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Abstract

An investigation was carried out into policy, practice, provision and management of
dyslexia from the pre-five to primary stage of education. Factors in the early
development and home life of young dyslexic children were considered to establish if
and how these are contributory to the unfolding of dyslexia in later years. The early
development of dyslexia was studied with questionnaires sent to the parents of all pre-
school year and Primary 1 children, a total of 1994 children, in the 1997-1998 school
session. Both the phenotype and the genotype were considered. The initial survey was
repeated in the 2000-2001 school session with parents of children from the same age
groups (2305 children in total). In phenotypical areas, there were found to be no
difference between the dyslexic group and the non-dyslexic, whereas there were
differences apparent in the genotypical areas at these early stages.

Structured interviews were also carried out with head teachers, parents and dyslexic
pupils from schools throughout East Renfrewshire, and a questionnaire was given to
educational psychologists. These were to establish the perceptions of school personnel,
parents, pupils and educational psychologists on what exactly is involved in dyslexia and
what can be done about it. Implications for policy, practice, provision and management
were then considered.

Case studies of individual children who showed early indications of possible dyslexia
were studied longitudinally over the period of the study and these gave further insight
Into practicalities of management. Various other measures were taken into account to
widen the scope and credibility of the study. A systems perspective is taken in making
recommendations of possible ways forward.

A novel and major outcome of the study has been the proposal of a new perspective
in defining dyslexia focusing on the curriculum with wide implications for practice in

both education and psychology.
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CHAPTER 1

Introduction

This chapter introduces the subject of dyslexia and considers the context for its study.
The research will investigate early dyslexia and how it is dealt with in one local

education authority — East Renfrewshire.

A child has to fail to learn to read and write before the term “dyslexia” will be used
1n a local authority context, and often before effective provision will be made (Fawcett
& Nicolson, 1994; Nicolson, 1996; Ott, 1997; Singleton, 1994a; Tunmer & Chapman,
1996). The child’s failure, with its detrimental effects on self esteem, motivation, and
often classroom behaviour, exerts an unacceptable burden on the dyslexic child, but also
affects teachers and parents who must cope with the subsequent social, emotional and
developmental effects of the child’s early frustrations (Frith, 1999). This study
concerns an Education Authority’s response to children who may be considered
“dyslexic”.

According to Snowling (1987), “dyslexia is a disorder with a number of different
manifestations”. Itis not only reading and writing which are affected. There is
however a group of signs of dyslexia which generally come together to form what may
be termed a “syndrome” (Miles & Miles, 1990; Frith, 1999). While not all these signs
will be present in the pre-school dyslexic child, and it is difficult to be age specific
about all the early warning signs (Ott, 1997), nonetheless there is evidence that these
types of difficulties can be established through early indicators at the pre-school stage.
Indicators are set out in Crombie (1997a), page 6, and shown in Appendix 1 of this
thesis.

In spite of these early indications of difficulties, few authorities have given priority
to assessing for “at risk” children at the pre-school or even early primary school stages.
These children are not “at risk” of dyslexia. If the research is right, and dyslexia is
genetic in origin (DeFries, Alarcén & Olson, 1997), then these children already have
dyslexia. They are however “at risk” of experiencing failure to learn to read and write
to an acceptable level with accompanying frustrations. Often dyslexic children are not

formally identified until there is at least the equivalent of a two year gap between



reading ability and considered potential, as measured by an Intelligence Quotient (IQ)
test such as Wechsler Intelligence Scale for Children (Wechsler, 1981; 1992) or British
Abilities Scale (Elliott, Murray & Pearson, 1983). “Mental Age can be calculated by
multiplying the child’s Chronological Age by his IQ, and dividing the result by .100”
(Crombie, 1997a, p. 16).

The benefits of a policy of early identification of reading and other language
difficulties, whether these are of a dyslexic nature or not, are potentially great not just in
financial terms to the education authority, but also in terms of a child’s self esteem and
motivation with subsequent affects on future achievement, behaviour and career
prospects. To some extent, the problems of early literacy development are being
tackled through the Government’s Early Intervention programme which began in 1997
and aims to ensure rising standards of literacy and numeracy for all children (Scottish
Executive Education Department [SEED], 1999). However, the largest vulnerable
group In learning to read are not those with dyslexia, but those from impoverished home
backgrounds (McMillan & Leslie, 1998). While the programme is targeted at
counteracting the effects of social deprivation on literacy, it would be expected that the
benefits would apply to all children. It must be questioned however whether the
Government programme will be effective for dyslexic children or if dyslexia will still
emerge as a problem at later stages.

While there is some recent research which is considering possible assessment of
dyslexic indicators in babies, this is still at an early stage of development and may not
prove reliable (Van der Leij, Lyytinen & Zwarts, 2001). Methods of early
1dentification prior to 30 months of age through standardised testing have rarely offered
much in the way of reliability, and therefore little predictive validity (Mittler, 1970).
However, beyond this stage, results are generally more stable (Anastasi, 1988). Claims
of recent tests which suggest a high degree of predictive validity with pre-school
children require evaluation to establish if indeed they offer new opportunities in the
dyslexia field. Perceptions of parents as to their expectations regarding early
identification also require exploration. This study therefore sets out to investigate if
dyslexia can indeed be reliably identified at an early age, and if so, how. The potential
affects on the child and family require consideration, as do parental expectations of the

local authority. Any additional measures which may be required must be taken into



account. The study investigates a variety of possible means of identifying dyslexia at
the early stages, and considers the value not just to the individual, but also to an
education authority, in ensuring that all children who are at risk of later failure in
literacy learning are acknowledged and receive the appropriate help and support for
their early difficulties. A range of perspectives require to be considered.

The project 1s set in East Renfrewshire, a small education authority, covering areas
of both deprivation and affluence. It has a high number of children from ethnic
minority groups, many of whom are learning English as a second or additional
language. The researcher is manager of a Network team of peripatetic teachers who
each work in schools within the authority, supporting staff and children. Although
Network staff work with all age groups of children, and with all areas of special
educational needs, this study focuses on dyslexia, and considers nursery school and the
early stages of primary school.

Previous longitudinal studies have been carried out into various specific areas in the
dyslexia field, such as phonological awareness and its effects on the development of
literacy, and it seems apparent that such factors will have later effects on reading and
spelling ability. Some studies exist too of the beneficial effects of training children in
early phonological awareness strategies (Bryant & Bradley, 1985). This project
accepts the findings of such studies and makes no attempt to replicate them. This is
being done by others elsewhere.

What is novel about this study is that it considers the real world of a Scottish local
authority where the realities of the legal system, politics and pressure groups influence
policy, provision, ﬁlanagement and practice. The study seeks to take account of the
perceptions and feelings of parents, teachers, educational psychologists and the children
themselves and how these subjective elements operate on the whole world of the
dyslexic child in the education system. It also seeks to identify what may be politically
sensitive, and address the issues which arise. Through investigation of individual
children through case studies, real world solutions to the problems raised can be
investigated. While acknowledging the political sensitivity of the dyslexia field, the
writer seeks to clanfy an area which through its history has remained somewhat
mystical, and to some even mythical. In so doing, the writer adopts a systems approach,

resulting in a novel reconceptualisation of the term “dyslexia”.



In the real world of an education authority, finances are limited. Demand often
exceeds supply, and frustrations develop on all sides with ensuing dissatisfaction
(Nance-Dewar, 2000). Politics inevitably influence provision, and therefore practice
(British Psychological Society, 1999). The report is structured to reflect the variety and
complexity of issues which are present in the early identification of dyslexia in a local
authority context. While the topics of Policy, Practice, Provision and Management
permeate the whole study and are the main reason for the study, these main headings
have been dealt with in the final chapters as this seemed the most logical place for them
(in order that the findings of the research can be discussed and conclusions drawn).

As the volume of literature on the various different branches of the study is vast, the
relevant literature has been discussed under the various chapter headings rather than as
one very lengthy literature review. Published materials have been read and used
“during all phases of the research” to give “an actual interplay of reading literature and
data analysis” (Strauss & Corbin, 1990, p. 56). Following the approach of Glaser
(1998) the theory is used to guide the researcher through the most appropnate literature,
rather than waste time on literature which may prove unfruitful. “The literature is
discovered just as the theory is. Once discovered the literature is compared as simply
more data” (p. 69). Where new literature has become available in the course of the
study, the benefits of the word processor have been utilised to the full and literature
which gives further weight to the findings has been added at the most appropriate points
rather than at the end.

Various research methods involving for example, questionnaires, interviews,
surveys, evaluations and individual case study illustrations have been employed. The
study therefore relies on multiple methods of enquiry as befits the multiplicity of areas
which are being inquired into, and a grounded theory approach has been adopted in
order that all the various strands can be drawn together. “Done properly, the grounded
theorist can never dream beforehand what he will discover and which literature will
apply” (Glaser, 1998, p. 69).

The education authority has been named, but the children and parents involved have
been anonymised. Itis hoped that the findings of the study will enable policy, practice,
provision and management of dyslexia to change to take account of earlier identification

of needs with subsequent appropnate intervention. While outwith the realms of this



study, subsequent effects on the career and life prospects of those currently identified
should be improved (Jameson, 2001; Kirk, McLoughlin & Reid, 2001; Reid & Kirk,
2001).

Dyslexia — Towards a definition.

The dyslexia literature throughout its history has striven to find an agreed definition
for dyslexia, and at certain points in history some have even questioned the existence of
the phenomenon which has become recognised as “dyslexia” (BPS, 1983). The search
for an agreed definition continues and seems likely to persist for the foreseeable future.
However, this search seems to have strange parallels to the work of Wittgenstein who
searched for the essence of language, of propositions, and of thought - all three being
involved in dyslexia at every level of study. Investigations, according to Wittgenstein,
see 1n the essence something which is hidden from us. Just as Wittgenstein questions,
“What is language? What is a proposition?”, so too the question must be asked, What is
dyslexia?, and as Wittgenstein states, “The answer to these questions must be given
once and for all; and independently of any future experience” (Wittgenstein, 1933,

p- 43). The purpose of this chapter at this point in the study is not to give a definitive
notion of what dyslexia is and is not, but to discuss the nature of the word, its usefulness
as a concept, and how progress can be made with the study in the context of the
controversy which exists. The whole concept of dyslexia will be discussed further in
the course of the study, and Chapter 18 will achieve a reconceptualisation of dyslexia,
taking into account the research evidence which the study will produce.

“For a large class of cases, though not all, in which we employ the word “meaning”
it can be defined, thus the meaning of a word is its use in language” (Wittgenstein,
1953, p. 209). “Existence cannot be attributed to an element, for if it did not exist, one
could not even name it and so one could say nothing at all of it” (Wittgenstein, 1953, p.
25). While some may debate Wittgenstein’s views, in recognition of the vast amount
which has been said and written about dyslexia, the existence of dyslexia is not being
questioned, as undoubtedly the word can be named. For those young people and their
parents who are described as “dyslexic” in East Renfrewshire, the very question of
existence must seem irrelevant. Ontological arguments therefore regarding the

existence of dyslexia as a concept are not in debate at this point, however as will be



seen at a later point, further discussion will be required on the existence of dyslexia in
the very early years of a child’s life, and this will be considered in later chapters. At
this present point the meaning of the word “dyslexia” is the main point for
consideration.

Looking to the Greek roots of the word does little to simplify the issue: the term
comes from two Greek words - dys (here meaning “difficulty with”) and lexicos or lexis
(meaning ‘words’) (Doyle, 1996, p. 69; BPS, 1999, p.18). This description, taken to
refer to written words of a language, whether in the sense of reading, spelling and/or
writing does provide an indication, however imprecise, of what is involved. Itis
difficult however from this description to imagine why the word has caused such
controversy when mentioned in educational and psychological contexts.

Juggins (2001a; 2001b), who is himself dyslexic, sees the above reference to the
Greek roots of the word “dyslexia” as being automatically negative, focusing on “a
small weakness of a whole mind set, rather than incorporating areas of intellectual
difference, many of which are strengths” (p. 1). He believes this results in educators
forcing dyslexics into narrow forms of learning which stress weaknesses and
“remediation” rather than focusing on learning in its broadest sense.

Dr Rhodes Boyson speaking in Parliament as spokesman for the Government on 10
March 1981 said that “dyslexia is difficult to define” and “certain educationalists
presume that it does not exist” (BPS, 1983, p. 104). In investigating definitions of
dyslexia, Doyle (1996) considered seven authoritative sources between 1968 and 1989,
including the World Federation of Neurologists and the Department of Education and
Science. While the definitions given varied greatly there was agreement that dyslexia is
a difficulty with reading and generally also involves spelling, writing and number
work, and that performance in these areas 1s discrepant with the child’s basic level of
ability.

It is often possible however through appropriate teaching to affect an improvement
in reading ability. There is general agreement that this does not mean that the
individual ceases being dyslexic. Accompanying difficulties generally persist - many of
them throughout life (Singleton, 1994a; Miles, 1993).

Recent definitions tend to consider the underlying elements involved in the reading

difficulties, and look at the information processing difficulties which affect reading,



writing, spelling and number, and have wider implications. The British Dyslexia
Association (1994) refers to specific learning difficulties/dyslexia as:

organising or learning difficulties affecting fine coordination skills and working

memory. Itis independent of overall ability and conventional teaching. When

untreated there are significant limitations in the development of specific aspects of
speech, reading, spelling and numeracy - which lead to secondary behaviour
problems although other areas of ability are unaffected (British Dyslexia

Association, 1994, p. 3).

In the American context, the Orton Dyslexia Society, which might be considered the
American equivalent of the British Dyslexia Association, refers to dyslexia as:

..... one of several distinct learning disabilities. Itis a specific language-based

disorder of constitutional origin characterised by difficulties in single-word decoding

usually reflecting insufficient phonological processing abilities.

These difficulties in single-word decoding are often unexpected in relation to age and

other cognitive and academic abilities; they are not the result of generalised

developmental delay or sensory impairment.
Dyslexia is manifest by variable difficulties with different forms of language often
including, in addition to problems in reading, a conspicuous problem with acquiring
proficiency in writing and spelling (Orton Dyslexia Society, as cited in Adamson &
Adamson, 1995).

A Scottish perspective offered from the Moray House Centre for Specific Learning
Difficulties by Reid (1994) refers to specific learning difficulties (dyslexia) as
“distinctive patterns of difficulties, relating to the processing of information, within a
continuum from very mild to extremely severe, which result in restrictions in literacy
development and discrepancies in performances within the curriculum”. (p. 3)

A recent definition from the Division of Educational and Child Psychology of the
British Psychological Society (BPS, 1999) considers dyslexia to be

evident when accurate and fluent word reading and/or spelling develops very

incompletely or with great difficulty. This focuses on literacy learning at the “word

level” and implies that the problem is severe and persistent despite appropriate
learning opportunities. It provides the basis for a staged process of assessment

through teaching. (p. 18)



The ‘staged process’ referred to, 1s that of the Code of Practice for England and Wales
(DIEE, 1994).

Burden (2000) views the BPS definition as “disastrous” as it does not take account
of a multitude of factors which all influence the dyslexic child. Burden considers
dyslexia to be “a term of convenience, used to describe a loosely-knit subset of people
who have difficulty in learning to read, write or spell” and adds,

Such people are often referred to as having ‘specific learning difficulties’ (SpLD) to

distinguish them from people suffering from general or ‘moderate’ learning

difficulties (MLD) because they appear to have nothing like the same difficulties in
other areas of the learning, except as a result of their literacy difficulties. They may
even display a high level of reasoning ability and /or other educational talents,

particularly in non-verbal areas (Burden, 2000).

A judgment (Phelps (AP) v. Mayor) from the House of Lords (2000) which resulted
in a single award of £45,650 against Hillingdon Council for failure to identify dyslexia
in a former pupil, Pamela Phelps (Rabinowitz, 2000), was based however on a 1968
definition by the World Federation of Neurology which states that dyslexia is “a
disorder manifested by difficulty in learning to read despite conventional instruction,
adequate intelligence and socio-cultural opportunities. It is dependent upon
fundamental cognitive disabilities which are frequently of constitutional origin” (House
of Lords, 2000, p. 2).

From the above definitions and descriptions of dyslexia, there seems little agreement
regarding the true meaning of the word “dyslexia”. This presents a philosophical
problem as to whether it is necessary or even possible to define words. Wittgenstein
(1953) questions whether we can truly understand words: “Must I know whether I
understand a word? Don't I also sometimes imagine myself to understand a word and
then realise that I did not understand it?”’ (p. S3).

Definitions, and indeed, understandings change over time and across cultures. What
we understand as “dyslexia” today, may well be different from our understanding in
some years time. The purpose of philosophy, argues Wittgenstein, is to present the

facts as they are:



Philosophy simply puts everything before us, and neither explains nor deduces
anything. Since everything lies open to view there is nothing to explain. For what is
hidden, for example, 1s of no interest to us...

For we can avoid ineptness or emptiness in our assertions only by presenting the

model as what it is...; not as a preconceived idea to which reality must correspond.

(The dogmatism into which we fall so easily in doing philosophy.) ...For the clanty

that we are aiming at is indeed complete clarity. But this simply means that the

philosophical problems should completely disappear (Wittgenstein, 1953, pp. 50-51,

paras 126, 131 & 133).

The purpose therefore, in presenting this investigation into dyslexia at the early
stages must be to present the evidence, and to guide the reader through the research so
that the evidence becomes clear. The need for clarification of meaning is obvious, and
in this field, as Wittgenstein might postulate, there are enough “preconceived ideas” to
which reality has had to respond. A new definition therefore may only add to the
confusion. The final chapter in this thesis will hope to present the “model as what 1t is”,
and therefore through appropriate methodology, the philosophy will strive to set
everything before the reader.

Not all definitions and descriptions of dyslexia actually refer to a discrepancy
between IQ and reading and spelling levels as measured by standardised tests.
However, 1n education authorities often children are not identified until there is at least
a two year lag between reading ability and chronological age when a mental age is
calculated for a child who is of at least average intellectual ability (as measured by
standardised test material such as Wechsler or British Abilities Scales (Elliott, Murray
& Pearson, 1983; Pumfrey & Reason, 1991; Beech & Singleton, 1997; Wechsler, 1981;
1992). Contrary to much popular lay opinion, “average” intellectual ability applies to
“children between the 15th and 85th percentile” (Giltham, 2000, p. 8). In local
education authority terms, resources often determine which children will be labelled and
- which will not (Beech & Singleton, 1997). Children who fall below the average 1Q
range therefore are considered to have difficulties of a general nature. Those therefore

who fall below the 15" percentile on an IQ scale would not be considered to be

dyslexic.



Because children do not usually start to learn to read until the age of five, the need to
establish a gap of two or more years between reading age and chronological age, has
resulted in dyslexia not being recognised until a child is at least seven years of age, and
often very much later (Gardner, 1994; Singleton, 1994b). With subsequent waiting lists
for assessment by an educational psychologist, often children are very much older
before specific strategies aimed at tackling pupils’ problems are effected. By this time
children will have experienced significant failure with its negative consequences (Catts,
1989). Limited resources must be targeted at those who seem likely to benefit most.

Historically, because of its link with IQ, dyslexia has been viewed as a specific
learning difficulty, to differentiate it from a general learning difficulty. Children who
can be considered (on the basis of IQ) as globally slow learners are considered to be
poor at reading and written work because of their slow learning abilities (general
learning difficulties), whereas those who are otherwise able are considered to have
specific learning difficulties (SpLLD). This is further explained in Crombie (1997a,
pp. 14-16).

The British Psychological Society (1983) considered the terms “specific learning
difficulties” to be synonymous with “dyslexia” in their writing of the time, and
recommended that “the term ‘specific learning difficulties’ should be used as it finds
favour with a number of other interested parties” (BPS, 1983). These interested parties
included psychologists who had responded to the Society’s questionnaire, members of
some professional associations, the British Dyslexia Association, and one of the two
university centres approached. The Report concluded that psychologists “must...be
prepared to accept that they (those in other disciplines) wish to use the term dyslexia
even though we (educational psychologists) prefer to use specific learning difficulties.”
(p. 107) Recent years have however seen the two terms separate in meaning (Poustie,
1997), though there are undoubtedly some psychologists who prefer to use the term
SpL.D.

Both Reid (1999) and Stanovich (1988a) view dyslexia as being on a continuum of
difficulties with the dyslexic pupils at one end of that continuum and those with more

global difficulties at the other end. Reid represents this visually in the following way:
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Figure 1. Reid’s (1999) representation of the continuum of dyslexia.
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Because dyslexic difficulties are here viewed as being on a continuum, it is not
necessarily either feasible or desirable to label dyslexic children in the pre-school years
due in part to lack of criteria as to the degree of severity necessary to draw a line
between those who might be considered “dyslexic” and those who would be considered
as “not dyslexic”, and due also to the lack of sufficient discrepancies (even if these
discrepancies are valid indications of dyslexia). It would be more satisfactory at this
stage to identify those “at risk” of later failure in learning to read, to determine their
needs, and to implement appropriate teaching strategies. The benefits of adopting an
intervention policy of this nature are as follows:

* less time will be needed for catching up

* children can be helped before frustration sets in

* children can often be helped within the classroom situation by a class teacher

or assistant through short spells throughout the week.
(Badian, 1988a; Chasty, 1996; Miles & Miles, 1984)
There is a considerable attraction in being able to detect and manage dyslexia at the

early stages through a process of prediction of those who are likely to be “at risk” of
reading failure, whether or not the label “dyslexia” is used. While the general mood is
optimistic, little has been done in terms of local authority provision to identify those
children concerned. Recent years however have seen a rapid increase in the amount of
research designed to remedy this situation (Badian, 1988b; Lundberg, Frost & Petersen,
1988; Nicolson, Fawcett, Moss, Nicolson & Reason, 1999; Muter, Hulme, Snowling &
Taylor, 1997). However there is still some doubt as to whether this will be possible
with any degree of reliability. Even if a statistically significant correlation exists

between early childhood “predictors” and later reading achievement, this will not
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guarantee that individual children will not be missed, or that there will not be over-

identification.

The relevance of 1Q/achievement criteria

In most countries 1t 1s considered approprate to assess dyslexia through a
discrepancy between literacy achievement and other attainments. Pumfrey and Reason
(1991) report from a survey undertaken by the Division of Educational and Child
Psychology of the British Psychological Society that 78% of educational psychologists
usually assess discrepancies between abilities and attainments. In the United States 76%
of states specify a method for determining an ability/achievement discrepancy
(Frankenberger & Fronzaglio, 1991).

Stanovich argued as early as 1991 that definitions of dyslexia which refer to IQ are
problematic in that the notion of 1Q is not a reliable measure of “unlocked potential”.
Instead, Stanovich argues for a model which considers the differential between listening
comprehension and achievement in reading as being more viable though still with
potential to be problematic (Stanovich, 1991). Spring and French (1990) also consider
listening comprehension to be a more relevant factor than IQ in establishing a more
educationally relevant means of assessment. Siegal (1989) takes a strong stance against
the use of IQ in the assessment of dyslexia, and instead proposes a model which uses
specific tests of achievement that “might give a better idea of the child’s actual
functioning” (p. 477).

Stanovich considers that the use of IQ scores as a means of establishing a
hypothetical construct such as intelligence is fundamentally flawed, and of little
relevance in the assessment of dyslexia. The multifaceted nature of human abilities and
their strong dependence on both environmental and motivational factors are further
stressed by Howe (1988, 1989, 1990) and others (Gardner, 1983; Goleman, 1995;
Kincheloe & Steinberg, 1999).

Frith (1999) outlines a three-level framework within which to gain a greater
understanding of the concept of dyslexia. The three levels — biological, cognitive and
behavioural also take account of interacting environmental influences. Behavioural
features of dyslexia such as difficulty with reading and writing are agreed. When

seeking to explain why there are difficulties with reading and writing, however,
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cognitive factors (such as information processing) and biological factors (such as
genetics) can be considered alongside environmental influences such as teaching and
socio-economic status. Through consideration of various influences on the dyslexic
child, differing theories are seen to be interlinked and compatible with one another.
Thus the concept of dyslexia as a syndrome assumes a biological origin which is genetic
with its basis in the brain. Behavioural influences and environmental influences will
then 1nteract to produce a specific manifestation of the dyslexia difficulties. In time, a
child with the syndrome of dyslexia may be taught to read and cease to exhibit any
significant problems in reading while still maintaining certain characteristics of the
dyslexia syndrome. Another child may exhibit reading difficulties which are due to
poor teaching and considerable time off school for medical reasons. Frith advises that
the use of arbitrary scores on IQ tests and cut-off points on reading and spelling tests are
Inappropriate as they assume a discrepancy model of dyslexia which makes it difficult
to 1dentify dyslexia in children with low IQ. As there are no research reasons why a
model of dyslexia which refers to children with high or average IQs can be justified,
this 1s inappropriate as an explanation. Frith proposes that the word “dyslexia” should
be used only to refer to the neurodevelopmental disorder, not to mere reading failure.
Comorbidity of developmental disorders is common. A child who exhibits attention
deficit alongside dyslexia for example may mean that there will be problems in
ascertaining the severity of each area. Frith considers that defining dyslexia in terms of
reading failure is like defining measles in terms of increase in body temperature. A
decrease in temperature does not equate with a cure in the same way that teaching a
child to read and write does not cure dyslexia. Phonological deficits which are
persistent are seen as a way of classifying dyslexia in children, though Frith agrees that
there are a few dyslexic children who may be missed by such a definition. In view of
the fact that phonology almost always causes problems to be worse than they would
otherwise be, this 1s seen as acceptable. Environmental and cultural influences can then
interact to improve or make difficulties worse. Thus the use of spelling checkers,
computers and one-to-one teaching can influence the outcome for the child (Frith,

1999). All levels and factors must be taken account of in explaining and defining

dyslexia.
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Aaron, Kuchta and Grapenthin (1988) tackle the question, “Is there a thing called
dyslexia” which 1s qualitatively different from general reading difficulties? They
hypothesise that “the etiology' of dyslexia is different from that of other forms of
reading disability because there is a difference in the components that malfunction in
dyslexia and other forms of reading disability. The components to which Aaron et al.
refers are decoding (Component 1) and comprehension (Component 2). Aaron et al.
matched two groups for reading comprehension, dividing them into “at or above grade-
level” for comprehension and “below-grade-level” comprehension. Poor readers with
“normal” listening comprehension were deficient in tasks that involved grapheme-
phoneme conversion. When decoding was minimised, reading comprehension was
comparable to that of “normal” readers. The “below-grade-level” readers, however,
were poor in measures of reading comprehension even when decoding requirements
were minimal. This group also had below average I1Q scores and were considered as
“general reading backward”. Developmental dyslexia, it was concluded, is different in
etiology from that of “general reading backwardness” (Aaron et al., 1988).

While Aaron uses his findings to justify his use of the word dyslexia, it seems that by
dividing his groups into average and above average comprehension, and below average
comprehension, he has created exclusionary criteria which seem to be saying that below
average children (in IQ and comprehension) cannot be dyslexic. While this may tie in
with early exclusionary definitions of dyslexia, it is doubtful if it gives an adequate
explanation. Dyslexia, it seems 1n Aaron’s view, only strikes average and bright
children. Aaron’s conclusions still leave a lot of questions unanswered. Why would a
condition such as dyslexia only affect bright children? Where does the boundary
between dyslexic and not dyslexic lie? How reliable do the test instruments have to be
before we can draw a conclusion? To some extent, these are issues which are taken up
by Stanovich (1996). Stanovich deals with the problems associated with the use of 1Q
tests in determining whether or not individuals are dyslexic.

While accepting that “reading disabilities” may have a distinct etiology, Stonovich
argues that “there is no logically or empirically interpretable sense in which we can say

that low 1intelligence (intelligence being a panoply of cognitive processes) causes poor

! Aaron uses the term ‘etiology’ to refer to proximal causal factors such as decoding and comprehension
and not distal causal factors such as genetics and neurology.
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reading” (Stanovich, 1996, p. 155). To make such an assumption would be to wrongly
conclude that correlation means causation, implying that low 1Q means poor reading.
Stanovich proposes instead that dyslexia is a core deficit in phonological processing,
and that “all children with problems in phonological coding resulting from segmental
language problems are dyslexic” (Stanovich, 1996, p. 161).

While there are some that argue that the notion of intelligence and 1Q scores are not
useful as explanatory factors of anything, there are some too who will argue that much
of human behaviour can be explained by reference to IQ (Nettelbeck, 1989). The
usefulness however of individual subtests has been justified in the context of dyslexia
assessment (Miles, 1996; Thomson, 1982).

Miles (1996), while defending the use of IQ tests, argues that the notion of a *global
IQ’ score for dyslexic youngsters is not helpful as the dyslexic person’s working
memory problems put them at an immediate disadvantage. Rather Miles argues for the
profiles of scores from the various subtests to be considered, and the pattern of strengths
and weaknesses noted and used to inform planning.

The previously assum;d link between intelligence and reading ability which has led to
the assessment of dyslexia being based on an IQ/reading discrepancy, it seems, may

now be outdated and have outlived its usefulness, being based as it is on the false
assumptions previously discussed. However, two issues remain which still have to be
addressed:

Is dyslexia different from general poor reading in any other ways, and what can be
done to prevent failure to learn to read whatever the cause?

Frith (1997), who also considers that IQ definitions are problematic, argues that we
require to consider the links between biological, cognitive and behavioural levels to
gain a better understanding of dyslexia. Frith considers that dyslexia is considerably
more than poor reading and argues that we need to establish a link between differences
which have been found through neurological studies and cognitive features of dyslexia.
Frith sees dyslexia as “a neuro-developmental disorder with a biological origin and

behavioural signs which extend far beyond problems with written language” (Frith,
1999, p. 192).
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Early findings from such studies which have stood up to subsequent replicative
research are that dyslexic individuals show:
* slowness at automatic naming (Denckla & Rudel, 1976a and b)
* poor verbal learning and memory (Nelson & Warrington, 1980)
* poor non-word repetition (Bryant & Bradley, 1985; Snowling, 1981)
* poor phoneme awareness (Bryant & Goswami, 1986)
e difficulties in segmenting phonemes (Kamhi & Catts, 1986)
e difficulties in object naming (Snowling, Wagtendonk & Stafford, 1988)
* balance problems (Kelly, 1999; Nicolson & Fawcett, 1996).

As dyslexia is a term which generally refers to reading and written work, the
question has to be asked as to whether or not it is desirable to identify children “at risk”
of later failure before they even start to learn to read and write, or whether such early
1dentification could become a “self-fulfilling prophecy” (Rosenthal & Jacobson, 1968).
Expectations that a child may be dyslexic might indeed cause parents, teachers and even
the child him/herself to lower their expectations.

There is also a possibility that attempts to identify dyslexia at too early a stage could
lead to false positives, and unjustified alarm caused to parents. It has been argued
however that it is better to overidentify children “at risk™ of later failure in literacy
learning in order that strategies can be put in place for all those identified (Nicolson,

1996; Singleton, 1994a & b). All such possibilities require thorough investigation.

Sub-groupings of dyslexia

Various researchers have given credence to a theory of dyslexia which recognises
sub-groupings (Boder, 1971; Ingram, Mason & Blackburn, 1970; Johnson &
Meiklebust, 1967; Stanovich, Siegel & Gottardo, 1997). These sub-groupings, it is
posited, can if correctly recognised, suggest best methods of teaching (Boder & Jarrico,
1984). According to Aaron (1993) distinctions between different types of dyslexia are
- not tnvial as management of the problems encountered should be dependent on
cognisance being taken of the differences between such groupings. Sub-groupings
include auditory and visual dyslexia, various patterns of reading difficulties such as
dysphonetic, dyseidetic and mixed dysphonetic/dyseidetic (Boder & Jarrico, 1982), and

could also include groupings of children for whom dyslexia is comorbid with other
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types of difficulty, such as Attention Deficit with Hyperactivity Disorder (ADHD) or
language disorder. Potentially it seems likely that many of these children may be
misdiagnosed because of the existence of other factors and indicators which are initially
more obvious to teachers and parents. Pumfrey and Reason (1991) consider that if
children can be grouped according to qualitatively different characteristics, this could
prove useful in determining teaching strategies. If indeed it is possible to identify
distinctive groups of dyslexic children who require different teaching techniques, then it
would be important to investigate this possibility at the early stages.

Auditory dyslexia could apply to a child who shows auditory processing deficits
such as those described by Adlard & Hazan (1998). They describe dyslexic children
who find enormous difficulty in discriminating between similar-sounding words such as
‘smack’ and ‘snack’ while other dyslexic children do not. Some have difficulty with
auditory discrimination or repetition of similar sounding letters, such as ‘b’ and ‘d’
(Manis, McBride-Chang, Seidenberg, Keating, Doi, Munsun & Petersen, 1997). Others
have difficulty in temporal order judgements as determined by a task where they have to
decide whether a high tone is preceded by a low tone or vice versa, yet other dyslexic
children have no such problems (Tallal, 1980). Such auditory processing difficulties
have been found to be specific to linguistic stimuli and not to nonspeech tasks that make
the same temporal processing demands. Such studies however have shown a lack of
consistency across subjects which puzzles researchers generally.

Visual factors in dyslexia have received only scant acknowledgement over recent
years with the emphasis being on phonology and other factors mainly in the auditory
sphere (Watson & Willows, 1993). Visual dyslexia however is described as “the name
given to a range of visual problems which prevent people from achieving maximum
clarity when looking at print” (Jordan, 2000). The symptoms are described as:

* reading and writing problems, often disguised by avoidance tactics,
* physical signs such as rubbing eyes, headaches, closing one eye when reading,
* photophobia - dislike of the light, screwing up eyes,
* visual fatigue, particularly when using computers.
While Jordan argues that other problems may be responsible for these symptoms, any

other factors should be eliminated through an eye examination.
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There has been some relatively small amount of research into concepts such as the
“visual deficit hypothesis” as a possible cause of dyslexia. This recent work has
focused on two hypothesised pathways - the magnocellular and the parvocellular
systems (Hogben, 1997). These pathways are distinguished part-way between the retina
and the visual cortex where there are two distinct layers of large (magnocellular) and
small (parvocellular) cells. The magnocellular system is considered to deal with
transient visual stimuli, and the parvocellular with sustained stimuli. Visual input is
considered to be analysed in a parallel way although there is some interaction between
the two systems. Dyslexic children are regarded as having a deficit in the transient or
magnocellular level. Lovegrove, Martin & Slaghuis (1986) have found differences
which affect the contrast sensitivity function and visible persistence of dyslexic and
reading difficulties children. Stein (2001) has found that dyslexic children have poor
eye dominance and bases his findings on the Dunlop Test which can reveal poor
vergence control and eye fixation control. Stein claims that transient deficits may exist

in an auditory version of the transient system and that the same deficit is responsible for
phonological problems too. This will however require considerable further research
before any conclusions can be reached. Stein (2001) claims that visual dyslexia
accounts for around 60% to 70% of all dyslexics. This figure cannot be substantiated,
however, and the overwhelming amount of literature on phonology and dyslexia would
not support their claim.
Boder and Jarrico (1982) describe three characteristic patterns which can be found in
children with dyslexic difficulties. These are:
* dysphonetic - difficulty in integrating words and their component sounds,
therefore has poor phonic analysis and decoding skills.
e dyseidetic - weakness in recognising whole word configurations and memory for
letters, therefore will have difficulty in learning through ‘look and say’ methods.
 mixed dysphonetic and dyseidetic - difficulty in both development of sight
vocabulary and phonic skills.
According to Reid (1997), these distinctions 1n groups of dyslexic children can
facilitate teaching by an appropriate approach dependent on the strengths and

weaknesses of specific children. Dyseidetic readers can gain skills more readily by

phonic methods, while dysphonetic readers will be better at “look and say”. For

18




children who have difficulty with both, the addition of a tactile-kinesthetic method to
the reading programme can be of benefit. Other writers, however, point out that
although the Boder test has been widely used, there have been serious questions raised
about 1ts reliability (Alexander, 1984; Reynolds, 1984; Willows & Jackson, 1992).

Stanovich, Seigal & Gottardo (1997) believe that the value of identifying sub-
groupings of “reading disabled” children could potentially have considerable benefits,
as these sub-groups may have different underlying cognitive deficits. Histornically, the
possible division of high IQ and low IQ poor readers seemed to offer different profiles
of learning aptitude. Stanovich, Seigal & Gottardo however have found that if these
groups are cognitively different, it 1s becoming increasingly unlikely that these children
can be 1dentified by examining IQ/achievement discrepancies. While Wong (1989) and
others argue that while such views are extremely contentious to many professionals,
nonetheless they serve to progress thinking in the field of dyslexia, and to advance our
knowledge, and question our practice.

While acknowledging these facts, Pumfrey and Reason (1991) point out that
qualitative attributes, such as those mentioned above, can be quantified and distinguish
between ‘monothetic’ and ‘polythetic’ typologies. Monothetic typologies assume that
any member of a specific group must necessarily have a unique set of attributes.
Polythetic typology on the other hand groups together those pupils having the largest
number of attributes or traits in common. Because of the difference between individual
pupils, it is unlikely that dyslexic children could be said to comprise a monothetic group
or fall into one neat category. As there are likely to be similarities in some areas and
not in others, the usefulness of grouping pupils with certain characteristics will be
limited and subject to the imprecise nature of empirical testing (Pumfrey & Reason,
1991).

Investigation of the significance of sub-groupings and their relevance to managing
the difficulties, and to construction of appropriate policy could potentially have benefits
for all. The relevance therefore of subgroups needs to be investigated with particular
relevance to the early years covered by this study. Any findings have to be relevant to,
and be able to fit into a local authority context.

Subgroupings of dyslexia will be further discussed in the light of findings from

individual case studies and the other evidence gathered in the full course of the study.
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This chapter has considered the implications of the term “dyslexia” and the nature of
current definitions. These definitions are especially problematic at the early stages of a
child’s education when reading and writing skills have still to be taught. The research

described in this thesis is set at the pre-school into primary stage and has been briefly

outlined.
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CHAPTER 2

Background to Study

This chapter sets out the system of education with regard to dyslexia in the East
Renfrewshire Education Authority. The Authority wishes its part in the study to be
declared as part of the thesis. Demographic information is therefore considered at the

outset of the study and reviewed as the research has progressed.

East Renfrewshire is a small education authority, even in Scottish terms: it is small
both in terms of land area (17435.38 hectares) and in terms of total population numbers
which were 85,385 according to the 1991 census (East Renfrewshire, 1999). Population
numbers are growing however, and by December 1999, the population was stated to be
88,600 (East Renfrewshire Council, 1999). The release by the Registrar General of
population projections up to 2016 confirms that the increase is likely to continue with
numbers increasing by around 8.5% in that time (Andsell, 2000). Although the current
population is not large, it has one of the most ethnically diverse populations in Scotland.
In addition, East Renfrewshire manages Scotland’s only Jewish primary school,
Calderwood Lodge.

The East Renfrewshire area includes suburban areas of Glasgow, such as
Thornliebank, Giffnock, Newton Mearns and Busby; rural villages, such as Uplawmoor
and Eaglesham; and the town of Barrhead. The education department is responsible for
seven secondary schools, their associated primaries, 24 in all, and one special school.
At the start of this study in August 1997, there were four nursery schools, six nursery
classes attached to primary schools and two children’s centres. The Primary 1 roll was
1,209, and there were 785 nursery children in their pre-school year, and 296 three-year-
olds. Overall, in September 1997, the total school pupil population amounted to 16,470.
In April 2001, the number of children in Primary 1 was 1,175 with 1,130 children in
their pre-school year. The total school population was then 17,200 including those in

local authority nurseries.
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Figure 2. East Renfrewshire and surrounding Council areas.
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The area 1s considered an affluent one, though there are pockets of deprivation. The
Levern Valley (Barrhead, Neilston and Uplawmoor) is designated by the government as
a Social Inclusion Partnership area, indicating problems of poverty and social exclusion.
Overall, the percentage of pupils entitled to free school meals in 1996 was 10.5% for
the primary age group and 11.4% for secondary schools, set against a national average
of 22.8% and 16.6% nationally (Scottish Office Education and Industry Department
|SOEID], 1997).

“According to the 1991 census, Scotland’s population was about five million, 98.7
per cent of whom were white. Thus only 1.3 per cent of the population were from
ethnic minorities” (Clark, 1997, p. 7). Of the total East Renfrewshire school population,
811 children were considered to be bilingual or multilingual in the school session 1995-
1996. By 1997-1998, this had increased to 1136 constituting 7% of the school
population. In the school year 1997-1998, there were a total of 38 different languages
spoken in the East Renfrewshire area, rising to 51 languages in 1998-1999 with almost
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10% of the school population then being described as bi- or multilingual. The numbers
of bilingual children in East Renfrewshire are continuing to rise confirming the trend as
a multi-ethnic and multilingual community. While not all children from ethnic
minorities will be considered bilingual it is apparent that on average East Renfrewshire
has more bi-or multilingual children than other Scottish education authorities.
Languages vary considerably and cover a number of pupils who attend East
Renfrewshire schools for only short periods due to a parent working or studying in
Scotland for a limited period, to pupils who will be in East Renfrewshire schools for the
duration of their education (those who had been born in Scotland whose home language
was not English, and those who had come to join their families who were already settled
in Britain). Some children born in Britain had learned no or little English prior to
attending nursery or school because only the home language was spoken most of the
time.

The Scottish Office has designated areas of Barrhead and Neilston as regeneration
areas. In 1997, the Scottish Office Education and Industry Department awarded East
Renfrewshire a grant to encourage early intervention. This was supported by additional
finance made available by the council. This enabled schools to appoint early literacy
coordinators in all of its schools to work alongside nursery schools in tackling literacy
problems at the early stages through working with staff, parents and pupils, and the
organisation of parent workshops on reading. A staff development programme was
established to ensure that coordinators could meet together and plan strategies likely to
be effective in promoting literacy. The initiative was officially launched on October 10,
1997, although by this time staff development had already begun.

In a presentation given to head teachers, and later to early literacy coordinators, the
development of East Renfrewshire’s policy on literacy at the pre-school stages was
outlined and was to focus on:

 Rhyme, alliteration, and letter knowledge
 Recognition of initial knowledge of own name
* Use and purpose of print

* Use of books to find interesting information

* Heanng stories

* Exposure to a culture of literacy



* Boys and books
* Alphabetic principle
* Developing phonological skills
* Listening for enjoyment
* Listening and responding to music and rhymes
 Playing with words
* Playing with letters
* Analogy
* Teaching the concepts of print
* Understanding of some of the language of books
* Understanding of some of the language of print - page, cover, picture, word,
letter, sentence .
(Reid, 1998)
These areas were encouraged through closer partnership with parents, literacy clubs and
encouraging recognition of environmental print.

It was aimed to ensure that any gaps between the pre-school stage and primary
education would be bridged by effective assessment and transfer of information
(Dunlop, 1998). This philosophy was seen to fit well with the purpose of the current
study.

Evidence from the studies of Goswami, Bryant and others suggests that the strategies
outlined above benefit all children to some extent, and are therefore an admirable means
of tackling literacy within schools from the earliest stages. Some of these areas have
been discussed with reference to dyslexia and studies have been replicated. For
example, Goswami has done considerable work on the role of analogy in learning to
read (Goswami, 1992; Goswami & Bryant, 1990), and rhyme, alliteration and letter
knowledge have received in-depth study (Bryant & Bradley, 1985; Goswami & Bryant,
1990).

There is at the outset of this study insufficient evidence to support the hypothesis
that these strategies on their own will be sufficient to alter predispositions to dyslexia or
to prevent later difficulties. The differences which such strategies can make for

dyslexic children seem likely to be positive, but are unlikely to form a sufficient

strategy to prevent dyslexia (if indeed this is possible) or to give the support necessary



to prevent the demotivating effects of failure from which dyslexic pupils usually suffer.
This was to be investigated in the course of the study.

While there 1s much evidence that early strategies benefit the future for all children
with i1dentified needs, there is a need for research into how this should be managed. In
particular there seems to have been very little research into the effects which being
bilingual or multilingual might have on the learning of a child who is, or may be, at risk
of school failure due to dyslexia.

There 1s in place in East Renfrewshire, an effective policy for the management of
pupils with identified needs from the pre-school stage. Children with obvious physical
difficulties, hearing, visual impairment for example receive specialist support, and
advice is given to nursery and primary class teachers as well as support to parents. A
pre-school assessment team (PreSCAT) made up of a multidisciplinary team of
professionals and parents helps to identify problems and how these might be dealt with.
Psychological services input and consultation is provided and medical supervision is
readily available. However, in the field of dyslexia, there is little chance of
identification at the pre-school stage and chances of identification in the first two years
of primary would be considered unlikely at the outset of this study. This is because the
conventional assessment procedures are in place whereby unless there 1s a two year gap
between reading accuracy and chronological age, then dyslexia is unlikely to be
considered.

It 1s possible that Equal Opportunities issues could be raised through failure to
1dentify children with significant difficulties at an early stage when there is no such
reluctance to identify more obvious problems as early as possible. The Fish Report
cautioned that children with significant difficulties should have access to the whole
range of opportunities in education which are available to all (Inner London Education
Authority [ILEA], 1985).

The terms of the Education (Scotland) Act (1981) state that “It shall be the duty of
an education authority to disseminate in their area information as to the importance of
early discovery of special educational needs and as to the opportunity for assessment
available”... under the Act (Education (Scotland) Act, 1981, Ch 58, 4. (1), s. 60 (1)).
While the Education Act does not specify exactly what is meant by “early”, it is clear

that a value 1s placed on the “early” identification of difficulties.
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Baseline assessment

Since the introduction by the Conservative government of national testing in 1991
(Scottish Office Education Department [SOED], 1991), considerable change has taken
place in the purposes for which assessment is used. The concept of “value-added”
(SOEID, 1996) means that the effectiveness of schools is now measured by the results
of its pupils on standardised items of assessment. The current Labour government’s
policies on raising educational standards too are dependent on national means of
achieving comparability within and between schools.

Value-added refers to the "difference a school has made beyond that which might be
expected” (Lindsay & Desforges, 1998, p. 48). It means that an education authority can
judge the effectiveness of its policies through standardised testing as a measure of
progress made by children. There were originally two main purposes in the
development of value-added measures: the general drive for "quality" and specific
Initiatives designed to correct "simple" evaluations of schools through ignoring factors
which should be considered relevant to valid analysis of performance.

The increasing "marketisation of education" and the drive by successive
governments to force accountability in a bid to "drive up standards” had a major role in
the development of value-added.

Fitz-Gibbon (1995) considered that to be effective, value-added measures must be:

* readily understandable,

* statistically valid,

* not an undue burden, and
* cost effective.

Questions require to be addressed as to what measures might be used. Tymms
(1996) examined the use of baseline assessment for value-added purposes. The origins
of value-added lay in school effectiveness studies and later developed as part of
accountability. Information had to be useful for both (Tymms, 1996; 1998). Value-
added analyses then have to be of acceptable reliability and validity. Value-added
systems must also be workable. Tymms however suggests that there are a number of
advantages of running an information as opposed to an accountability system.
“Whenever the results of an assessment are tied to something important outside the

school the data must have a question mark over it” (Tymms 1998, p. 56). Baseline
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assessment was to be administered 1n approximately twenty minutes and involved
teachers in active examination of their pupils. This measure of value-added, in terms of
comparing children’s future progress between schools, is questioned by Tymms (1999)
who considers that where the stakes are high it would benefit schools to manipulate
scores 1n such a way as to give low baseline assessment results which could then
artificially elevate later scores to seem to add greater value. Where scores are for
internal use only within the school, Tymms sees no problems, but where the scores are
to be used for comparison with other schools, either locally or nationally, the dangers
have to be anticipated. Recent attempts to improve the credibility of the concept of
“value-added” are meeting with very little approval when used for comparison between
schools (Henry, 2001).

Nationally, just after the start of this study, the Labour Government of 1997 attested
to its commitment to early identification and assessment of children with literacy
difficulties. In a letter to the Dyslexia Institute, Prime Minister Tony Blair stated that
measures would be taken to improve initial teacher training to help meet the literacy
needs of children, and to raise standards with a view to ensuring that “these children”
reach their full potential (Blair, 1997). In order to assist this process of improving
standards, the Scottish Office made additional funds available to most authorities in
Scotland.

“Early intervention” schemes have been put in place to identify children who are “at
risk” of later failure in literacy learning, and to tackle any possible learning difficulties
at an early stage. The basis of early assessment may be related to child development or
to progress 1n basic educational skills such as numeracy and literacy. It may be
curriculum-based on the 5-14 Guidelines. The purposes of baseline assessment are
stated as:

* toinform the planning and resourcing of appropriate learning opportunities for
all children:

* toidentify children who may be at risk or may have special educational needs;

* to provide a baseline for each child against which future achievement can be
compared;

* to provide information for schools and the education authority for management

purposes;
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e toinform local and national decisions aimed at raising levels of achievement,
school improvement and school effectiveness (Wilkinson, 1998).

The second aim here of identifying children who may have special educational needs
or be “at risk” must therefore serve to justify and facilitate the 1dentification of dyslexia
at the early stages if indeed this 1s possible, and give added stress to the investigation of
the possibility that it 1s achievable.

Stierer (1990) expressed reservations about the assessment of children at an early
age, and feels that there is an uneasy coexistence in devising a record that combines a
profile for all with the special educational needs focus which is required by some.
According to Gipps, Brown, McCallum & McAlister (1995):

...when teachers of young children assess those children, either individually or in

small groups, it is almost inevitable that they will vary the way in which they

introduce the task, whether they are given highly specific instructions or not; this is
because what the teacher sees is not a testing situation but individual children whom

she or he knows well and who need to have things explained to them in different

ways, or presented in different ways, because of the children’s own backgrounds,

abilities and immediate past history. If this is the case, then it will not be possible

(and, one might say, not desirable) to have standardized assessment performances

with young children. This is a crucial issue if the level of difficulty then varies

across children and tests are to be used for accountability purposes. (p. 186)

While these concerns are major, in the dyslexia context, baseline assessment has the
potential to be a useful instrument. However as it stands at present in many if not all
authorities, it lacks the detailed scrutiny of specific cognitive aspects which are dyslexia
sensitive. It was therefore with this in mind that specific observational assessment
items as a follow-up to baseline were drawn up by the writer and piloted in Primary 1
classrooms in East Renfrewshire in the autumn of 1999.

For children who may prove to be at risk of later reading failure due to dyslexia this
intervention seemed likely to offer a “Best Value” approach - to intervene and
remediate where possible at the earliest opportunity thus preventing emotional problems
which might accompany later diagnosis of learning difficulties. The effort to also
measure “value-added” was taken account of, through having a baseline measure of all

children including those who show initial signs of special educational needs of a




physically non-obvious nature which previously might have been suspected, but would
only have been identified at a later stage. Lindsay & Desforges (1998) describe a
similar process for children without such special educational needs.

There are several possible ways in which an education authority can attempt to
identify children who have special educational needs (including dyslexia) or are likely
to be “at risk” of reading failure. A number of checklists exist which aim to identify
children from precursors and underlying difficulties which may be present at the early
stages in a child’s life before the child attempts to learn to read (British Dyslexia
Association, 1999a; Crombie, 1997a). There are also a number of tests which have been
commercially produced as a result of research completed with young children who were
later recognised as dyslexic. Examples of this are the Dyslexia Early Screening Test
(DEST) (Fawcett & Nicolson, 1996) and the Cognitive Profiling System (Singleton,
Thomas and Leedale (1996, 1997).

The CoPS1 computer program

The Cognitive Profiling System (CoPS1) is a computer program devised by
Singleton, Thomas and Leedale (1996, 1997). It was developed 1n an effort to assess
children who are likely to be dyslexic at an early age, before they have expenenced
feeling of failure within the school system. It was piloted and developed through the
‘Humberside Early Screening Project’ and involved twenty-four schools across
Humberside. A sample of children were given the computer tests and then followed up
over two to three years during which time their literacy and numeracy was assessed in
detail (Singleton, 1996).

The program is made up of nine tests and claims to identify children from their pre-
school year who may be at risk of developing later reading, literacy and information
processing problems. The computer does the assessment and compiles a profile of the
child, looking at skills such as auditory discnnmination, phonological awareness and
working memory, which are assumed to underlie the development of reading and
written work.

The computer tests are presented as games designed to be fun for the children. The
main character with whom the children 1dentify 1s Zoid, a character from ‘another

world’, who with his friends, present the tasks to each child. The program claims to
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identify cognitive weaknesses, and also to identify the most useful strengths on which
the teacher can base the teaching programme.

East Renfrewshire introduced the program into their Nursery and Primary schools in
late 1997 and early 1998 in an attempt to identify children with any initial problems.
The plan for East Renfrewshire was to identify those who may be at risk of later failure
and put strategies and programmes in place to alleviate difficulties before children could
detect that they were failing. As the program is relevant to dyslexia assessment and was
being introduced at the time of the onset of this study, it was considered appropriate that
a full evaluation of the usefulness of the program in the East Renfrewshire context be
carried out as part of this study. This, it was hoped, would give further information and
Insight into the early identification of dyslexia, and would also enable the authority to

avoid possible later litigation for failure to assess dyslexia at an early stage.

The Dyslexia Early Screening Test (DEST)

The DEST was produced by Nicolson & Fawcett in 1996 as a result of several years’
research and testing, with norms derived from “nation-wide testing in 1995, involving
over 1000 children in schools in Sheffield, London, Gwent and Kent” (Nicolson &
Fawcett, 1996, p. xii).

It was produced along with the Dyslexia Screening Test (DST) as a quick assessment
for dyslexia which could be used by teachers without necessarily involving educational
psychologists. The DEST targets children in the early years (4 years, 6 months - 6
years, S months) and aims to identify those “at risk™ of reading failure before formal
reading and written work are in place, and to enable appropriate intervention to be put
in place early. It can however be extended for children who are displaying significant
difficulties in learning to read and write at a slightly later stage.

The DEST was investigated as a possible alternative to the CoPS1 program with a
number of children, but whereas the CoPS1 program was used throughout East
Renfrewshire, the DEST was used only for a few individual case studies. Its usefulness
as a possible means of identifying dyslexic children at an early age was evaluated by the

writer. See Chapter 10 and accompanying appendix material.
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East Renfrewshire’s early intervention programme

In place in East Renfrewshire at the outset of this study, was a policy of early
intervention at the Primary 3 (age around seven years) stage, renamed Primary 3
Screening to avoid confusion with the Government initiative for early intervention at
pre-school and early primary stages (McMillan & Leslie, 1998). This has proved
effective and reliable in identifying pupils who exhibited signs of dyslexia, but by the
time intervention took place, there was already a significant gap between performance
in reading and written language, and ability as identified through pupils’ oral skills and
oral problem solving abilities by class teachers.

Individual authority policy requires to be matched to population and to be suitable
for the area in which it operates. Education authorities cannot rely on the size of an
authority allowing for personnel and resources to move to follow children with special
educational needs, in particular dyslexia. Small authorities are unlikely to have
sufficient budget to allow flexibility of funding to immediately give additional specialist
teaching support to children identified. The earlier therefore that needs are identified,
the more predictable will be the level and type of support which can be put in place.
The earlier problems are overcome, the less will be the psychological damage and
demotivation which children are likely to suffer as a result of failure, and therefore the
less will be the effects at a whole-school level (Frith, 1999). In view also of East
Renfrewshire’s inclusive education policy (East Renfrewshire Council, 1997), strategies
and means of identification need to be in place for all children with identifiable needs at
an early stage.

In September 1999, the Executive Committee for Education of East Renfrewshire
Council approved the Council’s dyslexia policy in order to clarify assessment and
provision for dyslexia within the authority. This was as a result of approximately
eighteen months of work done by a Working Group chaired by the writer. Synopses of
the main document were made available at the request of teachers, and leaflets for

parents drawn up. See Appendix 3.
This chapter has set the current study of early dyslexia in the East Renfrewshire

inclusive educational context which is then set against a background of the national

Scottish education system. Demographic information has been given along with policy.
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CHAPTER 3

Methods of Investigation

This chapter sets out the methods used to study dyslexia at the early stages in East
Renfrewshire. It explains the methodology of the study, the general approach to
answering its research questions, and also the specific devices through by which the
methodology was realised. The chapter will guide the reader through quantitative and
qualitative methods of data gathering. Also using case study illustrations, the aims and

philosophy of the current study are contextualised.

Philosophical background to the enquiry leading to methods of investigation

According to Bertrand Russell (1999) “Philosophy has value not because it 1s likely
to provide definitive answers to the questions it asks, but rather because the questions
themselves are profound and important ones”. Russell views philosophy as being of
value largely due to its uncertainty. He feels that it is philosophy which frees one from
the prejudices and “dogmatic assurances” which are derived from common sense alone
(pp. 16-17).

Accepting this view makes it essential to look at the subject matter from all
viewpoints - to assess findings from the whole range of perspectives - to therefore
accept that there will be a range of views, indeed a number of different answers to what

may appear the same question. “Equal sticks and stones sometimes, being the same,

appear equal to one person and not to another” (Plato, Phaedo 74b-c).

Plato is here alluding to familiar facts about perceptual perspective - the fact that a pair
of equal objects will look equal to a person seeing them from one standpoint, whereas to
someone looking from another viewpoint, they will appear unequal.

This study sets out to tell a story from a number of viewpoints - the children
themselves, their parents, teachers, psychologists and of necessity, the researcher’s own
viewpoint which will become an amalgam of prior knowledge and experience,
reasoning and the results of this research. The path chosen is not that of conventional
pre-test/post-test research, although this has been used as a convenient vehicle for
emergent theory which enabled the study to have a managee;ble sense of direction whilst

respecting the complexity of the circumstances within which it took place.
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Plato inherited from Socrates, his teacher, the method of seeking the truth by
exposing beliefs to the systematic cross-examination of interlocutors. Lee describes
Plato’s “stmile” of the cave as demonstrating the ascent of the mind from illusion to
pure philosophy, and the difficulties which accompany this move. Moral and
intellectual opinions, he contests, often bear as little resemblance to truth as the average
television programme does to real life (Lee, 1987 translation, pp. 255-264).

Plato’s cave 1s open to the daylight and 1s inhabited by men who have been prisoners
there since their childhood, their legs and necks fastened in such a way that they can
only look forward and cannot turn their heads. Behind them and higher up, a fire is
burning. Between the fire and the prisoners and above them runs a road which cannot
be seen directly. Along the road, men are carrying various things including statues of
men and animals. Some of the men are talking. Because the prisoners cannot turn their
heads, their view of the road is restricted to the shadows they see reflected on the cave
wall. Inevitably the prisoners are unable to discriminate between the real men and the
statues, and it would be assumed that they would take the figures all to be real. The
shadows therefore are assumed to be the whole truth. However when released from
their shackles and taken outside into the sunlight, they would be unable to see anything
clearly for a time due to the intensity of the brightness. Gradually, the ex-prisoners
would be able to look at reflections, and then at the objects and other men, and finally at

the sun itself. Plato’s analogy takes the reader from the stage of illusion through a stage
of belief, reasoning, intelligence to reach a vision of the “form of the good” which Plato
believes to be true reality (Plato, Stephanus, 1578/1987, p. 259).

There are areas which need to be explored which go beyond the scope of this
investigation. Theory cannot ignore those areas, and research will continue in an
attempt to reach a higher level of reasoning and intelligence in the chosen field. The
“form of the good” or true reality can only be subject to change as a result of the
advancing body of knowledge which grows and develops with every study which is
published. A positivist approach necessanly sets limits on the illuminations which it is
wise to do in the circumstances under which the study is being conducted. This story
will come to an end when the results are achieved and the data of the study are
complete. “The true reality”, as it 1s perceived however, must be a response to the

current level of knowledge which has been achieved.
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Aims of the Investigation

The original stated aims of the study were to understand the relationship between the
prediction of dyslexia in pre-school and early primary school children and the
development of education authority policy for such children. Issues of provision, ‘

practice and management could then be determined more appropriately.

Sub — aims

A number of sub-aims were included. These were stated as follows:

1. To evaluate the usefulness of current predictors of dyslexia in young children,
and investigate the effects of early intervention.

2. To establish if the identification of sub groupings of dyslexia has a value for the
development of policy.

3. To develop understanding of the response to dyslexic children in Scotland today
as a policy issue.

4. To develop a model of management tailored to fit the East Renfrewshire
population, taking account of local characteristics including the number of
children who speak English as an additional language.

5. To identify effective management and teaching strategies for the development of
language skills likely to enhance the learning of dyslexic children, but which
will also potentially enhance the learning of all.

A further sub-aim became necessary in the course of the study:
6. To investigate definitions of dyslexia with a view to establishing a common
understanding of the term.
The structure of the thesis is defined in the conventional paradigm of evaluation,

research and re-evaluation.

Methods of enquiry
Methods of enquiry must be determined by the subject under investigation. Mouly

(1978) sets out a means of working in a search for “truth”. He describes three broad

headings: experience, reasoning and research. These categories are inextricably linked
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in Mouly’s model and should be seen as overlapping and complementary in seeking to
solve complex modern problems. Where solutions to problems are more complicated
than can be solved by personal knowledge alone, it 1s necessary to turn to the
experience and knowledge of others. The influence of others can further determine
hypotheses, and pose new lines of enquiry which will then affect the line of enquiry
taken by research. The current investigation draws on the experience and knowledge of
others through techniques of structured interviewing and questionnaires. The research
and reasoning of others is described and referenced in the literature referred to
throughout the study. In addition, examples taken from individual case studies will
illustrate points being made and give additional validity to the study. This in turn
enhances the current reasoning and research. According to McKernan (1996):

The case study has become a research technique that is much celebrated in scientific

research, as witnessed by its increase in such diverse fields as anthropology,

education, law, social work, medicine, psychology and psychiatry, to name but a

few. There is growing evidence for its use in educational research work. (p. 75)

Mouly (1978) describes a process or reasoning which combines Aristotelian
deduction with Baconian induction:

This is a back-and-forth movement in which the investigator first operates

inductively from observations to hypotheses, and then deductively from these

hypotheses to their implications, in order to check their validity from the standpoint
of compatibility with accepted knowledge. After revision, where necessary, these
hypotheses are submitted to further test through the collection of data specifically
designed to test their validity at the empirical level. This dual approach is the
essence of the modern scientific method and marks the last stage of men’s progress

toward empirical science. (p. 10)

Taking account of Mouly’s suggestions, the use of experimental procedures have
been adopted where appropriate, along with techniques of emergent theory to give the
study both qualitative and quantitative dimensions. These procedures are described 1n
detail at relevant points in the ensuing chapters.

Qualitative methods of analytic induction have been used to formulate and test

hypotheses. The data obtained have then been used to develop and progress the theory.
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Grounded theory arises out of and is of direct relevance to policy, practice, provision
and management of dyslexia from pre-five into primary: According to Glaser,
While in the field, the researcher continually asks questions as to fit, relevance, and
workability about the emerging categories and relationships between them. By
raising questions at this point in time the researcher checks those issues while the
data is still accessible. As a result of constant checking of data, the analysis and the
data are combined till the best explanations are obtained. (Glaser, 1978, p. 39)
To ensure that the ultimate theory is grounded, the investigation must be approached

with complete openness. The theory therefore emerges as the study progresses.
(Frankfort-Nachmias & Nachmias, 1996)

Qualitative data

Lincoln and Guba (1985) argue that the objective-subjective debate associated with
the quantitative-qualitative divide might be more appropriately viewed as perspectival.
Because the subject under investigation is, to some extent, controversial and can be
approached from a whole range of different perspectives, much of the data obtained will
of necessity be qualitative in nature. What distinguishes qualitative research from other
subjective information is the detailed analysis to which the qualitative data are subjected
and the rigour with which this is done.

In addition, the notion of “grounded theory” (Henwood & Pidgeon, 1995; Strauss &
Corbin, 1990) suggests that local contexts and accounts may form the grounds for
adopting the “goodness” of particular research. Grounded theory is theory that is
inductively derived from the study of the phenomenon it represents. Methodology in
this approach involves specific analytic strategies formulated for handling, and making
sense of, initially ill-structured qualitati;/e data. Qualitative data generate an array of
recurring themes, topics and patterns grounded in interviews, documents, and other
sources of data. The volume of qualitative data gathered provides significant
indications of recurring patterns (Glaser, 1998).

Through interview data gathered from pupils, thetr parents and head teachers,
various perspectives could be considered and a large volume of qualitative evidence
was accumulated. Together with questionnaire data gathered from educational

psychologists and further information from the study of individual case studies, the
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qualitative was considered alongside the quantitative to give a clear picture of the East
Renfrewshire situation with respect to dyslexia. Much of the qualitative data were
analysed by the use of the Non-numerical Unstructured Data Indexing Searching and
Theonzing (NUD¥*IST) software package. The package, according to the on-line
guidance, is designed to create “an environment to store and powerfully explore data
and ideas, to minimize clerical routine and maximise flexibility, and to discover new
ideas and build on them” (On-line Help, p. 1). The process of information gathering
and exploration of the data will be described at appropriate points in the ensuing

chapters.

Quantitative data

Where a large volume of data has been gathered, techniques of statistical analysis
have been adopted when appropriate to give additional validity and to establish the level
of significance of the findings. Throughout this study, whenever it has been possible to
obtain quantitative data either to add weight to qualitative data, or to provide evidence
in their own right, quantitative data have been used. At times this may have resulted in
somewhat unconventional techniques and methods of enquiry. However, these will be
explained and justified at relevant points in the course of the thesis.

Through two large surveys of the East Renfrewshire population of parents of
children in their pre-school and Primary 1 years, a clear picture was obtained of many
factors which might have influenced childhood development. These surveys were
carried out in 1997-1998 and 2000-2001. A total of 2305 questionnaires were analysed
and their results reported. Data analyses were aided by the use of the Statistical
Package for the Social Sciences (SPSS) for Macintosh computer.

Through the survey data and longitudinal studies of dyslexic East Renfrewshire
children, early literacy habits together with possible hereditary factors were investigated
to establish if there were matters which the education authority could influence with
particular regard to dyslexic children. Full details of the surveys are given in Chapter 6
and the accompanying appendix material, with further discussion in the latter chapters
of the study.

Additional quantitative material was obtained from questionnaires completed by East

Renfrewshire educational psychologists, and from structured interviews conducted with
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pupils, their parents and head teachers. Quantitative data are also taken into account in
the evaluation of the various assessment techniques which were considered. Where
quantitative data were large enough, the power of statistical analysis was used to
establish a significance to the findings. Further detail is given at appropriate points in

the chapters which follow.

Multimethods

No one “pure” method of enquiry has been adopted, but rather a combination of
research methods (bricolage) have been brought together to give the benefits of a range
of appropnate techniques. Robson (1993), like others discussed, recommends the use
of a variety of different methods in seeking to address a range of issues:

It is impossible to avoid the confounding effects of methods on our measurements.

With a single method, some unknown part or aspect of the results obtained is

attributable to the method used in obtaining the result. Because we can never obtain

results for which some method has not been used to collect them, the only feasible

strategy is to use a variety of methods. (Robson, 1993, p. 290)

Through the use of a complementary purposes model of addressing specific
research questions, Robson argues that any error due to methods can be “averaged out”
when multiple methods are used. Multiple methods also enhance interpretability in that
qualitative and/or narrative accounts can be given added validity by reference to other
supportive quantitative data. Through multi-method enquiry, threats to validity of the
research methods are minimised.

In acceptance of Robson’s views, it is seen to be neither practical nor desirable to
restrict the methods of enquiry of this research. Philosophically, Stenner and Brown
(1998) argue that there is little to be gained from “rehearsing the merits of qualitative
over quantitative approaches...both approaches are ways of producing coherence
between otherwise disparate entities” (Stenner & Brown, 1998, p. 174). The study
therefore adopts a multimethod approach as a means of maximising the validity of the
research. The methods used have been described and analysed under the various chapter
headings which follow. A number of hypotheses are investigated and these are set out
at appropriate points in the chapters. Literature searches were made at the outset and at

various points throughout the study using academic databases and through access to the
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Internet. Initial literature has been added to throughout the duration of the research and
references added to the thesis where appropriate. While there was a multitude of
literature regarding policy, provision and practice for dyslexia, there was nothing
specific to the stages investigated here. Articles on management referred to case
management of individual pupils rather than to the management of policy, practice and
provision. The literature evaluated in the course of the study is considered at the most
relevant stages in the research.

Much of the data gained in the course of the study is qualitative and difficult to
structure. While a grounded theory approach was originally adopted, a wholly
grounded theory approach would have denied access to much of the richness which
could be obtained through a combination of both qualitative and quantitative
methodologies. It would have stopped the enquiry when no new data seemed to be
emerging. The writer could not be certain on the point when no new data would
emerge, and therefore continued beyond this point to achieve as full and representative
a picture as possible. The fact that data were not always new became irrelevant, and
access to the quantitative elements of the data increased in importance.

The ensuing reports outline how and why the study does not follow a conventional
line of enquiry but includes what the writer considers to be the most appropriate
methodologies and adaptations to these. The study therefore has not determined the
methodology, but the methodology has been adapted throughout to give the fullest
possible picture. This use and adaptation of appropriate methods to suit the real world
context is advocated by Murray & MacKay (1998), Robson (2000), and Lingbiao &
Watkins (2001). Thus, for example, a questionnaire survey was used to gain as much
information as possible from a large group of parents, and individual case study reports
were used as a means of illustrating and validating data obtained elsewhere. Structured
interviewing gave opportunities for probing and gaining a wider understanding of the
concept of dyslexia and associated matters. Full detail of the methods used and their

justification is given at appropriate points in the ensuing chapters.

This chapter has broadly outlined the methods which will be used to investigate policy,
practice, provision and management of dyslexia from pre-school into primary. It has

delineated the philosophy behind the study and briefly shown the methods of enquiry to
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be employed in eliciting both quantitative and qualitative information. Data analyses
including the use of computer technology will be described later. The strengths of the

various techniques used will also be discussed along with any methodological

difficulties in specific chapters.



CHAPTER 4

Possible Precursors and Indicators (Possible Predictors) of Dyslexia in
Young Children

This chapter will consider possible early signs which might indicate dyslexia at an
early stage of a child’s education in nursery or Primary 1 and consider the philosophy

behind the current study of early identification, its efficacy and its procedures for

development.

Because dyslexia has traditionally been defined largely in terms of discrepancies
(Nicolson, 1996; Nicolson & Segal, 1996), it presents problems for any who hope to
define dyslexia in young children who have not been at school for sufficient a time for
discrepancies, particularly chronological age/reading age discrepancies and
chronological age/spelling age discrepancies to develop. And yet it is for the very
reason that we do not wish discrepancies to develop that we seek to investigate and
research this very topic. We hope to predict those who are likely to develop dyslexia in
order to prevent i1t happening or to minimise the harmful effects which often accompany

difficulties in learning.

Popper (1957) distinguishes between what he calls “prophetic” and “technological”
or “conditional” predictions. Prophetic predictions are beyond our power to prevent,
and into this category would come typhoons and other natural disasters.
“Technological” predictions on the other hand tell us what we must do to achieve
something. Popper's own example of a conditional or technological prediction is the
statement that if we want to build a shelter to withstand a typhoon we must build itin a
certain way. In making this distinction Popper is criticising the notion of history as the
inevitable unfolding of “prophetic” predictions. (pp. 43-44)

There are two salient points which can be taken from Popper's distinctions. Firstly
we need to consider whether dyslexia can be a prophetic or a technical prediction. Do
we accept the inevitability of dyslexia in the sense that if it is going to happen, it will
happen, or do we consider we can put in place measures which will prevent it
happening, or at least minimise the effects of it happening if indeed there is an

inevitability factor? If we accept the prophetic version of dyslexia, as Francis Galton
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(1869) did of intelligence 1n stating that intelligence is governed by hereditary
constitution, then we accept that education at the early stages at least has little to offer
the dyslexic child. For too long, the process of awaiting the inevitable in terms of the
unfolding of the dyslexic condition has held true. The parents of dyslexic youngsters
have been told at an early age that it is too early to assess the child or it is too early to
do anything about it. There is however no evidence whatsoever that deliberate action
taken in the light of understanding cannot affect change.

Popper would, one assumes accept this philosophy, as he argues that the progress of
our knowledge is something we can never predict, except to say that “we cannot
anticipate today what we shall know only tomorrow” (Popper, 1960, p. x).

While dyslexia’s main feature is a difficulty in learning to read, it can be seen from
Chapter 1 and the checklists in the policy document contained in Appendix 3 that there
are a number of factors which are associated with dyslexia which suggest thatitis a
“pattern of difficulties” (Miles, 1983a, 1993; Nicolson & Fawcett, 1996) rather than a
unitary condition. Some of these difficulties are likely to be present, and apparent in
young children (i.e. prior to attendance at school, and in the early stages of a child’s
first year in primary school).

However from some current definitions, such as that of the British Psychological
Society definition described in Chapter 1, it can be seen that dyslexia is considered in
terms solely of “accurate and fluent word reading and/or spelling” and on “literacy
learning at the ‘word level’ and implies that the problem is severe and persistent despite
appropriate learning opportunities” (BPS, 1999, p.18). At the early stages of education
- nursery and early Primary 1 - it would therefore be unlikely that any child could be
identified due to lack of “appropriate opportunities” to learn to read and spell words.
This particular definition in practical terms denies the existence of dyslexia for children
at an early stage of education.

Plato distinguishes between the Forms of “existence” and “difference”. He asserts
that,“things which are not (are different from other things) nevertheless are (exist).” It
is pointed out that “that which is not” is different from “non-existence” and from the
“non-existent” both of which are covered in the phrase “the contrary of what exists (or
of existence)”. Existence and difference are “two Forms, both extending over the whole
field of reality and everywhere blending” (Cornford, 1935, p. 295).
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Accepting this argument, it could be contended that dyslexia “exists” at an early
stage, but is “different” from what it is or will be at a later stage when the child has
attempted to learn to read and write and spell. If dyslexia exists in older children and
adults, and is genetic in origin, then one must accept its existence in the very young too.
Only its manifestation will be different. Assuming then that it exists at an early stage,
one can then turn to the means of identifying what will require to be done to make a
difference to the likely prognosis for the child.

A number of current assessment tools claim to identify dyslexia early. Investigation
is required to establish if they do so with reliability, and if so, if they could feasibly be
used in a local authority context by early primary and nursery class teachers. This
would be required if they were to be a useful tool for the early identification of all
children who may be at risk of later failure when learning to read.

Currently, the main predictors of dyslexia are viewed as:
* familialincidence (De Fries, 1991; De Fries, Alarcén & Olson, 1997; Miles,
1983a,1983b, 1993; Ott, 1997)

While there is little doubt that heredity is a reliable factor to be considered in the
early identification of dyslexia (De Fries, 1991), it is often the case that teachers will
have no knowledge of other family members who may have been dyslexic unless older
siblings had particularly severe problems. Parents, although they may have had
difficulties themselves at school, may never have been formally identified.

e short term memory problems (Miles, 1983a, 1983b, 1993; Thomson, 1982)

This is generally evident when a child is asked to repeat a short sequence such as
numbers or letters, or to follow a few simple instructions. It will also be apparent in
attempts to solve mental arithmetic problems, though this is not generally requested of
children before they reach school age.

* sequencing problems (Miles, 1983a, 1983b, 1993)

This is apparent as a child has difficulties in learning sequences such as the alphabet,
the order of months in the year and multiplication tables. All of these relate to children
of school age, but difficulties may be detected by observing children doing up buttons
in sequence or in following a short sequence of instructions in a given order. This
inevitably relates also to short term memory problems, as without efficient working

memory, children will be unable to remember sequences anyway.
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* phonological awareness (Bryant & Bradley, 1985; Denckla & Rudel, 1976a;
Denckla & Rudel, 1976b; Goswami, 1992; Goswami & Bryant, 1990; Snowling,
1987; Snowling & Nation, 1997)

Difficulties in phonological awareness skills such as rhyming, use of analogy,
alliteration, phonological coding and phoneme segmentation, and the retrieval of
phonological name forms are well documented in the literature with considerable
numbers of experiments having been conducted between dyslexic children and reading
age matched controls.

* creafivity

There is a body of evidence which suggests that there may be a link between
creativity, artistic talent and superior visuo-spatial ability and people with dyslexia
(BPS, 1996: Everatt, Steffert & Smythe, 1999; Stein, 2001; West, 1991). There is
however little or no documented research as to whether this may be considered a
relevant factor in identifying those at risk of failure in literacy due to dyslexia at the pre-
school or early years stages. However it should be possible to evaluate this possibility
alongside others to establish if indeed dyslexic young people are more creative, artistic
or have superior visuo-spatial skills, or if perhaps these skills which have been
identified in adults with dyslexia may be a result of dyslexia, rather than an early
indicator. While many of these indicators are looked for at a later stage, they may be
present also at an early stage.

Up until the present, much of what has been claimed to refer to dyslexia at the early
stages has been a matter of opinion, and has related to longitudinal information which
looks at the skills and difficulties of older dyslexic children and relates these back to the
difficulties these children had when they were younger. They are based on a false belief
that correlation means causation, and there is considerable ambiguity as to what has
actually been established by the studies.

Plato, his predecessors and contemporaries were much occupied with ambiguities.
One such ambiguity which preoccupied Plato was that of opinion and knowledge.
Because there is no separate verb in Greek meaning “to exist” as distinct from “to be”,
Plato argues that there requires to be a distinction made between opinion and
knowledge. The field of knowledge, he argues, is what is, and opinion lies somewhere

between knowledge and 1ignorance (Stephanus, 1578/1987).



There are few studies which consider a whole group of children, with and without
learning difficulties, and track these children to establish if some of the children who
have no learning difficulties had early problems as well: in which case, the “difficulties”
may be nothing more than developmental delay, and their relevance as indicators of
dyslexia may have little if any validity.

If, however, indications (signs of dyslexia) are present, then it may be possible to
identify them before children learn to read and write. This will be investigated in the

course of the study.

The bilingual dimension

Because bi- or multi-lingual children in the course of learning English as an
additional language often display similar characteristics to dyslexic children, it is
important to take account of this possible confusion so that dyslexic bilingual children
are not denied appropriate support. Bilingual children may display some of the above
indicators while they are in the process of learning English for a number of reasons.
Phonological awareness can cause difficulties in English because of the interference of
the home language. In some languages the same sounds do not exist as there are in
English. Skills such as rhyming and therefore awareness of rhyme may not be required
and are therefore not considered to be of value. Sequencing too can be a problem,
especially in languages which do not read and write from left to right. What may seem
like a sequencing error may be due simply to some confusion over which language the
child is attending to at the time (Sunderland, Klein, Savinson, & Partridge, 1998;
Sunderland, 1999). Grammar, syntax, and punctuation, while these may differ from
English, are unlikely to be apparent indications of difficulties at the very early stages
though word order could become muddled due to different conventions.

In some cultures with oral traditions, skills of reading and writing are not considered
to be of value. Families who may have recently come to live in Scotland may therefore
still be coming to appreciate the importance of reading and written elements of literacy
in the Scottish cultural tradition, and how this has grown rapidly over the last hundred

years.
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Prognosis

Whatever the factors which may predict dyslexia, there is little doubt that for those
children who are recognised as having difficulties with reading at the early stages, the
outlook is good. The tools which claim to identify difficulties may have changed over
the years, but few doubt Boder’s (1971) belief that “when proper diagnosis 1s followed
up with appropriate remedial programs the prognosis 1s good for overcoming the
reading disability for most dyslexic children...”. (p. 293) It is therefore important that
any tools that can identify dyslexia before it becomes a problem should be investigated.
This study sets out to investigate such tools and their usefulness to an education
authority.

Karl Popper (1960), however, cautions us to be wary of tools that claim to predict, as
they may in an extreme case cause the happening they predict: “the happening may not

have occurred at all if it had not been predicted” (p. 15). This possibility must be borne

in mind.

This chapter has looked at the research into early dyslexia, the philosophy behind this
study and some of the problems which may be faced in the development of policy,
practice, provision and management of dyslexia at the earliest stages of a child’s

education.



CHAPTER S

Recent Developments in the Early Detection of Dyslexia

This chapter considers recent research into dyslexia at the early stages and the
development of assessment tools for dyslexia as it presents in the early years of a
child’s education. The main elements of the Cognitive Profiling System (CoPS1)
computer program and Dyslexia Early Screening Test (DEST) are outlined.

Overview

While the desirability of detecting dyslexia at an early stage is agreed by many
(Augur, 1996; Borstrom & Elbro, 1997; Lyytinen, 1997; Olisa & Campbell, 1999) the
reliability of such early detection has to be in question (Torgensen, Wagner & Rashotte,
1994). Tests such as those described 1n these chapters are still in their early years of
development and as the writer’s research into the CoPS1 computer program exemplifies
in Chapter 8 may not currently be reliable, although the claims made far exceed this.
All such tests and assessments require to be evaluated and consideration given to the
various areas of likely problems and how the outcome for children who show signs of
dyslexia can be affected. In devising a model of intervention, it will be important to

take all relevant factors into account.

Reading and pre-reading
While the implications of dyslexia may be considerably greater than its effects on

reading and pre-reading, nonetheless it is on these elements of dyslexia that most of the

definitions and studies concentrate. The Penguin Dictionary of Psychology describes
the word “reading” as “the process by which information is extracted from written or
printed text ” (Reber, 1995, p. 638). Reber states that reading is dependent on an
orthographic process (the relationship between the marks on the page and the sounds of
the spoken language 1n an alphabetic system such as English, and the marks on the page
and the word or concept in a logographic system such as Chinese) and a phonetic/
acoustic process and also a semantic/syntactic process. It is the relationship between
these interacting factors which Reber considers to have caused many of the problems

involved in the teaching of reading which are derived from “our failure as yet to
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understand fully these various processes” (Reber, 1995, p. 638). It would seem that,
even though there has been a considerable body of research into reading over recent
decades, we still have a considerable way to go to fully understand what happens when
we read, and hence, what happens when young people fail to learn to read.

Huey’s (1908) statement brings home to us just how little progress has been made
during the twentieth century towards a complete understanding of the reading process:
“To completely analyse what we do when we read would almost be the acme of a
psychologist’s achievements, for it would be to describe many of the most intricate
workings of the human mind, as well as to unravel the tangled story of the most
remarkable specific performance that civilization has learned in all its history” (Huey,
1908, p. 6). It would seem that we still have a considerable way to go before we can
claim to be able “to completely analyse what we do when we read”. More so we still
have a considerable way to go before we can claim to be able to completely analyse
what dyslexic children do when they fail to learn to read.

In Adams’ book, Beginning to Read: Thinking and Learning about Print, which
reviews, evaluates and integrates the vast and growing body of research and its
implications for children learning to read, headings such as “Words and Meanings:
From an age-old problem to a Contemporary Crisis” (Adams, 1990, p. 1), Concerns and
Conflicts (Adams, 1990, p. 1), tell us that all has not been unity and harmony in the
field of reading research. Itis with an awareness of the opposing views and
controversies that the writer enters the debate from the particular perspective of the
initially failing reader - the dyslexic child.

Frith (1985) presents a developmental model of the reading process consisting of:

1. Logographic Phase when a child recognises a word as a familiar unit by
association of the word with general graphic features.

2. Novice Alphabetic Phase when the child uses letter names or sounds along with

context to identify words.

3. Mature Alphabetic Phase when child can sound out words using their sound-

symbol correspondence.

4. Relational Orthographic Phase when child is beginning to learn spelling

patterns and relationships. To master this stage, the child must coordinate the

sounds in a word, the letter patterns in the word, and the meaning of the word.



5. Hierarchical Orthographic Phase when child starts to understand that words
comprise one or more morpheme. Decoding starts at the root of the word and
then considers prefixes or suffixes which may be added.

This developmental model sees the child as progressing through each of the stages.
It has been argued (Reid, 1997) that dyslexic children may find the alphabetic stages
problematic as they are unlikely to possess the necessary skills in phonics to be able to
coordinate letters to sounds and thus progress to automatic word recognition through
speedy recognition of letter shapes and patterns. Some recent work in this field
recommends that children who find the alphabetic stage difficult should not be taught
letter names at least until the second year of teaching (McGuinness, 1998). Detection
and identification of dyslexia at this stage therefore should be readily acknowledged.
Frith argues that writing helps the child to form the link to letter shape and pattern from
the sound. This is supported by the acknowledgement that children require visual
strategies for reading, but phonological strategies for spelling and writing (Bradley &
Bryant, 1991).

Goswami (1999b) acknowledges that learning to read requires a child to analyse
spoken language at the phoneme level. Because alphabetic letters correspond to
phonemes, learning the alphabetic code teaches a child that words are represented by
sequences of phonemes. Children learning to read “transparent” alphabetic codes (i.e.
those which have a one to one relationship between letter and sound (e.g., Spanish))
learn to read quicker and more fluently than those learning a non-transparent language
such as English (Frith, Wimmer & Landerl, 1998; Wimmer & Goswami, 1994).
Dyslexic children learning in a non-transparent alphabetic code learn particularly slowly
and disfluently. Dyslexic children, therefore, learning to read in English in Scotland,
may have considerably more difficulty than Spanish dyslexic children learning to read
Spanish in a Spanish school (Spencer, 2000). Findings from studies conducted in this
country may therefore not apply equally to other cultures and languages.

Bell (1997) illustrates the reading process by referring to a leitmotif of three

interlinked elements representing the essential aspects of literacy.
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Figure 3. Illustration of Bell’s view of the reading process (from Evely, 1998).
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Bell argues that all three elements must be tackled in an interactive way, with each
enhancing the learning of the others. Bell cautions of the dangers of developing any
one element without the others, a factor which the structured bottom-up phonic
programmes recommended for dyslexic children do not always acknowledge.

Recent studies have however given considerable weight to the importance of
phonology and phonological awareness in the development of pre-reading and reading
skills, and it would be hoped that it would be found possible to intervene in children’s
reading development before failure is apparent in any major element of the total
process. Many, such as Goswami and Snowling (Goswami, 1992; Snowling, 1995),
would argue that efficient reading and spelling has a direct relationship to the teaching
of phonology and phonological awareness at an early stage in a child’s development

whether or not dyslexia is present.

Phonology

Phonological awareness and processing are considered important predictors of young
children’s literacy development (Bryant & Bradley, 1985; Wagner & Torgesen, 1987;
Goswami, 1999a & b; Turner, 1997). The teaching of skills such as rhyming and
alliteration are considered vital if a child is to make progress in reading and written
language skills. Bryant and Bradley’s early work on rhyming and the teaching of
phonological awareness through techniques of thyme and analogy gave weight to the

use of multisensory work with young children. It was identified that children who are



taught rhyming skills alone make better progress than those who are not, but that those
children who are taught rhyming through practical strategies of making up words
themselves with plastic letters are those who benefit most (Bryant & Bradley, 1985).

Swan and Goswami (1997) studied phonological awareness deficits at the syllable,
onset-rime and phoneme levels in dyslexic children. Surprisingly they found no
phonological deficits at the syllable and onset-rime levels in comparison to both
chronologically matched and reading level matched controls when performance was
scored only for words that had adequate phonological representations. However deficits
where found at the phoneme level for adequately represented items in comparison to
both control groups. It would seem then that dyslexic children are capable of learning
rhyme and syllable awareness in the same way as other children but that individual
phonemes are more problematic. No explanation is attempted at this point.

Goswami (1999b) speculates that the reason for the dyslexic child’s problems is that
phonological representations do not develop adequately, or else are not represented
adequately. Input may be processed accurately by the brain, but the storage system is
inaccurate. Whatever the reason, this leads to marked difficulties with reading and
spelling acquisition.

Gillis and Miller (1999) argue that there is a hierarchy of skills required to develop
phonological awareness skills. These start by teaching the child to listen to a sequence
of sounds and then to reproduce the sequence, then advance through to a stage where
the child is taught to delete specific phonemes and manipulate these within a word.

This is a skill which children are assessed upon in Fawcett and Nicolson’s Dyslexia

Screening Test (1996).

A necessary prerequisite for the teaching of phonological awareness, the writer
contests, is the assurance that the child first hears the sounds. If there is no problem
with actual hearing, it would be important then to check on a child’s perception of
sounds. Itis necessary to ensure that a child knows how to listen and what they must
listen for. These are cautions which few writers acknowledge, perhaps assuming that
they are obvious to all, an assumption which this writer’s experience does not bear out.

While the development of literacy, it seems, is largely dependent on phonological
awareness skills, and there 1s some evidence that phonological awareness can be taught,

claims for the impact of such programmes are as yet modest (Brady, Fowler, Stone &
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Winbury, 1994), and it will remain to be seen if such training can prevent dyslexia
emerging as a later learning difficulty. Programmes such as Phonological Awareness
Training (PAT) (Wilson, 1993) and the Sound Linkage programme (Hatcher, 1994)
however claim high success and base their work on recent research into phonological

awareness 1n dyslexia. Programmes such as these will be discussed under the section

on provision in Chapter 16.

Speech and Language

Several recent theories of reading development propose that children set up direct
connections between representations of printed words and those of spoken words in the
child’s language system (Ehn, 1992; Rack, Hulme, Snowling & Wightman, 1994).
Knowledge embodied in these mappings later generalises to allow novel words to be
decoded, creating a more generalised reading ability. The status of children’s
underlying phonological representations as reflected in spoken language can therefore
predict to some extent the ease with which children may learn to read. Other
phonological tasks such as verbal short-term memory and verbal naming similarly
require access to phonological representations. Retrieval of phonological information,
detected in speech by word finding difficulties and object naming difficulties reflects a

dyslexic problem with retrieval of verbal information from long-term memory

(Snowling & Stackhouse, 1996).
Young dyslexic children are often reported to have difficulties with speech

production. (Brady, Shankweiler & Mann, 1983; Snowling, 1981) The difficulty is
considered to be due to problems with the segmentation processes that mediate between
speech perception and speech production. It is likely that these problems are due to
difficulties in establishing and later in accessing adequate phonological representations
(Snowling & Stackhouse, 1996).

This ties in with Goswami (1999b) who reports that dyslexic children may have
particular difficulties in coding the sound patterns of familiar words in their mental
lexicons. This offers an explanation of why it is that dyslexic children find
phonological awareness tasks problematic. Rhyming and language games help children

to specify key aspects of the sound patterns which may be found in the English
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language. These difficulties which children experience in this area, Goswami refers to
as the ‘phonological representations’ hypothesis.

Children’s first words are thought to represent fairly global phonological
characternistics. At the early stages of language development, children require to
discriminate only quite generally between words, and so quite holistic representations of
phonological forms will suffice. As more words come to be recognised, distinctions
require to be made between finer units of spoken language. The syllable is thought to
be the primary linguistic processing unit for English, as it is distinguished by a number
of auditory cues. Within the syllable, Goswami argues, the most salient linguistic units
are onset and rime. The rime consists of the vowel phonemes and any final consonant
phonemes. One syllable differs from another rhyming syllable because the phonemes
before the vowel are distinctive (e.g., ‘t’ in ‘tea’ or ‘tr’ in ‘tree’). Popular nursery
rhymes have strong rhythms which emphasise syllabification.

Scarborough (1990) found that children who were later assessed as dyslexic showed
subtle language impairments at the age of two years. These children were slower in
acquiring vocabulary and in the development of syntactic structures in language use.
Frith (1997) reports too that children at familial risk of dyslexia showed phonological
impairments at the age of three years when compared to children from unaffected
families. These children had difficulties in the repetition of non-words with an unusual
stress pattern (weak-strong as in balloon), but had no difficulty with words such as

basket (which have strong-weak patterns). They were also less able to recall nursery

rhymes and were less likely to notice a non-rhyming error in those they could recall.
Vocabulary skills were less well developed, but story-telling and articulation were not
found to be problems. The “at risk” group also knew fewer letters than those not “at
risk” though neither group had received any formal teaching of letter names (Frith,
1997). All these findings could have relevance for early identification of and
intervention for possible problems.

Stackhouse and Wells (1997) have adopted a speech processing view of dyslexia
which highlights the imporfance of speech 1nput - to process what children hear.
Without this, children will be unable to store accurate representations in their lexicon.
Inaccurate or imprecise phonological representations will result in difficulty in naming

or later spelling a word. Accurate output skills are just as necessary - to rehearse and
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segment utterances into their component parts, necessary for storing words, reflecting
on them prior to making a spoken response, and for the allocation of letters to sounds as
1s necessary for later spelling of words. Success in literacy, therefore, is due to success
with speech processing at input, representation and output levels (Stackhouse & Wells,
1997). All these skills will have relevance for the management of and provision for

dyslexia at the early stages researched in this study.

Balance

For some time it has been acknowledged that there can be an association between
dyslexia and clumsiness, sometimes attributed to dyspraxia, more often simply to poor
coordination. Explanations have previously considered this poor coordination to be due
to uncertainty over right and left with possible associations to a lack of hemispheric
dominance in the brain. However there has recently been a significant increase in

research into balance and dyslexia, much of this centred on the work of Angela Fawcett

and Rod Nicolson at the University of Sheffield.
According to Fawcett and Nicolson (1996b), “One of the most surprising findings in

dyslexia research is that dyslexic children suffer from difficulties in balance, especially
when they are not concentrating on the balance task” (p. 7). Fawcett and Nicolson
include a test of balance as part of both their Dyslexia Screening Test and their Dyslexia
Early Screening Test. They consider that their test of balance through assessing

children who have had a controlled push in the back is one which separates dyslexic

children from non-dyslexic poor readers. The reason for the poor balance in dyslexic

children 1s considered to be an abnormality or difference in the cerebellum of the

dyslexic brain.

Neurology

Neuroanatomical research evidence, mainly carried out through autopsies of dyslexic
brains followed by modelling of findings in experimental animals, suggests that areas of
the brain concerned with perceptual processing, as well as those involved in cognitive
and metacognitive tasks are anatomically affected (Galaburda, 1999).

Over recent years, progress in techniques which allow researchers to investigate the

processing of information in the brain as the processing is being carried out have



improved vastly. Research in this area however has been largely confined to older
children and adult dyslexic subjects, indicative of the controversial aspect of identifying
dyslexia in young children. Neuroimaging, it seems, will be an area of rapid
development for the future. Current findings with adult dyslexic subjects are entirely
consistent with a model of dyslexia which shows weakness in the phonological
processing system (Eden & Zeffiro, 1998). When performing tasks which require
phonological judgements, dyslexic adults show reduced activation in temporal and
parietal regions, particularly within the left hemisphere. Recent research reveals that
dyslexia has a “universal basis in the brain and can be characterized by the same
neurocognitive deficit” (Paulesu et al., 2001). Differences between dyslexia in
different countries and languages can be explained by the different orthographies, with
deep orthographies causing more and severer cases of dyslexia, while shallow ones
minimise dyslexic problems. This is consistent with a model of dyslexia which relates
to phonological processing difficulties. Reduced activation in the left middle, inferior,
and superior temporal cortex and the middle occipital gyrus was the universal feature of
dyslexia for word reading. Reduced activation was found with Positron Emission
Tomography) (PET) and functional Magnetic Resonance Imaging (MRI) scans.
Galaburda (2001) has found sex differences in sound processing ability and
processing speed in his experiments on animals with induced cortical malformations
such as those seen in dyslexic brains. The sex difference, he claims, is modulated by
the male sex hormones. These findings are likely to give a credible explanation of the
imbalance in numbers of male and female young people with dyslexia with males

outnumbering females by about 3 or 4 :1.

Automaticity

Automaticity refers to a process once it has reached a stage where it is carried out
without conscious thought and deliberate attention. Thus reading is a process which for
most in adulthood can be carried out without conscious attention and thought being
given to the matching of letters to sounds in order to blend these into words. For
efficient reading and writing to take place, children must reach a point when they no

longer require to attend consciously to the decoding and encoding of letters.
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Rapid automatised speeded naming tasks are found to be particularly problematic for
dyslexic children. These are tasks which require the child to name familiar items as
quickly as possible. Despite familianty with the phonological forms (such as digit
naming), the time pressure stresses the child’s phonological system, leading to poor

performance (Fawcett & Nicolson, 1996; Goswami, 1999b).

Multilingualism
Cline and Reason (1993) consider that the difficulties which young children have

because of immature phonological awareness and memory will face heightened
difficulties if the dialect or language they are accustomed to at home is not the same as
the language of the school and the print to which they are exposed. Pupils for whom
English is an additional language may experience difficulties in pronouncing sounds
which do not exist in their home language, thus also affecting comprehensibility
through additional problems with rhythm, stress and intonation (Avery & Ehrlich,
1987).

Assessment therefore for bilingual and emergent bilingual children is particularly
problematic (Eaude, 1996 & 1999; Reason, 1999). Cline and Reason (1993) have
argued that children from linguistic minorities are liable to be disadvantaged in
standardised tests, in particular IQ tests which are often used in the psychological
assessment of dyslexia. Consequently these children may not meet the criteria for a
discrepancy model of dyslexia, and therefore not receive any additional resources which

are specifically allocated to dyslexic children. Cline and Reason’s assertions are borne
out by statistical findings in local authority contexts where bilingual children are
significantly underrepresented in dyslexia provision (Inner London Education
Authority, 1985; Commission for Racial Equality, 1996; Crombie, 1999).

These problems and questions raised must lead to questions on whether discrepancy
definitions of dyslexia are valid for children from linguistic minorities (Frederickson &
Frith, 1998), or perhaps to whether IQ testing is an appropriate assessment tool for
linguistic minority children. There is a need to ensure that assessment does not bias
certain groups of children. To do this, it 1s necessary to consider not only language

factors, but also cultural matters to ensure that all children have their needs met in the

most appropriate context and by the most appropriate methods.
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The First International Conference on Multilingualism and Dyslexia held in
Manchester in June 1999 considered these questions and many others. What has been
an under-researched area for a variety of reasons from lack of understanding to fears of
accusations of racism 1s now being taken seriously, and the next years would be
expected to see a burgeoning of research in this field. To further this end, Tony Cline
and Tatheer Shamsi were commissioned to publish a literature review pertaining to the
relationship between dyslexia and English as an additional language in late 1999 (Peer,
1999). This literature review and its findings were published by the DfEE in January,
2000 (Cline & Shamsi, 2000). Failure of children learning English as an additional
language (EAL) to develop literacy after “normal teaching” is exceptional and is likely
to indicate literacy difficulties which are not the result of speaking a different language
outwith. These literacy difficulties and their effects on children at the early years of
their education will be further discussed in Chapters 7 (The bilingual dimension) and 20
(Conclusions and recommendations).

While there has been awareness of the relationship between minority groups and
English language reading difficulties for some time, Riessman argued that there are a
group of children for whom severe physiological factors outweigh any ethnic factors
which may influence the children’s reading development (Riessman, 1962). It would

seem that this is the group that we may term “dyslexic”.

Attempts to prevent reading failure

Current attempts to prevent reading failure by identifying early indicators and
intervening at point of identification are however not entirely new. Intervention has for
decades been considered the prionity of a few working in the fields of education,

psychology, psychiatry and neurology. Recognition has been given to the fact that

reading failure often leads to later psychological problems and underachievement of
potential (de Hirsch, Jansky & Langford, 1967). As early as 1935, Castner described
children with a cluster of traits which characterised pre-school children who were likely
to experience later reading failure. The fact that there are few who are aware of these
studies, and even fewer practitioners who take note of their findings is indicative of the
lack of impact and success these studies have had on the wider world of education.

There is however considerable similarity between much of the work done in the 1960s
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and present-day attempts to achieve the same aims. While the methods of presentation
of the material differ from previous approaches, the fundamentals bear considerable
similarity. Description is given here of two of the most commonly used standardised

tests which currently attempt to identify children with dyslexia just before or just after

school entry:

The Cognitive Profiling System (CoPS:) computer program

The Cognitive Processing System 1 (CoPS1) claims to be “a unique program for the
assessment of dyslexia” (Chameleon, 1997, p. 1). CoPS1 consists of the following eight
core tests, plus one supplementary test (Clown) designed to identify children who may

have difficulties in colour discrimination which might affect their performance on some

of the other cognitive tests:

Test Skills which program claims to assess
Zoid’s Friends Visual/verbal sequential memory (colours)
Rabbits Visual/sequential memory (spatial/temporal position)
Toybox Visual/verbal associative memory (shape & colour)
Zoid’s Letters Visual/verbal sequential memory (symbols)
Zoid’s Letter Names Visual/verbal associative memory (symbols & names)
Races Auditory/verbal sequential memory (names)

Rhymes and Alliteration =~ Phonological awareness (rhyming and alliteration)
Wock Auditory discrimination (phonemes)
Clown Colour discrimination (supplementary test)

According to the CoPS1 User Guide, “CoPS1 should ideally be used for screening all
children on school entry, or as soon as possible thereafter, 1.e. at the age of four or five
years. When used in this way, it can reveal many children who are likely to encounter
significant difficulties in learning basic skills but who might otherwise have passed
undetected at that stage” (Singleton, Thomas & Leedale, 1997, p. 1). It was with the
intent of identifying all children likely to expenience later literacy problems that East
Renfrewshire Education Authority introduced the CoPS1 program into all of its primary
schools and nurseries in the spring of 1998. The intention was to screen all nursery
children before they entered primary school, and all children who were in the current

Primary 1 classes. Older children, it was recommended, would only be tested if they
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were already showing signs of literacy problems. A quicker version of the program
where only selected tests are used (QuickCoPSt1), was available to minimise the amount

of time required for testing, and some establishments used this version.

The Dyslexia Early Screening Test (DEST)

Because of the implications implicit in the definition of dyslexia: that dyslexia refers
to a difficulty with reading and written aspects of language, early identification of
dyslexia at the pre-school stage tends focus on underlying problems and generally
associated difficulties, not on true identification of dyslexia (identification of reading
and written language difficulties). The Dyslexia Early Screening Test sets out to
1dentify dyslexia at the early stages, and if appropriate intervention is to be put in place
to prevent the associated difficulties developing, it is relevant that this test and others
with similar claims should be investigated to find if they can indeed reliably identify
dyslexia from associated signs, and if so, if this will help identify appropriate strategies

to alleviate later problems.

The DEST test battery consists of ten items which consider both attainment and
diagnostic information. There are two tests of attainment:
1. Digit Naming which checks whether a child can name the digits 1 to 9, and
2. Letter Naming which checks if a child is able to name lower case letters. The

letters are mainly those learned initially, but include a few which are learned

later.

Diagnostic tests are designed to look at factors generally associated with dyslexia.

These are:
1. Rapid Naming is based on the work of Denckla and Rudel (1976a; 1976b),

which provides support for the theory that dyslexic individuals are slower to
name pictures or colours when there is a series of stimuli to be named. The test
measures the time taken to name a page full of outline drawings.

2. Bead Threading finds out how many beads a child can thread in 30 seconds,
and is based on the theory that dyslexic children are poorer than average on tests
of fine motor skill involving hand/eye coordination.

3. Phonological Discrimination assesses the child’s ability to hear the difference

between sounds in words, such as ‘hit’ and ‘hip’. These are considered to be
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core deficits in children assessed as dyslexic (Stanovich, 1988a, 1988b; Bradley,
1980).

4. Postural Stability is one of the tests where, it is claimed, dyslexic children
score significantly worse than non-dyslexic poor readers. Dyslexic children
have difficulties with balance, especially when they are concentrating on another
task. These balance difficulties are said to be related to an abnormality in the
cerebellum (Young, 1994).

5. Rhyme Detection is a test of phonological awareness which assesses the ability
to tell whether words rhyme, and also to determine the first letter sound (Bryant
and Bradley, 1985; Bradley, 1980).

6. Forwards Digit Span gives an indication of a child’s working memory which
according to Thomson (1982) is a classic indicator of dyslexia.

7. Sound Order involves listening to a tape and saying which of two sounds
comes first when both sounds are presented quickly one after the other. There
are indications that this may be symptomatic of dyslexia, and also indicate
possible difficulties with phonological discrimination. It could also indicate

hearing problems (Newton & Thomson, 1976).
8. Shape Copying assesses the quality of pencil control when copying simple

geometric shapes. Dyslexic children often indicate poor control in this task
(Newton & Th;)mson, 1976).

CoPS1 and DEST as predictors of dyslexia

While presentation of the above tests differs from previous attempts at early
identification of dyslexia, nonetheless there is little evidence of new knowledge in
either of them. In the case of CoPS1 the medium of presentation is certainly different.
Comparison with the research for the Predictive Index conducted by de Hirsch, Jansky
& Langford (1967) reveals much that is common. Factors such as letter naming, rhyme
detection, auditory memory (digit) span, balance (postural stability), shape copying
(Bender visuo-motor gestalt) and auditory discrimination have been highlighted as
being dyslexia sensitive indicators. However as the work from the 1960s has met with
little success 1n the reliable identification of dyslexia at an early stage, further

investigation of these present tests requires to be evaluated as they too may go the way



of their predecessors. These and other factors will be considered further in Chapters 11

and 12 on early identification on screening.

This chapter has outlined some of the recent research into reading and dyslexia at the
early stages of a child’s education. The main features of the Cognitive Profiling System

(CoPS1) computer program and Dyslexia Early Screening Test (DEST) have been

outlined.
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CHAPTER 6

East Renfrewshire Survey of Parents of Pre-school
and Primary 1 Children

This chapter sets out the detail of a survey conducted with East Renfrewshire parents of
children in their pre-school year and Primary 1 in 1998. It considers social and genetic
factors which might influence the development of dyslexia. A follow-up study which
looked back on children who were later assessed as dyslexic with evaluation of the
earlier survey data considers the effect of early social factors and heredity on the later

development of dyslexia. A second survey conducted in 2001 is also reported.

Introduction
According to Rutter, Tizard and Whitmore (1977), “Social planning is an illusion

without adequate facts; and the adequacy of services mere speculation without
evaluation” (p. 318). Research, it is posited must be a continuing and permanent feature
of any department concerned with social provision. Provision for young dyslexic
children, as with all special needs, must be planned. Most previous planning has not
involved planning for dyslexia at an early age. The main reason for this lack of
planning is that dyslexia does not generally emerge as a problem until later when
reading and writing have not developed as teachers had expected. With the acceptance
of research findings which view dyslexia as a genetic disorder which is present from
birth and before, this lack of early planning is no longer acceptable. This study
endeavours to provide evidence for a means of remedying this situation in the East
Renfrewshire context.

Questions about the existence of dyslexia were posed throughout much of the last
century. The terminology used is indicative of the intensity of the debates and conflict
which have developed since Morgan first described the dyslexic boy who wrote his
name as “Precy” (Morgan, 1896). Terms such as “strephosymbolia” (Orton, 1966),
“dyssymbolia” (Critchley, 1964), “word-blind” (Hinshelwood, 1917) and “syndrome”
(Miles & Miles, 1990) serve to illustrate the different views taken. Not only have there
been debates over names, but also over qualifying words such as “specific”,

“developmental” and “congenital” (Reid, 1977, p. 135). However amid all the conflict,
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the children who have presented with the reading difficulties have shown considerable
similarity (Miles & Miles, 1990).

While some have debated terminology, others have debated the very existence of
dyslexia (Portsmouth & Caswell, 1988), maintaining that it is impossible to separate
those who are dyslexic from those who have reading difficulties generally. Not denying
the difficulties the children have, many consider the problems as having emotional
causes or to be due to deprivation, lack of exposure to books in the home or perhaps
inadequate teaching or lack of motivation (Vernon, 1977). Some recent studies
concentrate on heritability and genetics (Grigorenko, 2001; Grigorenko et al., 1997,
Pennington & Lefly, 2001). Others concentrate on neurological differences (Galaburda,
2001). Fnith’s model of dyslexia as existing at various different levels has been outlined
in Chapter 1 and will be developed later.

Reading habits including frequency of buying books and visiting a library could give
insight into some social factors which might contribute to the development of dyslexia
if indeed these are relevant. Investigation of these factors would therefore be relevant in
questionnaires to survey local authority parents.

Goswami (1990) believes that children who are aware of rhyming relationships
between spoken words can readily learn to use orthographic relationships between
words when learning to read new words by a process of analogy to words already
known. Evidence of phonological weaknesses in dyslexic children has been well
supported in the literature (Hulme & Snowling, 1992; Lundberg & Hoien, 2001;
Scarborough, 1990; Stanovich, 1988b). There is strong evidence that in children who
later become dyslexic, phonological factors, some of which are related to speech
processing skills, are evident at a young age (Nicolson, Fawcett, Moss, Nicolson &
Reason, 1999; Snowling & Nation, 1997). This often manifests itself in a speech
difficulty at the early stages of speech development. Snowling & Nation (1997), on
reviewing the evidence, consider that the phonological weaknesses relate not just to
awareness of sounds and sound patterns in words, but also to speech production,
perception, verbal short-term memory and object naming. This may mean that children
who have speech difficulties and require therapy may be more subject to dyslexic

difficulties than others who do not (Stackhouse & Wells, 1997). If so, then parents,

medical or nursery staff are likely to have requested referral to a speech therapist.
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In seeking to study whether or not factors such as exposure to books, being read to at
home during the early years of childhood (when considered alongside a family’s history
of dyslexia) affect the development of dyslexia, a questionnaire was drawn up to go to
the parents of all children in Primary 1 and to children in their pre-school year at local
authority nurseries. Methods of parental support to dyslexic children has tended to
focus on strategies of paired and shared reading with little acknowledgement of the
most effective ways in which parents and carers can best help children learn to read
(Collins & Matthey, 2001). A knowledge of the background of dyslexic children could
possibly help inform recommendations made to parents if 