NOT' BEEN HELPFUL TO YOU OR YOUR CHI LD.
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APPENDI X F: Parent Interview Data
Question 10. Wiy did you seek assistance from The Frederick
Readi ng Center?
Pl Jim W saw a advertisenent in the
newspaper where Lavonne (the Director of
The Frederick Reading Center) was speaking.
W went to hear her speak. We |iked her and
we knew she coul d hel p us.
Pl Penny: No Response
Pl Mke: My son was having problens with
readi ng and Mat h.
Pl Billy: Help in study habits. | felt he
needed to get them He'll need themin
hi gh school
Pl Nat han: Lavonne the Frederick Reading
Center's director) refers children in
need of testing to ny husband (psychol ogi st).
He does her testing.

Pl Any: She wasn't doi ng anything. She
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didn't know her letters. She was interested
but didn't know t hem
Pl Jam e: Very unhappy with school system
on requests that had been nmade for
educational testing and placenent.
Pl Steve: Reading eval uation
Pl Kimm Kinmcouldn't do anything on paper.
She coul d doodl e on paper but couldn't wite.
In First grade she had nmenorized the books
but she couldn't read them
Pl Tim Started with Timwhen he was going into Second
grade. Timwas eligible for the Dyslexia Project.
Not hi ng was on the report card. Behavior was a problem
Teachers didn't know how to teach himand he was bored.
Pl Jeff: The teachers wanted to hold himback in
Ki ndergarten. The teacher felt he was i mature. GCot
Lavonne (the director of the Frederick Readi ng
Center) to work with him
Question 11: When did you first notice
Child's Name
difficulty wth Readi ng?
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P

P

P

P

P

P

P

Jim Before school- when he was a preschool er.
M ke: First G ade.
Bill: Two years ago in Third G ade.
Nat han: Oct ober of 1996 when he was a
first grader.
Any: First nonth of First grade.
Jam e: Two weeks before the end of First

grade. The teacher called nme in. They wanted

to hold himback. | refused to hold hi mback

Steve: Entering First grade. He was put
into a very fast noving group. He had a hard
time adjusting to the pace of the group and
t he anount of reading required. He was
expected to read a 60 page First grade book
in one night. His first grade teacher thought
because he couldn't keep up wth the reading
group and his teacher thought he m ght have
a learning disability. He spent 1 to 1 and
1/ 2 hours each ni ght doing honmewor k. W had
hi mtested at school and tested again
i ndependent | y.
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Pl Kimm During First grade. Did testing at
end of First grade. Al phaphonics program not
avai |l able. Kinmmwas al ways too ol d. She was
not age appropri ate.

Pl Tim Wen he was going into Second G ade.

Pl Jeff: Kindergarten.

Question 12: Who first noticed child' s nane difficulty

wi th readi ng?

Pl Jim | did. (Mon) He was real happy to
play in the dirt, but I just couldn't
get himto learn his letters. And | used
every trick in the book to get himto
learn them He had a terrible tine. |
alnost tore ny hair out. | did and his
Ki ndergarten teacher did.

Pl Mke: H's teachers and ny husband and |

Pl Billy: | did. (Dad) He had trouble
settling dowmn- Readi ng and doi ng
homewor k.

Pl Nat han: Both of us. He couldn't
phonetically spell in First grade.
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PI

PI

PI

PI

PI

PI

Any: | did (G andnot her).

Jame: H's First grade Teacher.

Steve: H's First grade Teacher.

Kinm | did (Mther).

Tim | did at the end of first

Jeff: H s Kindergarten teacher.

gr ade.



APPENDI X G
Frederick Reading Center, Inc. Services Survey
Pl ease check bel ow how hel pful each of the FRC, Inc.

services |listed bel ow has been to you or your child.
How Hel pful ?

Not Hel pful ------- - Extrenely Hel pfu
Tutoring Services in: 1 2 3 4 5 Apply
Readi ng
Spel I'i ng
Mat hemat i cs

Expressi ve | anguage

l'istening and/or thinking skills

cursive witing

conmputer skills

Testing Services in:

psychol ogi cal testing

educational testing

learning disabilities testing

attention deficit testing

| earning styles testing

O her Services of:

cl assr oom observati ons

educati onal diagnostic consulting

conput er assessment

i ai son between professionals

parent support system

ARD team ng representative

arrangenent of accommopdati ons

Legal assi stance

Are there other services (not |isted above) that would be
hel pful to you or your child?
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Appendi x H

Frederick Reading Center, Inc. Services Survey
Summary of Data Coll ected By Number of Responses

How Hel pful ?
Not Hel pful ---> Extrenely Hel pful

Tutoring Services in:

1 2 3 4 5 Apply

Readi ng

1

Spel l'i ng

Mat hemati cs

Expressi ve | anguage

listening and/or thinking skills

cursive witing

RPWERNEFP W

conputer skills

R P R w| -

Study skills

N

R RR R R RN w

W BWINNWIN

Testing Services in:

psychol ogi cal testing

educational testing

learning disabilities testing

attention deficit testing

| earni ng styles testing

WIRINN P

OO0

O her Services of:

cl assr oom observati ons

educati onal diagnostic consulting

[EEN

conput er assessment

| i ai son between professionals

parent support system

ARD team ng representative

arrangenent of accommopdati ons

RIN|N -

Legal assi stance

WINF RN W N W

Are there other services (not |listed above) that would be

hel pful to you or your child?
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APPENDI X |
I nterview Questions for the Child

At tendi ng The Reading Center, Inc.

BACKGROUND | NFORMATI ON:
1. HOW OLD ARE YQU?

4. HOW MANY BROTHERS OR SI STERS DO YOU HAVE THAT
LI VE WTH YOU AT YOUR HOUSE?

NO BROTHERS OR SI STERS (SKI P TO #5)

BROTHER(S) HI S NAME? AGE?

AGE?

AGE?

SISTER(S) HER NAME? AGE?

AGE?

_______ AGE?

5. DO YOU HAVE ANY STEP BROTHERS OR STEP SI STERS
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THAT LIVE WTH YOU AT YOUR HOUSE?

NO STEP BROTHERS OR STEP SI STERS

(SKI P TO #6)
STEP BROTHER( S)

______ STEP SI STER(S)
6. DO YOU HAVE ANY BROTHERS, S| STERS, STEP
BROTHERS OR STEP SI STERS THAT LIVE IN A

DI FFERENT HOUSE OTHER THAN WHERE YQU LI VE?

FI RST NAME AGE BROTHER/ SI STER
STEP BROTHER/ SI STER

7. Can you tell nme why do you conme to The Readi ng

Center?
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8. Tell ne about the things a good reader does when

t hey read?

9. How does having difficulty when you read affect

you?

10. How do you think having your difficulty with

readi ng affects your famly?

11. What activities outside of school can you do well?

12.1s there anything el se that you want to tell me about how

you live with dyslexia everyday?
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Appendi x J
Children's Interview Question Data

In addition to the parent interviews, the children

t hensel ves were al so asked questions using an interview

protocol. The key findings fromthese interviews are

present ed bel ow.

7. Can you tell nme why you conme to the Readi ng Center?

c
c
c
c

c

c
c
c
c
c
c

Jim No response

Penny: To read and spell

M ke: No response

Billy: To get better at ny skills of reading

And witing. To work on ny nenory.

Nat han: Because nmy nom wants nme to. Because you
get Skittles. (a candy treat)

Any: She hel ps ne read

Jam e: No response

Steve: No response

Kimnm Reading and Witing

Tim Learni ng- Reading and Witing

Jeff: ABC s and readi ng
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8. Tell nme about the things a good reader does when they

read?
Cl Jim No response
Cl Penny: Sound it out.Look at words very closely.

Cl M ke: No response

Cl Billy: Scan down the pages and | ook for the
i nportant words. |nportant words descri be
the title.

Cl Nat han: Not nake m stakes. They [good readers] see
exclamation marks and it’s |ike excitenent.
They read a question |ike a question.

Cl Any: | sound out words. | mark words. Point out

words with ny pencil eraser.

Cl Jam e: No response
Cl Steve: No response
Cl Kinm Follow along the words with their finger.

Cl Tim Read slowy. Sound it out.
| break up the word and sound it out.

Cl Jeff: Ask ny teacher. Sound it[the word] out.
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9. How does having difficulty when you read affect you?

Cl Jim No response
Cl Penny: | read it. | hope | knowit. | follow
al ong.

Cl M ke: No response

Cl Billy: | get nmad.

c Nat han: It makes me nervous. Dad tells ne to
| eave the anger out.

Cl Any: | feel woozy like | just feel like I'm

frozen.
Cl Jam e: No response
Cl Steve: No response
Cl Kimm | | ose ny place.
Cl Tim Makes nme nervous.

c Jeff: Makes nme nmad.

10. How do you think having your difficulty with
readi ng affects your famly?

Cl Jim No response

Cl Penny: Have ne sound it out or have ne sound it

out a couple of tinmes. Then have ne | ook at
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c
c
c

c

c
c
c
c

the word. If | don't understand, they [ny
mom or dad] read it [the word] to nme. Often
they tell nme the word
M ke: No response
Billy: No response
Nat han: It affects Dad really bad.
He wants ne to be smarter.
Any: They [ny parents] get frustrated and
says, "Man sonebody better help ne."
Jam e: No response
Kimm No response
Tim No response

Jeff: No response

11. What activities outside of school can you do well?

c
c
c
c
c
c

Jim Foot bal

Penny: Swi mteam

M ke: Race cars

Billy: Soccer, Football, Basket bal

Nat han: Soccer, Hockey, Basketball, Basebal

Any: Cartwheel s, Junp rope
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Cl Jam e: No response
Cl Steve: No response
Cl Kimm Swim Grl Scout's,Sing in the Chorus
Cl Tim Kickbal |, Dodgebal I, Baseball, Boy Scouts, Bow ing
Cl Jeff: Freeze Tag, Boy Scouts
12. Is there anything el se that you want to tell nme about
how you live with dysl exia everyday?
Cl Jim No response
Cl Penny: | put ny Spelling book in first. | line
up all ny books in ny book bag. | take
what ever | need. | have a different
col or notebook for different subjects.
C M ke: No response
Cl Billy: Sonetines | pause in the mddle of a
sentence when | don't know what the
word is.
c Nat han: If there us a vowel sonewhere else in
the word, you take away the vowel.
It helps to put things on the board.

Cl Any: No response
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c
c

c
c

Jamnm e:

Ki nrm

No response
| use a bookmark when | read.

| work with my nom sonetimes on Spelling.

Tim No response

Jeff:

No response



APPENDI X K
Parent Refl ection Questions

1. What does the termdyslexia nmean to you?

2. \What happened anong your famly when you realized your

child was having probl ens | earni ng?

3. How did you cone to choose the Frederick Reading Center

Inc. to help your child?

4. How have your child' s teachers reacted to his or her

difficulty?

5. What advice or life strategies can you offer to parents

of a child who is experiencing dyslexia?
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APPENDI X L

Parent Refl ection Question Data

1. What does the termdyslexia nmean to you?

PR

PR

PR

PR

PR

PR

PR

PR

PR

Par ent

Par ent

Par ent

Par ent

Par ent

Par ent

Par ent

Par ent

Par ent

of

of

of

of
of
of
of
of

of

Jim No response

Penny: The ability to see (read)

nformation fromleft to right.

M ke: That a child has difficulty in

earning, retaining, concentrating, etc.

Billy: No response
Nat han: No response
Any: No Response

Jam e: No response
Steve: No response

Kimm To ne the termdyslexiais a

| earning disability which hinders a

child s ability to read and wite.

Chil dren who have dyslexia can learn to

read and wite, but they learn

differently than nost children
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PR Parent of Jeff and Tim Children with
| earni ng probl ens.
What happened anong your famly when you realized
your child was having probl ens | earning?

PR Parent of Jim No response

PR Parent of Penny: W seeked hel p.

PR Parent of Mke: My husband and | wanted to get
the school to give himthe help required and
| wanted to find extra help (tutoring). Coal
was to get the help needed so he woul d enjoy
| earning and his self esteem would stay
intact. We just wanted the best for him |
al so sent himfor testing.

PR Parent of Billy: No response

PR Parent of Nathan: No response

PR Parent of Amy: No response

PR Parent of Jami e: No response

PR Parent of Stephen: No response

PR Parent of Kinm | sat down with my child and

expl ai ned to her that she had dysl exia and
that she sees things differently than other
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students. | told her that her brain actually
works twi ce as hard as nost and that she is
very smart. | explained that she woul d be
getting "extra help" at school too. Then
sat down with her father and her three ol der
brot her and expl ai ned dysl exia and what extra
hel p she woul d be getting. The boys were very
supportive.
PR Parent of Jeff and Tim W searched for
answers to help themlearn better.
3. How did you cone to choose the Frederick Readi ng
Center, Inc. to help your child?
PR Parent of Jim No response
PR Parent of Penny: A friend from church.
PR Parent of M ke: Recommendati on
PR Parent of Billy: No response
PR Parent of Nathan: No response
PR Parent of Amy: No response
PR Parent of Jami e: No response

PR Parent of Steve: No response
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PR Parent of Kimm The Director has an excell ent
reputation. She knows all about dyslexia and
other learning disabilities. She knows all
about different learning styles. She knows
how to work with these children and you see
i mredi ate results. But she doesn't stop
there. She hel ps support the parent, helps in
getting "hel p" through the school systemfor
the children and she is a constant source
of resources and know edge.

PR Parent of Jeff and Tim | found a flyer
telling about their center on how they could
hel p children.

4. How have your child' s teachers reacted to his or her
difficulty?

PR Parent of Jim No response

PR Parent of M ke: Sone teachers are responsi ve.
| have made sure |'ve had ARD neetings at
school so they are aware of his problens, and
see that they are neeting his needs.

PR Parent of Billy: No response
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PR Parent of Nathan: No response

PR Parent of Amy: No response

PR Parent of Jami e: No response

PR Parent of Steve: No response

PR Parent of Kimm Unfortunately, every year has
been different! W have had a great teacher
who is willing to do and try anythi ng/
everything for her. W had a teacher who | et
her slide whenever anything was too tough
for her, which really inpaired her progress
that year. W had a teacher who knew she was
dysl exi ¢ and hel ped when | asked or rem nded
himto. | think he was a good teacher, but
untrained for "special" students. This
year's teacher is pretty good. She seens to
under stand her special needs and is willing
to help inplenent her speci al
accommodat i ons.

PR Parent of Jeff and Tim W had |ots of
problenms with different teachers because
they put all their problens on behavior.
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5. What advice or life strategies can you offer to parents of
a child who is experiencing dyslexia?

PR Parent of Jim No response

PR Parent of Penny: Have a child tested early and
get hel p. Never give up

PR Parent of Mke: Use a tiner.

PR Parent of Billy: No response

PR Parent of Nathan: No response

PR Parent of Anmy: Work with your kids
Get in and start working with your child
Encourage the grandparents to read with
them You have to know what your kids are
doi ng.

PR Parent of Jami e: No response

PR Parent of Steve: This too wll pass.
Don't be concerned about what you think
ot her peopl e think about you.
No one else is going to be an advocate
for your child.
Know t hat your child has rights. Education
is aright, not a privilege.
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PR Parent of Kimm Be patient, but persistent

Get all the help you can, as early as you

can! Don't give up, be forceful if
necessary.
PR Parent of Jeff and Tim One thing they
need on their side is the Frederick Reading
Center, because the school doesn't al ways

have your child's best interest in mnd.
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APPENDI X M
Refl ection Questions for the Children

Attendi ng The Frederick Reading Center, Inc.

VWhat do you do in school that hel ps you to | earn?

How do you | earn best?

What is a day in school |ike for you?

What school subjects are the easiest for you? Way?

What school subjects are the hardest for you? Why?
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APPENDI X N
Children's Reflection Question Data
1. What do you do in school that hel ps you | earn?
CR Jim Use the conputer to wite
CR Penny: No response
CR M ke: Pay attention. Don't talk.
CR Billy: Think in nmy mnd and see and draw
pi ctures.
CR Nathan: Wite it down.
CR Any: When | read-1 sound them (words) out
In Math | use ny fingers and counters to do
t he probl em
| use a conputer to practice Math (Path
Attack, Nunmber Junper and Parrot Gane).
CR Jam e: No response
CR Steve: Practice saying what |I'm supposed to do
and how|l'mto do it.
CR Kimm Use a tape recorder to tape the
teacher's | essons and instructions.
| have a special teacher and | am pull ed out
one tinme a week and we work together.
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| read out |oud whenever | need to.
CRTim | read. | say things (repeat) out loud to
nmysel f.
CR Jeff: Use blocks in Math (to help figure out
mat h probl ens)
Use books to read
Use puzzles (to help learn the letters of the
al phabet)
2. How do you | earn best?
CRJim Wite on the conputer
CR Penny: No response
CR M ke: Listening
Work on the conputer
Keep ny eyes on the teacher
CRBilly: By talking it over with ny friends
CR Nathan: | usually repeat it to nyself about 3-10
tinmes.
CR Any: Playing and using the conputer
CR Jam e: No response
CR Steve: Wien you do it and practice it a |lot and
do it right.
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Kimm Wen | hear it

Tim If |I see, hear and do it at the same tine
Jeff: If | hear it and do it

What is a day in school |ike for you?

Jim No response

Penny: No response

M ke: Tired, hard, good, fun

9 9 93”3 9 9

Billy: Boring because we have to sit for 6 hours
and 30 m nutes. The best part is recess.

Nat han: No response

Any: Fun

Jam e: No response

Steve: No response

9 39 9 3 9

Kinm Everyday is hard. Then she |isted these
subj ects Spelling, Math, Social Studies.

CRTim No response

CR Jeff: No response

4. What school subjects are the easiest for you? Way?

CRJim Mth-1 always get A's

CR Penny: No response
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CR M ke: Math-1I don't know why and Language Arts
because we do fun stuff Iike draw ng.
CR Billy: Math because | can figure it out in ny
mnd. | can see the nunbers in ny m nd.
CR Nat han: Math because it's fun. You can do it
di fferent kinds of ways |ike singing and
j unpi ng.
CR Any: Conputer Lab because its fun to play on
the conputer
CR Jam e: No response
CR Steve: Everything except Math. Why? | |ike
words better- they are easy and fun.
CR Kimm Language Arts (Readi ng, Spelling,
Witing) W work in smaller groups. Wirk with
t he Speci al Education teacher 4 tines a week.
CR Tim Math, because | know the probl ens real
good.
CR Jeff: Readi ng books because |'ve |earned the words.
5. What school subjects are hardest for you? Wy?
CRJim Spelling. It is hard to know the letters.
CR Penny: No response
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CR M ke: No response
CR Billy: No subject is really hard
CR Nat han: Readi ng, because it's hard to understand
t he words because of all the different
shapes and sounds.
CR Any: Reading, Spelling and Math. | have to
wor k hard.
CR Jam e: No response
CR Steve: Math, because sonetines we have to do
conplicated things like read the story
(problem) and you have to do sonething with
it (conprehend what the problemis asking and
witing the response).
CR Kimm Math we are starting division and it is hard to
remenber the steps.
CR Tim None, because |'msnart.
CR Jeff: Hard books and Counting-hard to get to

100. | like things in front of ne to count.
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