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ABSTRACT
Research confirms that dyslexia is the most common form of learning disability that exists in
schools today. Continuous dyslexic research has narrowed in on specific characteristics of the
disability, yet many dyslexics still struggle academically. The need for additional literature
resides within the success stories of dyslexic individuals who have overcome their educational
deficits and have persevered in academic arenas. This study examined factors contributing to the
academic success of students with dyslexia and their ability to transcend academic barriers as
they continue the journey into post-secondary education. Additionally, this study explored the
influences of the educational methods, support structures such as family, peer and school
mentorship, and coping strategies that might have affected the dyslexic learner’s academic
performance. This phenomenological qualitative study utilized semi-structured interviews to
capture the lived experiences of eight high-achieving students with dyslexia who had recently
graduated or were on track to graduate from a post-secondary university. Interview questions
were piloted and checked for validity. To ensure information-rich data, purposeful sampling was
implemented to create a pool of participants that fit the phenomenon of high-achieving students
with dyslexia through dyslexic organizations and the snowballing effect of participants. The
findings of this study linked self-knowledge, motivation, child advocacy, and academic skills
with the ability for dyslexic students to transcend barriers of learning set by their disability and

become high achieving students.
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Chapter |
Introduction

Approximately 45 million students in the United States are said to be dyslexic, yet only
five out of every one hundred dyslexics are diagnosed and receive assistance (Dyslexia Research
Institute, 2015; Harrar et al., 2014; Siegel, 2006; Zambo, 2004). Dyslexia is considered the most
common learning disability, currently accounting for 80% of special education students in the
nation. An estimated one in five children are believed to be afflicted by this disability (Harrar et
al., 2014; MacCullagh, Bosanquet, & Badcock, 2017; Shaywitz & Shaywitz, 2016; Zambo,
2004). As aresult of the significant number of children with dyslexia, classroom teachers and
parents are faced with the responsibility of identifying effective instructional and coping
strategies in order to address this educational challenge (Baglieri & Knopf, 2004; Ball, 2015;
Shaywitz & Shaywitz, 2016; Waddington, Jacob, & Bailey, 1996). The use of multiple
strategies and interventions to limit social-emotional and learning barriers is imperative for
dyslexic student’s academic success (Berman & Stetson, 2018; Burden & Burdett, Catts,
20172005; Mather & Wendling, 2012).

Individuals with dyslexia often experience adversity as children, both academically as
well as socially, through exclusion and bullying by peers due to their learning differences
(Alexander-Passe, 2015; Locke, Scallan, Mann, & Alexander, 2015; Snowling, 2012). The
academic achievement gap between dyslexic and non-dyslexic students is striking. Over one-
third of students with dyslexia read at a below basic level and rank in the bottom quartile in
academics within their student body (Ferrer et al., 2015; Hudson, High, & Al Otaiba, 2007;

Siegel, 2006). Moreover, national trends indicate that approximately 62% of the dyslexics who



read below grade level ultimately drop out of high school (Ferrer et al., 2015; NCES, 2017). The
national average overall GPA is 3.0 and 2.65 in core classes, yet it is reported that students with
dyslexia rank below national average in math, science, English, and social studies (Ferrer et al.,
2015; NCES, 2016). Data provided by the National Center for Education Statistics (NCES,
2017), reflect that 35% of all students who drop out of high school are dyslexic (NCES, 2017).
Those who stay in school typically have low self-esteem and difficulties interacting in social and
academic settings (Al-Lamki, 2012; Reid, 2016; Turunen, Poskiparta, & Salmivalli, 2017).
Additionally, it is estimated that only 2% of dyslexics who enroll in post-secondary education
ultimately graduate with a degree (Al-Lamki, 2012; Lombardi et al., 2016). Students with
dyslexia as a group perform poorly in academics, represent a higher than national average high
school dropout rate, and have low college enrollment and completion rates (Ferrer et al., 2015;
NCES, 2017).

Educators and parents need to implement strategies that positively affect the dyslexic
learner in the classroom (Baglieri & Knopf, 2004; Ball, 2015; Exley, 2003; Sutton & Shields,
2016). Two distinct characteristics of a child with dyslexia are poor reading and decoding skills.
Dyslexic children are often unable to read as many sight words as the average reader (Hudson et
al., 2007; Siegel, 2006). Students with dyslexia also illustrate decoding difficulties while reading
and computing mathematical models (Fletcher, 2009; Hudson, High, & Al Otaiba, 2007; Nash et
al., 2016; Snowling, 2012). As early as first grade, substantial achievement gaps in reading
comprehension and ability, spelling, and sight word recognition between dyslexic and traditional
students begin to appear. These gaps increase with each additional year in school (Ferrer et al.,
2015; Hudson et al., 2007; Siegel, 2006). Students with dyslexia require assistance from

specially trained individuals using multisensory approaches of education to facilitate linguistic



support (Ball, 2015; Harrar et al., 2014; MacCullagh et al., 2017; Mills, 2018). In an effort to
sustain significant academic growth in students with dyslexia, it is important to involve diverse
strategies of education such as tactile, motor sensory, and auditory forms of education (Harrar et
al., 2014; MacCullagh et al., 2017; Mills, 2018; Moats, 2010). For students with dyslexia,
achievement is determined by many variables. Many experts believe that students with dyslexia
can achieve academic success (Handler, 2016; Shaywitz & Shaywitz, 2016).

Despite the challenges that individuals with dyslexia encounter, research illustrates that
this group of students can succeed at equal rates of success as their non-dyslexic counterparts
(Cancer, Manzoli, & Antonietti, 2016; Mourgues, Preiss, & Grigorenko, 2014; Taylor, 2014).
Students with dyslexia often surpass the educational output in the fields of creativity, analyzation
of problem solving, generation of alternative solutions, and the ability to foresee consequences
(Cancer et al., 2016; Ehardt, 2009; Mourgues et al., 2014; Taylor, 2014). There is a small
population of dyslexics that are exceeding expectations and pushing academic boundaries despite
their learning disabilities (Goodey, 2016; Porsteinsson, 2015). The high-achieving dyslexic
represents the estimated 2% of students with dyslexia who have successfully gained acceptance
into a post-secondary university and graduated with a four-year degree (Al-Lamki, 2012). This
unique population has surpassed the larger percentage of dyslexics who are often seen as
academic outcasts (Kendall & Taylor, 2016; Shaywitz & Shaywitz, 2016).

Statement of Problem

Individuals with dyslexia make up to 15% of the United States student population, yet
roughly only 2% of the students with dyslexia that enroll in post-secondary institutions
ultimately graduate (Al-Lamki, 2012; MacCullagh et al., 2017; Redpath et al., 2013; Russak &

Hellwing, 2015). Additionally, the national average of graduation rates for persons with



disabilities is 20% lower than the rest of the student population, and 41% of the disabled student
population is diagnosed as dyslexic (Balfanz et al., 2014; Brandt & Mclntyre, 2016; Newman &
Madaus, 2014; Showers & Kinsman, 2017). It is estimated that 35% of students with dyslexia,
two times over the national average, drop-out of high school prior to completion (NCES, 2017).
Research indicates that there is a disconnect between the number of students diagnosed with
dyslexia and those who successfully graduate from high school, enroll in a post-secondary
institution, and ultimately earn a college diploma (Al-Lamki, 2012; Brandt & Mcintyre, 2016;
Redpath et al., 2013; Russak & Hellwing, 2015).

High percentages of dyslexics, many undiagnosed, either do not graduate high school, do
not obtain a post-secondary education, or find themselves in the prison population due to the lack
of success caused by the absence of strategic implementation strategies or a deficiency in early
identification and intervention (Alexander-Passe, 2016; Berman & Stetson, 2018; Catts, 2017).
Students with dyslexia’ primary difficulties are with reading, writing, and phonological
processing (Callens, Tops, & Brysbaert, 2012; MacCullagh et al., 2017). Research has estimated
that students with dyslexia make up 2.4% of the university population (Higher Education Student
Affairs [HESA], 2015). Once in college, however, many dyslexics continue to struggle due to the
large amount of reading and processing that is required. Research confirms that students with
dyslexia consistently underperform on written, linguistic, and reading portions of tests when
compared to their non-dyslexic counterparts (Callens et al., 2012; Ferrer et al., 2015; Peterson &
Pennington, 2012; Shaywitz, Morris, & Shaywitz, 2008). It is estimated that only 2% of the
2.4% of dyslexic learners enrolled in college will ultimately earn a degree (Al-Lamke, 2015;

Balfanz et al., 2014; Showers & Kinsman, 2017). Despite such academic barriers, a small



population of dyslexics are finding success within the academic setting (Alexander-Passe, 2017;
Berman & Stetson, 2018).

The purpose of this study was to provide insight into the phenomenon of the high-
achieving dyslexic student. Indicators used in this study to differentiate high-achieving dyslexics
from typical dyslexics include: 1) an earned GPA of 2.5 or greater in university course work, and
2) three or less semesters of coursework left to fulfil degree requirements 3) or have recently
graduated from a university. This investigation sought to better understand the factors that
impact the success of students with dyslexia and their ability to transcend academic barriers as
they continue the journey into post-secondary education. Additionally, this study examined the
influences of the educational methods, support structures such as family, peer, and school
mentorship, and coping strategies that might have affected the dyslexic learner’s academic
performance.

Background

Dyslexia is the most common as well as most studied learning disability in the United
States, accounting for 80% of all leaning disability diagnosis (Handler, Fierson, Rainey, &
Cooper, 2016; Shaywitz et al., 2008). Despite the number afflicted and the sheer amount of
studies conducted, there are varying degrees of knowledge about why certain dyslexics are able
to succeed and overcome the disabling effects of their condition. Dyslexia is a neurological
disorder that affects the reading, cognition, comprehension, and spelling abilities of this
population (Berninger, Lee, Abbott & Breznitz, 2011; Catts, 2017; Harrar et al., 2014; Norton,
Beach, & Gabrieli, 2015; .Siegel, 2006; Zambo, 2004). To fully understand the learning
disability of dyslexia, it is important to first look at the individuals behind the struggles and then

look toward scientific research connected to the disability.



Dyslexia is caused by the underutilization of the left hemisphere and a defective central
bridge of tissue in the corpus callosum, which is a section of the brain connecting both
hemispheres and made up of a dense strand of nerve fibers (Berninger et al., 2011; Harwell &
Jackson, 2008; Mascheretti et al., 2017; Moats, 2010). Individuals with dyslexia are
characterized as performing below average on decoding skills, reading fluency, and reading
comprehension (Fletcher, 2009; Harwell & Jackson, 2008; Moats, 2010; Peterson & Pennington,
2012). Through new brain imaging techniques, scientists can now test the theory that dyslexia is
a brain disorder caused by the inability of information to travel from one area of the brain to
another (Haspel, 2016; Shaywitz & Shaywitz, 2016). Neurological research states that the
educational disabilities of students with dyslexia could be linked to structural differences within
an important information highway between the frontal lobe, angular gyrus, and the temporal lobe
in the brain (Norton et al., 2015; Mascheretti et al., 2017; Shaywitz et al., 2008). Figure 1 shows
the brain and interconnected highways in which cognitive processing, reading skills, and

linguistic spelling ability travel to the necessary parts of the brain.



Figure 1

Non-Dyslexic Brain vs. Dyslexic Brain When Reading

NON-DYSLEXIC BRAIN vs. DYSLEXIC BRAIN WHEN READING

Non-Dyslexic Dyslexic
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and the meaning of the word.

Broca’s Area

Research in neuroscience reveals that the brain functions differently in people with dyslexia than those without it.
These structural and neural differences make it more difficult for people with dyslexia to read, spell and write. For
example, in the left brain hemisphere, three dominant areas of the brain are usually activated for reading, but in
those with dyslexia, only one area of the brain is being stimulated.

Note, From See to Spell “Non-Dyslexic Brain vs. Dyslexic Brain When Reading” by Shawn
Denise Cunningham 2018. (http://www.seetospell.com). Reprinted with permission (Appendix

J).

Students with dyslexia who exhibit characteristics of giftedness tend to learn best through
a visual-spatial learning style (Dyslexia Research Institute, 2015; Giovagnoli, Vicari, Tomassetti,
& Menghini, 2016; Silverman & Freed, 1991). Traditionally, schools have been designed for the
auditory-sequential learners. The auditory-sequential learner academics strengths consist of
reading, writing, spelling, calculation, memorization, and perform well under timed conditions.

The traditional school design that is built upon an auditory-sequential framework does not



benefit the dyslexic learner (Elkabariti, Shalaby, Khalil, Mahmoud, Nada, & Khattab, 2017,
Reid, 2016; Waddington et al., 1996). Many teachers and educational entities do not have
research-backed data to show which instructional methods work best with the dyslexic
population, nor do they know the direct benefits of using such methods (International Dyslexia
Association, 2012).

When dyslexic individuals attempt to read, the front portion of their brain, or left cortex,
is over-stimulated while crucial portions in the center and back of the left side of the brain are
under-stimulated (Mascheretti et al., 2017; Peterson & Pennington, 2012; Snowling, 2012;
Waddington et al., 1996). These challenges impact spelling and the development of reading and
linguistic skills and cause a roadblock that impedes information from being processed. It is
important to note, however, that below average intelligence is not correlated to dyslexia
(Peterson & Pennington, 2012; Snowling, 2012; Waddington et al., 1996). In fact, many
students with dyslexia are gifted with creativity and the ability to succeed given the right support
structures that enhance their academic chances for success (Cancer et al., 2016; Shaywitz et al.,
2008).

In its infancy, researchers believed that dyslexia was only the inability to correctly
transcribe letters (Fletcher, 2009; Harwell & Jackson, 2008; High et al., 2007). In the early
1900’s children with reading difficulties were automatically labeled as dyslexic (Reid, 2016;
Shaywitz et al, 2008). The problem with this diagnosis was that dyslexia goes beyond poor
reading levels. Children’s reading levels range sporadically during the first few years of
elementary school for a variety of reasons. Researchers now define dyslexia as a learning
disability characterized by literacy difficulties including, reading, comprehension, lexicon

processing, and spelling (Peterson & Pennington, 2012; Reid, 2016; Siegel, 2006; Snowling,



2012). Individuals who are dyslexic do not inexorably suffer from a lack motivation toward
academics, a lack of intelligence, or vision or hearing problems that would hinder their
schooling. Dyslexics do, however, suffer from a genetic, neurological disorder that interrupts the
pattern of thought between the brain and lexicon processors (Reid, 2016; Shaywitz et al., 2008).
Dyslexia is a learning disability that is a lifelong condition. However, with proper help,
many people with dyslexia can enhance their ability to read, spell, and comprehend linguistic
material sufficiently (MacCullagh et al., 2017; Snowling, 2012; Siegel, 2006). It is of paramount
importance to identify dyslexia early in hopes of allowing academic success to take root (Catts,
2017; Earey, 2013; International Dyslexia Association, 2012; Lasley, 2009; Reid, 2017).
Despite the obvious need for early detection as well as implementation of dyslexic aiding
strategies, little is done to modify the general classroom setting in order to benefit students with
dyslexia. It is imperative that the education of students with dyslexia include proper
accommodations and modifications for the purpose of the enhancement of student
comprehension (Waddington et al., 1996; Zorzi et al., 2012). Accommodations assist the learner
by implementing strategies to assist the student such as the use of listening devices or extra time
on assignments; whereas modifications change what the child is expected to learn such as
assigning shorter readings or limited homework (Newman & Madaus, 2014; Showers &
Kinsman, 2017). By exploring the most impactful interventions, teachers with students with
dyslexia can better equip themselves for the academic improvement of the dyslexic student.
Dyslexics often develop ways of compensating for their disability. Research states that
students with dyslexia abilities are enhanced through differentiated instruction, addition of
graphic organizers, modeling, blocking out of extra stimuli, highlighting important information,

shortened assignments, inclusion support, and the use of technology (Mercer, 2002; Siegel,
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2006). Researchers have expanded the scope of strategies deemed as significantly effective for
dyslexic learners by adding phonics techniques, word assimilation strategies, peer grouping, and
cooperative learning communities (Ball, 2015; Harwell & Jackson, 2008; Peterson &
Pennington, 2012; Torgensen, Wagner, Rashotte, Herron, & Lindamood, 2009).

According to the NCES (2017), 59% of the United States’ population earned a bachelor’s
degree. Today an increasing number of students with dyslexia enter college due to better systems
of guidance, accommodations, and modifications throughout their primary and secondary
education (Callens et al., 2012; Reedy, 2017). However, only 2% of the dyslexic population
reach and graduate from a post-secondary university (Al-Lamki, 2012; Brandt & Mclntyre,
2016; Redpath et al., 2013; Russak & Hellwing, 2015). Through research studies and the
continued development of academic programs geared at assisting the dyslexic learner, the
dyslectic community has shown their ability to succeed at a high academic level. A dyslexic
student often possesses a higher rate of creativity than their nondyslexic counterparts (Cancer et
al., 2016; Gobbo, 2010.) Representing the largest percentage of learning disabilities, dyslexia is
responsible for much of the reading, comprehension, and spelling deficiencies that appear in
many individual’s life (Siegel, 2006; Torgensen et al., 2009; Zambo, 2004). Throughout the
1900’s and 2000’s much has been learned about dyslexia, yet little is known about what makes
some dyslexics fail and others succeed (Malpas, 2017; Reid, 2016; Gobbo, 2010).

Research Questions

The purpose of this investigation was to provide insight into the phenomenon of the high
achieving dyslexic student. Social learning theories that include facilitating structures and
coping mechanisms can aid in the development and academic achievement of the dyslexic

population (Bandura, 2016). A qualitative phenomenological study was used to explore the lived
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experiences of eight high-achieving students with dyslexia and to examine the factors that
contributed to their successful enrollment and academic success in post-secondary education.
Several worthy research questions were constructed to guide the research as well as provide
focus toward an educational methodology geared toward students with dyslexia’ academic
success (Creswell, 2014; Marshall & Rossman, 2016; Yin, 2014). Four questions were posed:
1. To what do high achieving students with dyslexia attribute their academic success?
2. To what extent do students with dyslexia feel the support from family, teachers, and peers
contributed to their academic success?
3. How does the understanding of their learning disability impact the academic success of
students with dyslexia?
4. How do students with dyslexia overcome the academic challenges encountered as a result
of their learning disability?
Description of Terms
The necessity to create a clear and precise understanding of the vocabulary is based upon
the ever-changing characteristics and the experimental data of dyslexia that have been utilized
in this study. Generating a description of terminology adds clarity in a research study that
involves many scientific and educational vocabulary unique to those fields (Creswell, 2014;
Marshall & Rossman, 2016). Though the understanding of these subject specific terms, a better
insight of the research can be gained.
Academic performance/success. A student’s ability to blend intellectual ability,
motivation, and preferred learning styles together in the culmination toward a successful

extrinsic factor such as grades (Cachia et al., 2016; Mihaela, 2015)
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Accommodations. Strategies used within education to assist struggling learners and
improve their comprehension of material (Newman & Madaus, 2014; Showers & Kinsman,
2017).

Bracketing. A researcher format that is used to remove predispositions and personal
experiences throughout the data collection process and place the participant at the pinnacle of the
research (Chan, Fung, & Chien, 2013; Peters & Halcomb, 2015).

Coding. In qualitative studies, it is the process in which the researcher organizes and
sorts the data into themes (Padgett, 2016; Richards, 2014; Saldafa, 2015).

Cooperative learning communities. A method of learning and teaching in which
students’ education is enriched by a group setting of education (Ball, 2015; Harwell & Jackson,
2008; Peterson & Pennington, 2012; Torgensen et al., 2009).

Decoding skills. The process of translating a written or typed word into a sound (Catts,
Herrera, Nielsen, & Bridges, 2015; Keenan, Betjemann, & Olson, 2008; Nelson, Lindstrom,
Lindstrom, & Denis, 2012).

Differentiated instruction. A type of education that refers to a wide variety of teaching
and learning lessons used to engage a wide variety of students. Differentiated instruction is a
key component in today’s lesson cycle in fulfilment of the goal of engaging all students (Arrow,
Chapman, & Greaney, 2015; Exley, 2003; Baglieri & Knopf, 2004).

Dyslexia. A disorder primarily affecting reading and spelling development, usually
associated with impairments of phonological processing, verbal processing speed, and verbal
short-term memory (Al-Lamki, 2012, Berninger et al., 2013; Snowling, 2012).

Educational methods. Encompasses the different ideologies and approaches used by

educators to support the learning and growth of student (Elliot, 2015; Thomas & Green, 2015).
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Gray brain matter. The section of the brain that is responsible for processing sound
structure and language (Farah, Schmithorst, Keith, & Holland, 2014; High et al., 2007; Wylie,
Weber, Sacchetti, Acosta, & Genova, 2017).

High-achieving student. As defined by the researcher for the purpose of this study, a
high-achieving student is one that is currently on track to graduate or has recently graduated
from a post-secondary university with three semesters or less of coursework remaining, or have
recently graduated, and has earned at least a 2.5 GPA at the university level.

Inclusive support. Refers to the support given to a child with disabilities that has been
placed into a general education class. Examples of such support features are notetaking
assistance, recording of class lectures, copies of teacher notes, and sign language (Alias &
Dahlan, 2015; Hulme, Nash, Gooch, Lervag, & Snowling, 2015).

Journaling. A process of logging entries that depicts the way the researcher is avoiding
or implementing strategies to relieve or eliminate bias in their research (Chan et al., 2013;
Creswell, 2014; Marshall & Rossman, 2016).

Language Experience Approach (LEA). A systematic method of literacy education
focusing on a child's existing experience of language (Ball, 2015; Harwell & Jackson, 2008;
Peterson & Pennington, 2012; Torgensen et al., 2009).

Learning disability. A disorder associated with one’s ability to acquire knowledge.
Knowledge and skills of individuals with a learning disorder fall below other individuals of the
same age (Harwell & Jackson, 2008; Wessel & Spears, 2015).

Lexicon processing. A common term referring to the processing of single words,
characteristically in the context of visual or auditory word recognition (Carroll, Solity, &

Shapiro, 2015).
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Lindamood Phoneme Sequencing Program (LIPS). A program that has
been developed using phonemic awareness, reading, spelling, and speech. Participants of the
program discover the physical characteristics of each phoneme and use this kinesthetic feedback
to verify sounds within words (Torgensen et al., 2009).

Linguistic skills. Skills that are associated with the structure of language including the
physical aspects of sounds, the cognitive aspects of sounds, and the formation of words (Hogan,
Adlof, & Alonzo, 2014).

Member checking. A technique used in qualitative research that seeks to explore the
credibility of the interview results (Birt, Scott, Cavers, Campbell, & Walter, 2016; Henwood,
2014).

Modifications. An education systems ability to reduce curriculum for students with
special needs and learning disabilities (Newman & Madaus, 2014; Showers & Kinsman, 2017).

Multisensory approach. The differentiation of material into different modalities that is
geared toward student’s preferred learning style. The various learning styles are visual, auditory,
kinesthetic, and tactile (Baglieri & Knopf, 2004; Harrar et al., 2014; MacCullagh et al., 2017;
Mills, 2018).

Multisensory education. A type of educational philosophy that draws on presenting
information to students via three modes of senses: visual (sight), auditory (listening), and tactile
(touch) (Oakland, Black, Stanford, Nussbaum, & Balise, 1998).

Neurobiology. A branch of science that deals with the anatomy, physiology, and

pathology of the nervous system (Haspel, 2016).
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Neuroimaging. The science of the production of images of the brain or other parts of the
nervous system by techniques, such as magnetic resonance imaging or computerized
tomography, that gauge activity (Haspel, 2016).

Neuropathologist. A physician concerned with diseases of the nervous system and brain
function (Haspel, 2016).

Phenomenological study. A type of qualitative research that places emphasis on
describing a "lived experience" of a phenomenon (Anderson, 2010; Creswell, 2013; Eddles-
Hirsch, 2015; Maxwell, 2015; van Manen, 1990).

Phonics. A technique of literacy and reading education that uses correlating sounds with
letters or groups of letters in an alphabetic writing system (Ball, 2015; Harwell & Jackson, 2008;
Peterson & Pennington, 2012; Torgensen et al., 2009).

Post-secondary education. The education that is obtained after high school. This
education can be trade or academically based. For this research we are looking at academic post-
secondary education (Lombardi et al., 2016).

Reading for Life (R4L). A linguistic program designed towards providing phonic
assistance to strengthen vocabulary and reading abilities (Hornery, Seaton, Tracey, Craven &
Yeung, 2014; Torgensen et al., 2009).

Reading comprehension. The ability to read, process, and comprehend textual meaning
(Hornery et al., 2014; Torgensen et al., 2009).

Reading fluency. The rate at which an individual is able to accurately process written
information. Aspects of reading fluency may include decoding fluency, processing speed,
vocabulary, letter sound fluency, and sight word fluency (Hudson, Lane, Pullen, &

Torgesen, 2009; Stevens, Walker, & Vaughn, 2016).
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Read Write Type (RWT). A linguistic program that provides explicit instruction and
practice in phonological awareness, letter sound correspondences, and phonemic decoding, but
does so primarily in the context of encouraging children to express themselves in written
language. In this program, children spend a greater proportion of their time processing
meaningful written material, and they are encouraged to acquire “phonics” knowledge to enable
written communication (Exley, 2003; Harwell & Jackson, 2008).

Reflexivity. A commonly used research tool in qualitative investigations that helps
legitimize, validate, and question research practices and representations to avoid bias (Berger,
2013; Pillow, 2010; Silverman, 2016).

Self-efficacy. One's belief in one's ability to succeed in specific situations or accomplish
a task (Bandura, 2012).

Semi-structured interviews. A common form of qualitative questioning that allows the
participant to openly answer questions beyond the yes or no response, but formatted enough to
keep the interviewee aligned to the research at hand (Maxwell, 2015, Creswell, 2008).

Social learning theory. A theory that states that learning is a cognitive process that
takes place in a social context and can occur purely through observation or direct instruction,
even in the absence of motor reproduction or direct reinforcement (Bandura, 1977).

Universal design for learning. Innovations in pedagogy that are intended to enhance the
educational experiences and outcomes of learners (Armstrong, 2012; Katz & Sokal, 2016; Reid,
Strnadova, & Cumming, 2013).

Visual-spatial learning style. Lessons and a method of thinking designed around

learning through picture representation and visual stimulation, rather than gaining knowledge
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linguistically (Dyslexia Research Institute, 2015; Giovagnoli et al., 2016; Silverman & Freed,
1991).

White brain matter. Brain matter that is composed of bundles of myelinated nerve cell
axons, which connect numerous gray matter areas of the brain to each other. These areas of the
brain are given the duty of carrying nerve impulses between neurons (Farah et al., 2014; High et
al., 2007; Wylie et al., 2017).

Significance of the Study

The significance of this study was to uncover the phenomenon of high achieving dyslexic
learners. Struggling dyslexic learners will benefit from the knowledge gained. Research on the
dyslexic learner is forever changing and has increased since its early identification in 1937
(Fletcher, 2009; Harwell & Jackson, 2008; High et al., 2007). Looking at the success rate of a
very minute population within the dyslexic community could provide a framework for struggling
dyslexics and help them overcome academic barriers.

This investigation, as depicted in figure 2, looks at the high-achieving dyslexic and how
social learning, including coping skills, self-efficacy, and structured assistance such as peer,

family, and school groups can aid toward academic success.
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Figure 2

Aspects of the Dyslexic High Achiever

Structured
Assistance

Coping Skills Self-Efficacy

High
Achieving
Dyslexic

Note. Summary from “Dyslexia and the brain: What does current research tell us?,” by R. F.
Hudson, L. High, and S. Al Otaiba, 2007, The Reading Teacher, 60(6), 506-515.

Understanding coping mechanisms and support groups that have transcended the struggling
dyslexic student into one that can be labeled as a high-achieving student is at the pinnacle of this
study. The findings of this study may give educators assistance in combatting the plague of low
academic skills that dyslexia produces in many subjects. With very little research discussing the
positives about dyslexia, many researchers have superimposed the data on how students with
dyslexia struggle and are full of low achievement (Ellis, McDougall, & Monk, 1996; Fletcher,
2009; Goldstein & Obrzut, 2001; Peterson & Pennington, 2012; Siegel, 2006; Snowling, 2012).
This study may fill gaps in the professional literature on the academic development of
individuals diagnosed with dyslexia and how specific coping strategies, support systems, and
self-efficacy affects their academic success. Information gathered from interviews with high

achieving dyslexics and their phenomenological stories may create a pattern of success that
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facilitates growth for the many students with dyslexia struggling today. In addition, the study
results may be useful for educators as well as parents of children with dyslexia.
Theoretical Framework

The theoretical framework that was chosen to guide this research study was Bandura’s
social learning theory. Bandura’s social learning theory states that people can overcome
obstacles though modeling, developing coping strategies, and self-efficacy development
(Bandura, 1977). The behavioral factors of Bandura’s self-efficacy theory include skills and
beliefs in one's ability to succeed in specific situations or accomplishing of tasks (Bandura,
2012). As depicted in Figure 3, the theory of social learning triangulates around the philosophies
of cognitive factors, environmental factors, and behavioral factors (Bandura, 1977). The social
learning framework looks at how individuals perceive themselves and their capabilities when
faced with obstacles. Additionally, this theory factors in how the environment interacts with
learning. Figure 3 illustrates that environment is a key component to the social learning theory.
Environmental factors include social norms, and community influences (Bandura, 2012). The
three-way relationship of Bandura’s social learning theory is completed by cognitive personal
factors. These cognitive personal factors include but are not limited to knowledge, expectations,
and attitudes of learning (Bandura, 2012). The barrier in this study was the learning disability of
dyslexia. The investigation of this research looked at how high achieving students with dyslexia
are impacted by positive social reinforcements; especially modeling, coping skills, support

structures, and achievements through learned experiences.
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Figure 3

Bandura’s Social Learning Theory

BEHAVIORS

ENVIRONMENTAL COGNITIONS
VARIABLES = > PERSONAL FACTORS

Model of Social Learning Theory by A. Bandura (1977). Permission Granted (Appendix K)

Students think about the relationship and process the information between their behavior
and its consequences (Bandura. 2012). Necessary learning through observation and modeling
depends on an active process of cognition to be successful (Bandura, 2012). Social learning is
the process of student’s attention, retention, reproduction, and motivation. Students do not
automatically notice the behavior of a positive model, however with engaged thought prior to
imitation, along with motivation for success, the social learning theory can become a positive
factor in the overcoming of academic barriers (Bandura, 2012).

Overview of Research Methods

The research methods can be considered the “blueprint” used to ensure that the
investigation clearly addresses the research questions (Bogdan & Biklen, 2007, Creswell, 2013;
DiCicco-Bloom & Crabtree, 2006). Qualitative research is conducted when a deep
understanding is sought regarding a phenomenon (Creswell, 2013). For this study, a

phenomenological qualitative research approach was used to investigate exceptionalities of high
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achieving dyslexics over academic barriers caused by their learning disability. The goal of
phenomenological research is discovering the perceptions of individuals and developing an
understanding of how individuals perceive an experience (Englander, 2012). Creswell (2015)
defines qualitative research as “an intricate fabric composed of minute threads, many colors,
different textures, and various blends of material” (p. 48). In this summation of qualitative
research, Creswell has likened the unique stories and lived experiences to an elaborate blanket
that, when combined, creates a beautiful product.

Through the use of purposeful sampling, eight high achieving students with dyslexia
were recruited to take part in a series of semi-structured interviews. The participants met the
predetermined criteria of being currently on track to graduate from a post-secondary university,
with three semesters or less of coursework remaining, or have recently graduated, and had earned
at least a 2.5 GPA at the university level. The use of semi-structured interviews allowed for
participants’ voices to be captured and drove the focus of the study (Creswell, 2008; Maxwell,
2015). Prior to conducting any interviews, a pilot study with two participants having similar
characteristics as the study’s participants took place. The interviews of the successful high
achieving dyslexics were recorded, transcribed, and coded to discover common themes and to
draw conclusions between the various interviews.

Due to the research topic and the personal nature of the interview process, ethical
guidelines were strictly followed and adhered to. DiCicco-Bloom and Crabtree (2006),
established a set of guidelines for considering an ethical approach to interview questions:

1. reduce the risk of unanticipated harm

2. protect the interviewee’s information

3. effectively inform interviewees about the nature of the study
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4. reduce the risk of exploitation.
The interview process is a critical part of all phenomenological studies and was fulfilled with the

participants’ best interests placed at the forefront of this investigation.
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Chapter 11
Review of Literature
Introduction

Students with dyslexia represent between 10% and 15% of the population (Dyslexia
Research Institute, 2015; Harrar et al., 2014; Siegel, 2006; Zambo, 2004). An estimated one in
ten children are believed to be afflicted by this disability and often struggle in school due to their
low levels of reading and comprehension of written material (Harrar et al., 2014; MacCullagh et
al., 2017; Shaywitz & Shaywitz, 2016; Zambo, 2004). Many students with dyslexia do not
academically succeed in school, creating both an education and social gap between themselves
and their non-dyslexic counterparts (Alexander-Passe, 2016; Hewitt-Mann, 2012). Dyslexic
student’s academic difficulties stem from poor reading, writing, and phonological processing
skills (Callens et al., 2012; MacCullagh et al., 2017). Due to this disconnect from academic
skills, it is estimated that 35% of students with dyslexia, drop out of high school prior to
completion (NCES, 2016, 2017).

Many students with dyslexia, however, have an average or above average 1Q, which
should culminate in a higher academic achievement level than is currently being attained by this
population (Fletcher, 2009; Harrar et al., 2014; Kelly & Phillips, 2016; Mills, 2018; Siegel, 2006;
Zambo, 2004). There are students with dyslexia who are achieving academic success despite
their learning disability and deficiency in reading. An estimated 45 million students in the
United States are dyslexic, yet only 2% of those students graduate from a post-secondary
university (Al-Lamki, 2012; Brandt & Mclintyre, 2016; Redpath et al., 2013; Russak & Hellwing,
2015). The idea that students with disabilities can overcome academic barriers and become high

achieving lends itself to Bandura’s (1977) social learning theory.
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The purpose of this investigation was to examine the lived experiences of high-achieving,
post-secondary students with dyslexia to determine how they have overcome academic barriers.
The literature review incorporates vast selections of research as it pertains to dyslexia. An
exploration of students with dyslexia’ academic achievement was explored through: (1) the
history and statistical information of dyslexia; (2) characteristics of dyslexia and the profile of
the dyslexic learner; (3) dyslexia in the classroom setting and the importance of early detection;
(4) teaching students with dyslexia and the importance of social learning; and (5) instructional
strategies for the dyslexic learner. Bandura’s social learning theory served as the theoretical
framework for this study. The review of literature blends the topic of high-achieving dyslexics
into three distinct areas: historical context of special education and the dyslexic population;
current information and implementation strategies used with dyslexics; and needs assessment of
social learning skills used to enhance dyslexic achievement. An analysis of the literature
provides for a comprehensive understanding of the historical context, current information on
policy implementation, and proposes avenues for future research (Ngai, Moon, Riggins, &
Candace, 2008; Webster & Watson, 2002).

Theoretical Framework

The theoretical framework that was chosen for this investigation was Bandura’s social
learning theory which states that people can overcome obstacles through modeling, enhancing
coping strategies, or their knowledge of self-efficacy (Bandura, 1977). As depicted in Figure 4,
self-efficacy impacts students’ performance outcomes, vicarious experiences, philological
feedback, and verbal persuasion (Bandura, 1977; Van De Ridder, Peters, Stokking, Ru, & Cate,
2014). The barrier in this study is the learning disability of dyslexia. The review of literature has

uncovered a bounty of information of how Bandura’s social learning theory improves adverse
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learner’s abilities. Children learn as part of a social reinforcement that can either be modeled or
taught (Bandura, 1977). The idea of the social learning theory can lend itself to provide
important structure to dissertations discussing learned behaviors. Social modeling, as it pertains
to providing a guide to overcoming academic barriers, needs a representational process that
transforms the modeled behavior into a symbolic representation that can be recalled (Bandura,
2016). According to social learning theory, behavior is a result of imitation, modeling, and
learning (Baer & Bandura, 1963). Children are a product of their environment and are sponges
for both negative and positive actions (Baer & Bandura, 1963). Many classrooms today do draw
upon Bandura’s theory to increase academic abilities, moving away from the traditional
classroom where students sat in rowed desks and were told to open their books and read silently.
The idea of modeling, facilitating, and providing examples are how classrooms are being molded
today. In accordance with Bandura’s theory, learning would not occur without a complex
interplay between inner processes such as coping skills, self-efficacy, and environmental
influences such as support systems (Baer & Bandura, 1963). This is the same theory educators
are applying to change academic abilities in low achieving students.

Students mimic behavioral models throughout the school day. Academic success can be
a learned trait just as swinging a golf club or performing surgical operations (Baer & Bandura,
1963). The social learning theory shares philosophical attributes with Freud, Erickson, and
Gesell that suggest personality and abilities can be altered though learned inner processes and
environmental influences (Baer & Bandura, 1963).
History and Statistical Information of Dyslexia

Dyslexia has been called ‘word blindness,” phonological awareness deficit, double

deficit, and visual deficit disorder (Berman & Stetson, 2018; Orton, 1925; Snowling, 2012;
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Volkmer & Schulte-Kdrne, 2018). To understand the present, one must study the past. In the
beginning, there were varying views on what dyslexia was and the characteristics of the disorder
(Fletcher, 2009; High et al., 2007; Harwell & Jackson, 2008; Reid, 2016; Snowling, 2012). It
was not until 1937 that Samuel Orton, a neuropathologist, began studying reading problems in
young students. Orton’s (1925) research included hundreds of participants who all became a part
of the eponymous Orton Dyslexic Society.

In early definitions of dyslexia, subjects were mirror imaging words such as was and saw
(Fletcher, 2009; Harwell & Jackson, 2008; High et al., 2007; Norton et al., 2015). Since the first
diagnosis of dyslexia, however, researchers have gained insight into the learning disability that
hampers many below average readers in today’s society (Ellis et al., 1996; Fletcher, 2009;
Goldstein & Obrzut, 2001; Norton et al., 2015; Peterson & Pennington, 2012; Siegel, 2006;
Snowling, 2012). Dyslexia was first believed to be a learning condition that affected individuals
reading abilities despite the presence of average intelligence, conventional instruction, and
socioeconomic status (Dyslexia Research Institute; 2015; Harwell & Jackson, 2008; Orton,
1925).Within the past 25 years, there have been many studies and journal articles about dyslexics
supporting the fact that their 1Q is average to sometimes above average (Fletcher, 2009;
Snowling, 2012). Perhaps no other reading disability has received more widespread attention
than dyslexia; however, the recognition of the disorder rarely went past defining people as
backwards writers (Goldstein & Obrzut, 2001; Nistler & McMurry, 1993).

Dyslexia is a neurobiological abnormality in the brain (Catts, 2017; High et al., 2007,
Lasley, 2009; Norton et al., 2015; Reid, 2017). This abnormality causes slow developmental
cognition of written skills. Today, dyslexia is characterized as being a neurodevelopmental

disorder that results in impeded word recognitions and inaccuracies (Ellis et al., 1996; Fletcher,
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2009; Peterson & Pennington, 2012; Siegel, 2006). Dyslexia is a reading disability whose
population has a significant disadvantage with word recognition, spelling, and reading
comprehension (Ellis et al., 1996; Fletcher, 2009; Goldstein & Obrzut, 2001; Peterson &
Pennington, 2012; Siegel, 2006). Many students with dyslexia enter the classroom with obvious
detriments to their reading and comprehension abilities. A lack of reading comprehension and
skills often results in students with dyslexia being grouped within the poor reading spectrum.
However, dyslexics often have poor spelling and a disconnect between lexicon processing which
are telltale signs of their disorder (Goldstein & Obrzut. 2001; Siegel, 2006).

Despite much of Orton’s work defining the early diagnosis of dyslexia and creating the
standards for characterizing the disorder, by the 1960’s students with dyslexia were thought to
have low intelligence and were often secluded in classrooms for the educationally retarded
(Harwell & Jackson, 2008). Several early classifications have deemed dyslexia as a type of
retardation, shunning those who have been plagued by the disorder. Numerous researchers have
refuted this statement, and added that there is no meaningful data that proves students with
dyslexia have a low 1Q (Fletcher, 2009; Peterson & Pennington, 2012; Snowling, 2012). Being
dyslexic does not create boundaries in which an affected students could not have a higher than
average 1Q either. Dyslexia is a difficulty with language processing, not with intellectual
abilities (Fletcher, 2009; Snowling, 2012; Waddington et al., 1996). The dyslexic disorder
occurs across the 1Q spectrum, and, in fact, there are dyslexics that are rated as very intelligent
(Fletcher, 2009; Snowling, 2012; Waddington et al., 1996).

Dyslexia occurs across all races, genders, and socioeconomic groups. Even though the
dyslexic disorder is not biased to any one gender or race, there is statistical analysis that shows

trends of who is most often diagnosed with dyslexia. It is important to note that dyslexia
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commonly appears in family genetics (Leavett, Nash, & Snowling, 2014; Shaywitz et al., 2008).
Research suggests that up to 65% of children who have a parent with dyslexia will also show
signs of the learning disorder, and 40% of siblings share the dyslexic gene (Leavett et al., 2014;
Shaywitz et al., 2008). Research has also revealed that dyslexia appears more commonly in
certain impoverished homes in which education is not set as a priority (Duncan & Seymour,
2000; Hornickel & Kraus, 2013). Adversely, in homes where strong literacy practices are
applied, scientific research states that the brains of dyslexic children undergo a transformation by
creating new neural pathways for reading (Shafer, 2017).

Dyslexia affects up to one in five children, and, as depicted in figure 4, is the most
common form of learning disability, currently accounting for 80% of special education students
in the nation (Al-Lamki, 2012; Harrar et al., 2014; Zambo, 2004). Figure 4 captures the
percentage of dyslexics when compared to other learning disabilities. Dyslexia has also been
shown to affect up to 65% of the offspring of parents who are dyslexic (Al-Lamki, 2012; Kraft et
al., 2015). Four million adults in the United States are dyslexic but only two million have been
properly diagnosed and tested for their disorder (Reid, 2017; Teixeira, Brunoni, Carreiro, Braga,
Silva, & Paula, 2017). Moreover, the number of post-secondary students that declared having a
learning disability/dyslexia increased from 8,370 to 32,655 between 1999 and the school year of
2009-10 (Mortimore, 2012). This increase of over 70% has left universities scrambling to
implement strategies and accommodations to address the huge influx of participants (Dong &
Lucas, 2016; Yenney & Sacco, 2016). With the number of students with dyslexia on the rise, it
is increasingly important to identify how students with this learning disability overcome

academic challenges.
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Figure 4

Percent of Learning Disabilities who are Dyslexic
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Note. Summary from “Dyslexia in higher education: Creating a fully inclusive institution,” by T.
Mortimore, 2012, Journal of Research in Special Educational Needs, 13(1), 38-47.

Characteristics of Dyslexia and the Profile of the Dyslexic Learner

Many students with poor reading ability are said to be dyslexic, but this is not always the
case (Baglieri & Knopf, 2004; Ball, 2015; Shaywitz & Shaywitz, 2016; Waddington et al.,
1996). Individuals who are categorized as dyslexic have complications with recognizing correct
word placement, spelling, phonic accuracies, decoding, and reading compression (Peterson &
Pennington, 2012). Figure 5 outlines the unique set of characteristics that hinder academic skills

for individuals with dyslexia.
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Figure 5

Dyslexia Difficulties Mindmap

Figure 5. Tes - Education Jobs, Teaching Resources, Magazine & Forums. (2013, April 11).
Retrieved February 25, 2018, from (http://www.tes.com/).Reprinted with permission (Appendix
L).

With increased technology, researchers now can look at the brain of dyslexics, conduct
much needed research, and offer suggestions on what to do based on the studies’ outcomes (Ball,
2015; 2014; High et al., 2007; Reid, 2017). Figure 5 illustrates the way in which the brain

processes language and decoding skills. Included in these listed difficulties are skills such as

handwriting, concentration, reading fluency where students with dyslexia’ mastery might fall
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below expected levels. Dyslexia is not just a disorder of transposed letters and numbers, but can
involve a variety of academic skills that might hinder a child from obtaining knowledge and
skills.

The difficulties that persist within the dyslexic student appear in their phonic abilities
which directly impact the ability to spell, comprehend, and advance in reading skills (Siegel,
2006; Snowling, 2012; Torgensen et al., 2009). Many dyslexics suffer from spelling problems
which manifest as academic problems on spelling tests and written assignments (Fletcher, 2009;
Snowling, 2012). Children with dyslexia will often display two noticeable difficulties. Initially,
a diagnosed dyslexic child will have trouble with sight words and early literacy skills. Secondly,
students with dyslexia often show decoding difficulties while reading (Fletcher, 2009; High et
al., 2007; Siegel, 2006; Torgensen et al., 2009). These characteristics of poor spelling, below
average decoding of words, and comprehension difficulties often result in children with dyslexia
falling behind in school at an early age (Fletcher, 2009; High et al., 2007; Kelly & Phillips, 2016;
Siegel, 2006; Snowling, 2012; Torgensen et al., 2009).

Researchers are conducting investigations on learning environments and the effect they
have on student achievement. The neurodiversity perspective analyzes ways to create learning
environments in which all students flourish (Armstrong, 2012; Ball, 2015). Neurodiversity
refers to discrepancies in neurocognitive functioning which include learning differences such as
autism, attention deficit hyperactivity disorder (ADHD), and dyslexia (Armstrong, 2010).
Falling within the neurodiversity categorized brain deficiencies, dyslexics have difficulty with
organization, memory, concentration, time, direction, perception, and sequencing that can lead to
low self-esteem issues and depression (Catts, 2017; High et al., 2007; Reid, 2017; Turunen et al.,

2017). Educators can construct methods in their teaching environment that will help all students
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succeed regardless of their learning disability (Armstrong, 2012; Ball, 2015). The characteristics
and learning differences highlighted by a dyslexic learner stem from abnormalities in brain
function. (Nigro, Jiménez-Fernandez, Simpson, & Defior, 2016; Reid, 2017). Researchers have
recently explored brain imaging, with the purpose of providing foundational knowledge that
would lead to an additional understanding of the characteristics of dyslexia (Catts, 2017; High et
al., 2007; Reid, 2017). The study of the brain and differences that exist between normal readers
and those readers that suffer from dyslexia is a new way to look at how dyslexia affects people
from the inside out (High et al., 2007; Shaywitz & Shaywitz, 2016; Wylie et al., 2017). With
scientific research that proves the biological differences between “normal” and dyslexic brain
activity, educators can better assess, stimulate, and modify for the diverse learner.

Neurodiversity is the neurological differences (such as dyslexia) that occur within the
brain (Grant, 2015; Nigro et al., 2016). The brain contains various types of matter consisting of
both white and gray matter. The white matter transfers information, while the gray matter deals
with processing material (Farah et al., 2014; High et al., 2007; Wylie et al., 2017). A insufficient
level of white matter in the brain lessens the ability for communication to occur with other lobes
of the brain, while a deficiency of gray matter might lead to the inability of an individual to
process the sound structures of language (Farah et al., 2014; High et al., 2007; Wylie et al.,
2017). Dyslexia is the inability for both white and gray brain matter to work sufficiently
together, thus causing impaired linguistic skills.

The research conducted using brain imagery reveals that noticeable differences are
present between the normal functioning brain and that of a dyslexic’s brain (Farah et al., 2014;
Shaywitz & Shaywitz, 2016; Wylie et al., 2017). Neuroimaging scans have unveiled that reading

is performed by the left-hemispheric portion of the brain, and further research could prove vital
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for subjects that struggle with the ability to read and comprehend what they have read
(Hadzibeganovic et al., 2010; Vandermosten, Boets, Wouters, & Ghesquiere, 2012). Brain scans
illustrate an under-activation of the left frontal gyrus, which is responsible for the linguistic
abnormalities found in dyslexic’s (Schurz, Sturm, Richlan, Kronbichler, Ladurner, & Wimmer,
2010; Vandermosten et al., 2012). Through neuroimaging, dyslexic individuals also
demonstrated a lower cortical thickness when compared to a non-dyslexic learner, which could
explain impacts on the linguistic abilities of students with dyslexia (Williams, Juranek, Cirino, &
Fletcher, 2017). Neuroimaging brain studies are in the infancy stage of potentially dramatic
findings that assist in identifying correlations between various characteristics of dyslexia. With
advancements in the neuroimaging sector, there is great optimism surrounding the idea that
scientists can move beyond the novice ideologies of dyslexia to a more complete understanding
of how the disability affects individuals and possible strategies to counteract the characteristics
of the disorder (Hadzibeganovic et al., 2010; Schurz et al., 2010; Vandermosten et al., 2012).

The research and studies completed on the brains of dyslexic patients have illustrated
what deficiencies are present. The Dyslexia Research Institute (2015) states that deficiencies in
the right side of the brain, which holds the spoken and written language, sequencing, numbers,
and letters, can be offset by manipulating nonverbal or creative techniques located in the left side
of the brain. Knowing where the dyslexic abnormalities and disconnects lie in the brain, vested
stakeholders can better equip the education system by highlighting what the dyslexic brain can
do well (Ball, 2015; Catts, 2017; 2014; High et al., 2007Reid, 2017; Shaywitz & Shaywitz,
2016).

As researchers rely more heavily on brain anatomy, brain chemistry, and brain function,

educators continue looking for a bridge to combine the groundbreaking research with classroom
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interventions (Catts, 2017; Dyslexia Research Institute, 2015, Shaywitz & Shaywitz, 2016).
Never before have scientists and educators been equipped with more information to deal with
dyslexia from the scientific and educational aspect (Armstrong, 2012; Ball, 2015; Berman et al.,
2014; High et al., 2007).
Dyslexia in the Classroom Setting: The Importance of Early Detection

Creating and implementing strategies for a dyslexic child is a very important academic
step. Most schools districts postpone dyslexic assessments in children until the second or third
grade when children are reading at a regular reading fluency level (Catts, 2017; Reid, 2016).
Current research has added scientific stability to the notion that dyslexia was more prevalent in
children who have the disorder in their immediate families. (Kraft et al., 2015; Van Bergen, de
Jong, Plakas, Maassen, & van der Leij, 2012). Linking genealogy to dyslexia is significant for
the possibility of early diagnosis and intervention. With dyslexic brains having a smaller cortical
thickness than in non-dyslexic children, interventions can start years earlier. Developmental
neuroscience has demonstrated that the earlier an intervention is introduced, the greater the
opportunity for improvement for a dyslexic child (Benasich, Choudhury, Peters, & Ortiz-
Mantilla, 2016; Berman & Stetson, 2018; Catts, 2017; Reid; 2017). Due to modern
computational technologies, dyslexics can be diagnosed at a much younger age, thus impacting
their ability for early interventions (Benasich et al., 2016; Berman & Stetson, 2018; Catts, 2017;
Reid, 2017). The implementation of early intervention processes can lead to dyslexic children
forgoing the early struggles and academic frustrations that are currently occurring in today’s
schools (Berman & Stetson, 2018; Catts, 2017; Dyslexia Research Institute, 2015; Kraft et al.,

2015; Hulme et al., 2015).
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Early identification and the start of coping strategies is key for students with dyslexia to
become academically successful (Berman & Stetson, 2018; Catts, 2017; Hulme et al., 2015). It
is argued that education in the early years should not only focus on speech, sound, and phonics,
but also on the development of decoding skills and reading comprehension to aid in the transition
of struggling to coping dyslexic student (Hulme et al., 2015; Reid, 2017). By looking at pre-
reading deficiencies and correlating the data to project future students with dyslexia, parents,
teachers and psychologists can better address the needs of the child and start implementation of
interventions at an earlier age.

Creating programs at an early pre-reading age that single out students with future reading
disabilities enable educators to formulate an educational plan for the struggling students. This is
definitely a proactive educational model that does not wait for children to have reading
difficulties, but rather implements strategies earlier to avoid students lagging far behind in their
reading and comprehension benchmarks. The creation of early intervention processes can lead to
dyslexic children forgoing the early struggles and academic frustrations that are currently
occurring in today’s schools (Berman & Stetson, 2018; Catts, 2017; Dyslexia Research Institute,
2015; Kraft et al., 2015; Hulme et al., 2015).

Teaching Students With Dyslexia

The traditional classroom has changed in the last 20 years. Today, many children that
exhibit characteristics of learning disabilities are placed in inclusive classrooms and it is the
teacher’s responsibility to educate all students equally. It is a challenge for educators to discover
effective teaching and learning strategies that will assist in the development of dyslexic children
(Brownlie, Feniak, & Schnellert, 2016; Exley, 2003; Milford & Harrison, 2010; Suskie, 2018).

Some of the ways in which teachers and schools try to assist the dyslexic learners are to diversify
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classroom lessons, educate in preferred learning styles, incorporate technology, and establish
ARD and IEP frameworks (Reid, 2016; Sutton & Shields, 2016).

Discovering the preferred learning style is crucial for the development and success of
students with dyslexia (Brownlie et al., 2016; Exley, 2003; Suskie, 2018). Teaching all students
in the same pedagogical manner does not benefit the dyslexic learner. Dyslexic individuals have
a heightened right brained learning preference, and lessons need to represent this preference in
order to maximize learning (Brownlie et al., 2016; Exley, 2003; Nicolson & Fawcett, 2010;
Suskie, 2018). Teachers need to respect and implement strategies that highlight a variety of
learning styles for all students to achieve success. When combatting a learning disability,
diversifying lessons is key to reach these students. Ways in which teachers are diversifying
classroom lessons to benefit the dyslexic learner include lessons that emphasize computer-
assisted instruction, project based learning, and tactile saturated lessons (Alt et al., 2017;
Daloiso, 2017; Stienen-Durand & George, 2014; Thompson et al., 2017).

Within the United States, a struggle exists to effectively apply linguistic education to
students with dyslexia due to their academic deficiencies (Nigro et al., 2016; Peer, Reid, &
Blunkett, 2003; Suskie, 2018). Computer technology can fill the educational void left by
traditional instructed classrooms that often fail students with dyslexia (Alt et al., 2017,
Thompson et al., 2017). Technology supplemented curriculum assists the dyslexic learner by
providing specialized instruction in areas of need through software that focuses on repetition of
skills in an engaging format (Alt et al., 2017; Nigro et al., 2016; Torgensen et al., 2009). Studies
conducted have tracked students with dyslexia with and without computer based instruction
implementations. In many instances, students with dyslexia significantly accelerated their

overall phonic and linguistic abilities through the addition of computer based learning (Alt et al.,
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2017; Nigro et al., 2016; Torgensen et al., 2009). Computer-assisted instruction interventions
that implement individualized learning with a key emphasis on pre-reading, vocabulary, reading
comprehension, and word recognition have had a profound effect on the dyslexic student
population (Alt et al., 2017; Reid, 2017; Thompson et al., 2017).

Differentiating instruction is a key component in the ability to achieve for dyslexic
individuals (Berninger & Wolf, 2009; Jones, Yssel, & Grant, 2012). Teacher’s ability to provide
many pathways toward educational goals is the highlight of differentiated instruction (Berninger
& Wolf, 2009; Subban, 2006). While many students prefer a certain mode of education such as
computer assisted lessons, others may provide a more creative aspect of learning.

One form of differentiating instruction that highlights creativity and has shown to have
positive outcomes for dyslexic achievement is project-based instruction. Project-based
instruction draws upon the academic strengths that the dyslexic individual possesses and allows
for gains and understanding in academic performance and attitudes toward academic self-
efficacy within their learning environment (Berninger & Wolf, 2009; Jones et al., 2012). By
engaging in project-based instruction, students with dyslexia are able to use a multi-sensory
approach toward their education that provides avenues of enrichment.

Tactile learning is another leaning style that can benefit the dyslexic learner’s academic
skills and knowledge. Programs such as Moonshot, have integrated tactile learning into the
curriculum to overcome the academic barriers set by dyslexia. The Moonshot program uses
students with dyslexia’ fingers and their numerous nerve endings to overcome barriers that exist
in traditional education methods (Berninger, & Wolf, 2016). Some tactile lessons that the
Moonshot program uses are tracing letters with your fingers, writing in shaving cream, and air

writing. Scholars have stated that by involving multisensory learning, students with dyslexia are
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able to bridge the gap in their phonological learning (Drigas & Gkeka, 2017; MacCullagh et al.,
2017; Mills, 2018; Mohamad & Abdullah, 2017). Moonshot is not the only tactile learning
strategy that is being used to combat the effects of dyslexia. The tactile letters to mobile
application curriculum and the VAKT (visual, auditory, kinesthetic, and tactile) program looks at
early intervention with mobile blocks and textured letters to reinforce alphabetical and word
recognition abilities (Drigas & Gkeka, 2017; Mohamad & Abdullah, 2017). Through tactile
learning, students with dyslexia are able to stimulate other senses to establish a coping strategy
that allows for academic success and growth.

Many of the students who receive inclusive support are given accommodations due to the
Individuals with Disability Act (IDEA), which assists students who have either a learning or
behavioral disability (Abreu, Hillier, Frye, & Goldstein, 2017; Giangreco, Doyle, & Suter, 2012;
Solberg, Howard, Gresham, & Carter, 2012). Due to high functioning abilities, a large number
of students do not qualify for alternate assessment options; however, through a student’s
Individualized Education Plan (IEP) and Admission, Review, and Dismissal (ARD) committee
recommendations can determine that these students need full-time, individualized support
(Giangreco et al., 2012; Siegel, 2017). Itis the role of the teacher to take on the challenges of
accommodating a curriculum while adhering to the needs of all of the students in their
classrooms (Danielson, 2013; Dieterich, Chan, & Price, 2017; Witmer, Schmitt, Clinton, &
Mathes, 2017).

Instructional Strategies/Philosophies for the Dyslexic Learner

Research indicates that there are several teaching strategies that can be used to help with

students with dyslexia’ cognitions and reading abilities (Harwell & Jackson, 2008; Reid, 2016).

The strategies include phonics techniques, listening comprehension techniques, word
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assimilation strategies, peer grouping, and cooperative learning communities (Bell & McLean,
2016; Peer & Reid, 2001; Reid, 2016). By changing to a diverse perspective, educators can help
students with dyslexia reach their full academic potential (Armstrong, 2012; Baglieri & Knopf,
2004; Harwell & Jackson, 2008). The instructional strategies such as inclusive support,
differentiated instruction, Language Experience Approach (LEA), Reading for Life (R4L),
computer-based instruction, Read Write Type (RWT), and the Lindamood Phoneme Sequencing
Program (LIPS) programs aid in academic success for the dyslexic student (Armstrong, 2012;
Baglieri & Knopf, 2004; Harwell & Jackson, 2008).

Universal Learning Designs (ULD) are another example of educational techniques that
aid in the development of dyslexic learners. A main piece of UDLSs are flexible learning
environments and the ability to accommodate for individualized learning differences. Flexible
learning environments allow students to learn in their preferred learning style (Hazmi & Ahmad,
2018; Kang et al., 2018; Ok, Rao, Bryant, & Mcdougall, 2016). Universal Learning Designs
incorporate diverse learning strategies to heighten learner’s ability to achieve within the
classroom structure. All students can benefit from UDL techniques; however, students with
dyslexia rely on such methods in order to succeed academically.

Inclusive support. It is increasingly challenging for teachers to differentiate each lesson
based on the learning strategies that best fit a variety of students’ needs, including dyslexics
whose difficulties are often wide ranging (Bell & McLean, 2016; Exley, 2003; Harwell &
Jackson, 2008; Reid, 2016). Studies have been conducted that look at removing students with
disabilities from their classes in order to strengthen their academic skills (Exley, 2003; Harwell
& Jackson, 2008; Milford & Harrison, 2010). During these pull out sessions, students were

retaught material through visual, auditory, and kinesthetic lesson models. By adapting the
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dyslexic student’s educational environment, teachers can better assess and deliver information to
monitor and strengthen academic skills. Students with dyslexia who identify their preferred
learning style obtain a better sense of their disability as well as endure an enhanced academic
performance (Exley, 2003; Harwell & Jackson, 2008).

According to IDEA (2004), schools are not required to include special educated students
into the traditional classrooms. However, IDEA does state, and the law stipulates, that children
with disabilities are to be educated in their “least restrictive environments.” For many students
with disabilities the “least restrictive environments” lie within the traditional classroom, often
with monitored assistance.

Using a blended approach that has children with disabilities learn in the traditional
classroom, but seeks additional assistance through monitored pull outs has a track record of
performance growth for students with disabilities that need further instruction to gain subsequent
gains across their academic courses (Exley, 2003; Harwell & Jackson, 2008). Research states
that academic and personal goals of students with dyslexia may be reached, highlighting the need
for appropriate support implementations and early recognition of the disorder (Earey, 2013;
Exley, 2003; Harwell & Jackson, 2008; Torgensen et al., 2009). Providing students with
instruction in their least restrictive environment is appropriate, but sometimes does not render the
assistance a student struggling with disabilities needs. The blended approach of education that
initiates content-based pull outs after traditional instruction is often needed and the best fit (Bell
& McLean, 2016; Earey, 2013; Exley, 2003; Harwell & Jackson, 2008).

Differentiation of instruction. Dyslexic individuals have difficulty processing and
comprehending written words. As a coping mechanism, students with dyslexia often have a

heightened auditory ability to comprehend written work as a means to compensate for their
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lacking visual comprehension (Elkabariti et al., 2017; Hogan et al., 2014). This coping skill can
be progressed through auditory building skills and techniques that allow dyslexic individuals to
compensate for their lacking visual processing abilities. Assessments intended to measure
listening comprehension have a contrasting variance to which vocabulary, inferencing,
background knowledge tests, and reading comprehension are measured (Hogan et al., 2014). To
aid in the development of auditory comprehension skills, teachers can use lectures, recordings,
and verbal cues to enhance the abilities and create a coping mechanism that allows students with
dyslexia to receive and comprehend material (Graham, 2016; Kendeou, Broek, Helder, &
Karlsson, 2014).

There are often 30 students or more to a classroom, which leads to teachers being faced
with the enormous job of finding a variety of preferred learning methods so they may impact all
of their students to the fullest of their abilities (Moss, 2017). Two words to keep in mind when
teaching students with dyslexia are “accommodation” and “modification” (Arrow et al., 2015;
Deacon, Cook, & Parrila, 2012; Reid, 2016; Waddington et al., 1996). An educator’s task of
accommodating and modifying the curriculum and environment for students with dyslexia is a
daunting one (Bellert, & Graham, 2016; Mercer, 2002). Teachers have the difficult job of
instituting blended learning, project based learning, and the integration of computer based
intervention within the classroom. Students with dyslexia have trouble in many areas and need
complex things to be broken down into the simplest form. Educators need to be mindful of
students with dyslexia’ essential educational accommodations during instruction time as well as
present material visually; having the directions explained orally as well as visually posted
increases the success rate of the student (French et al., 2013; Waddington et al., 1996).

Educators also need to adjust their assignments as using step-by-step assignments is very helpful
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to students with dyslexia (French et al., 2013; Waddington et al., 1996). Additionally, multi-
sensory instruction is ideal for connecting to not only students with dyslexia but every student’s
learning style (French et al., 2013; Waddington et al., 1996).

The blending of various learning styles is referred to as differentiated instruction (Arrow
et al., 2015; Baglieri & Knopf, 2004; Deacon et al., 2012; Exley, 2003; Subban, 2006;
Wolgemuth, Cobb, & Alwell, 2008). Differentiated instruction assists students of all academic
makeups; however, students with disabilities often need the different learning pathways to
succeed (Berninger, & Wolf, 2009; Jones et al., 2012). Teachers’ abilities to weave students
preferred learning styles within the makeup of their lessons can have remarkable effects on
students’ cognition and skills. Discovering a more effective instructional and learning strategy
for students with dyslexia with varying cognitive deficiencies presents a challenge to educators
(Arrow et al., 2015; Deacon et al., 2012; Exley, 2003). By diversifying the instructional content
of material, students with dyslexia do not feel pressure to try to conform to educational methods
that they have failed with previously. Differentiated instruction can be designed for the
educational benefits of all students, especially students with disabilities (Baglieri & Knopf, 2004;
Deacon et al., 2012; Harrar et al., 2014).

Other educational methods include the use of interpersonal and cooperative relationships
that work toward ways of interacting with and accessing the curriculum for students in need
(Baglieri & Knopf, 2004). There are various methods in which a teacher can cater to individual
learning styles. For example, student responses can be done in various methods such as
illustration, conversation, performance, or writing (Baglieri & Knopf, 2004; Harrar et al., 2014).
Minor adjustments in a classroom can change the perspective of students in such a way that

enables them to embrace the differentiation (Baglieri & Knopf, 2004; Harrar et al., 2014).
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Course curriculums can be transformed in many ways in an attempt to reach all students;
changing the process in which educators instruct the class is a viable process toward academic
achievement across many educational barriers.

Language experience approach. Linguistic skills are an important educational
component, especially in the technically confusing English language. Having linguistic
deficiencies affects reading, writing, and speaking skills that are all necessary for academic
success (Farah et al., 2014; High et al., 2007; Wylie et al., 2017). The language experience
approach (LEA) offers a systematic implementation of language mastery technique geared for
the disabled learner. Research testing the validity of a neuropsychological intervention on
students with dyslexia has been conducted (Fletcher, 2009; Goldstein & Obrzut, 2001).
Historically, a diagnosis of dyslexia would indicate that the subject had low reading levels. The
techniques for treating dyslexia included the inclusion of language experience approach, whole
word method approach, and linguistic approach (Fletcher, 2009; Goldstein & Obrzut, 2001).
Each approach modified and assimilated one characteristic for the dyslexic learner, either the
ability to read, write, or speak. The addition of the LEA method has students read and work on
pertinent vocabulary all while conducting themselves as the narrator of the story (Goldstein &
Obrzut, 2001; Newport, 2016). By using this method, students build vocabulary and word bank
sight words to help with word recognition. When educators use the whole word method of
instruction, meaningful words can be incorporated to a reader’s lexicon for the purpose of
increased recognition. This learning method creates a stored vocabulary list in the brain for
future usage. In the linguistic approach, educators use a set of rules that regulate the
correspondence between sounds and letters. (Newport, 2016; Nigro et al., 2016)

Reading for life. Reading is a lifelong skill that results in ridicule and labeling when not
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mastered. Reading is one of the difficulties that students with dyslexia encounter (Peterson &
Pennington, 2012; Reid, 2016; Siegel, 2006; Snowling, 2012). Today, many children’s reading
skills have benefited from early introductions into programs that highlight reading education
(Skibbe, Gerde, Wright, & Samples-Steele, 2015; Thompson et al., 2017). The Reading for Life
(R4L) program has been created to compose powerful new solutions for reinforcing reading
interventions by conjoining pioneering advancements made in self-concept interventions along
with reading skill preparations (Hornery et al., 2014; Torgensen et al., 2009). Through the
development and implementation of the RAL program, teachers have a proven approach to deal
with early-onset reading deficiencies and students with dyslexia in the classroom. The R4L
initiative provides a positive atmosphere in which children with reading deficiencies can build
their confidence and skill levels (Hornery et al., 2014; Torgensen et al., 2009).

The R4L program involves many individuals in order to have success. The key
stakeholders for the R4L program are the students, volunteers (reading buddies), trainers,
teachers, and parents (Hornery et al., 2014; Nag, Snowling, & Asfaha, 2016). Through the
support of staff and parents, the students are imbedded in an opportunity to further their reading
and comprehension abilities through the R4L model. The R4L model has six sections:
highlights (building relationships), warm up (sight words), stretching, (phonological awareness),
main event (reading), cool down (transfer and generalization of knowledge), and celebrating
effort/abilities (reading self-concept) (Hornery et al., 2014; Nag et al., 2016). Through this six
step approach, students create a bond with their reading buddy, develop pertinent reading skills,
and establish a learning environment that is conducive toward students with reading difficulties
that celebrates their accomplishments no matter how small. Programs such as R4L need to be

implemented on a larger scale and teachers need to receive the professional development to take
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on the reading deficiency epidemic that is happening in schools. Establishing, improving, and
sustaining reading accomplishment and reading self-concept are dynamic elements in supporting
children to take complete advantage of their potential academic skills (Hornery et al., 2014; Nag
etal., 2016).

Read Write and Type. As technology advances, educators can look at using computer
based instructional approaches as a potential intervention for students with dyslexia. The Read
Write and Type (RWT) program looks at ways to advance students with dyslexia phoneme
sequencing (Cheung & Slavin, 2013; Torgensen et al., 2009). Through the use of computer-
based interventions, research saw growth in students with dyslexia’ abilities. This growth was
noticed through their phonological processing abilities, word accuracy, phonemic decoding
accuracy, spelling, reading, and comprehension (Alt et al., 2017; Cheung & Slavin, 2013;
Thompson et al., 2017; Torgensen et al., 2009).

The RWT method of instruction helps children obtain the inaugural alphabetic reading
abilities through engagement in written and reading activities that include computer software
using colorful graphics, digitized communications, and activity-based practice simulations
(Cheung & Slavin, 2013; Torgensen et al., 2009). By keeping learning new, interactive, and fun,
the RWT method of instruction grabs learners struggling with reading and keeps them engaged
in a safe, non-threatening environment. The RWT program has children spend significant time
on processing skills and the use of phonics in language (Cheung & Slavin, 2013; Torgensen et
al., 2009).

Lindamood Phoneme Sequencing Program. Much like many early reading techniques,
the use of phonics helps early readers grow in reading competencies. Phoneme sequencing is the

ability to notice differences in and retain the sounds of language in basic single syllable words.
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Students with low phoneme sequencing often have trouble in auditory memory, skills necessary
to understand and process language, and written language skills (Cheung & Slavin, 2013;
Segawa, Tourville, Beal, & Guenther, 2015). A reading program that highlights phonics
instruction heightens the learning curve for children’s abilities to read, and ultimately their
reading success (Coltheart, 2015; Segawa et al., 2015; Skibbe et al., 2015). The Lindamood
Phoneme Sequencing (LIPS) program offers explicit education techniques in phonemic
responsiveness by guiding students to discover and label articulatory gestures associated with
each phoneme (Chacko, Uderman, Feirsen, Bedard, & Marks, 2013; Cheung & Slavin, 2013;
Torgensen et al., 2009). The LIPS program uses mouth motor skills, spelling and auditory
enhancement techniques, sequencing, and sight words. Once students within the LIPS program
are able to produce, label, and organize the sounds, students move onto identifying and ordering
the sounds within words. During this process students use skills such as sequencing, reading,
and spelling activities to demonstrate their knowledge of phenome sequencing. Many children
start using aspects of the LIPS program as early as preschool. With early intervention, a crucial
aspect of dyslexic facilitation, students who remain in the program project a higher phoneme
sequencing ability than those students who do not see the LIPS program through. The LIPS
program is an important instructional strategy for dyslexic learners to enhance their phenome
sequencing ability with.

Universal Design for Learning. Universal Design for Learning (UDL) is a teaching
philosophy that’s purpose is to create an instructional environment in which all students can
flourish, not just students with disabilities (Pavlidis & Markantonatou, 2018; Pilgrim & Ward,
2017). Teaching within a UDL system allows students to gravitate toward their preferred

learning styles and success patterns. Goals of UDLs are to assess students’ needs while also
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evaluating any barriers of success that might occur (Pavlidis & Markantonatou, 2018; Pilgrim &
Ward, 2017; Reimer, 2017). Within these goal-setting processes, students abilities and
disabilities can clearly be evaluated and accommodated for within the learning cycle. Major
components of the UDL philosophy are flexible learning environments and technology. UDLs
provide all students, but especially those with learning disabilities, the opportunity to participate
and function within the educational setting by reducing barriers to instruction. (Pavlidis &
Markantonatou, 2018; Pilgrim & Ward, 2017; Reimer, 2017).

Technology. Within a UDL design, technology offers students the accessibility of text-
to-speech programs, audio books, and auto-read programs that aid all students’ learning, but that
might be necessary for students with learning disabilities. Being a part of the UDL philosophy,
technology aids students progression and can assist with modeling through virtual applications
that can be downloaded by students with dyslexia. Technology applications in reading,
composing text, notetaking, organizational skills, and metacognition/study skills all can assist the
dyslexic learner and provide the ability to even the educational playing field. Reading can be
especially frustrating for a dyslexic student. The UDL program has applications such as
Goodreader and Speak it! that assist the dyslexic student by adding read-aloud functions
(Armstrong, 2012; Katz & Sokal, 2016; Reid et al., 2013). The features of reading assistance
apps can further a dyslexic’s development through modeling and the constant reinforcement of
key vocabulary and sight words that appear and become instilled in the child. UDL applications
that assist with composing text, such as AppWriter, use text-to-speech, content-based words and
also use Dyslexie font, which has shown to decrease the reading errors in dyslexic individuals
(Reid et al., 2013; Rello, 2015; Wery & Diliberto, 2016). By using the concepts and strategies

introduced through both traditional and technological modeling, the dyslexic learner can hurdle
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academic barriers (Graf, Lin, & Kinshuk, 2008; Hornstra, Denessen, Bakker, van den Bergh, &
Voeten, 2010).

Social learning. Social learning can also play an integral part in the development and
ability to overcome the academic barriers for individuals with dyslexia. As stated in social
learning theory, social learning is the intellectual development that occurs in a social context and
can develop through observation or direct instruction (Bandura, 2011; Crain, 2015; Schwarzer,
2014; Thoits, 2011). Looking at the social aspect of learning and what it takes to overcome a
disability, this theory investigates modeling, support structures, self-efficacy, and self-knowledge
as social learning responses to achieve above normal abilities in dyslexic subjects.

Modeling is connected to social learning through the observation and imitation pieces of
Bandura’s social learning theory. Modeling can be a very practical and essential tool in
providing instruction and steps toward overcoming challenges of a learning disability such as
dyslexia. In establishing a systematic approach to overcome the academic barriers formed by the
characteristics of dyslexia, it is important to implement strategies that provide beneficial
feedback of students’ written and reading performance, vary the difficulty of textual information,
establish a challenging but not unrealistic performance goal, and engage students in peer-reading,
educational opportunities (Daly, Bellert, & Graham, 2016; Stevens et al., 2016). Modeling can
take many forms and increases the function of students with disabilities across many levels.
Integrated peer success models positively engage students toward bridging the achievement gaps
through active learning scenarios focusing on reading, comprehension, and post reading
activities that emphasize textual recollection and memory skills (Daly et al., 2015; Stevens et al.,

2016; Yeari & van den Broek, 2016). The ability to first see others’ successes and how they
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process information effectively and conceptually accomplish a task is crucial in a dyslexic’s
attempts to overcome the functional disabilities that their dyslexic traits embody.

Having a family member or school employee that facilitates growth is very helpful for all
students. For students with a disability, having a support structure can make the difference
between falling through the cracks and success. Peer support is also a key feature for students
with dyslexia to attain adequate academic skills to combat their learning disability (Alden &
Pollock, 2011; Reid et al., 2013; Kiuru et al., 2013). The act of watching other students
complete tasks, master skills, and produce work is very beneficial for the dyslexic learner who
often benefits from a framework or blueprint. The goal of the studio environment theory is to
uniquely bring about positive change to a dyslexic’s education through peer support. In a class
setting where studio environment is being used, distinct teaching and learning takes place
through group critiques and tutor and peer seminars, along with one-on-one tutorials and peer-to-
peer exchanges (Alden & Pollock, 2011; Altay, Ballice, Bengisu, Alkan-Korkmaz, & Paykog,
2016). This unique style takes many attributes from a differentiated instructional model, but
implements key student interactions and peer counseling seminars to engage students in the
learning process (Alden & Pollock, 2011; Altay et al., 2016).

Teacher and family support play a fundamental role in the development of coping
strategies in the lives of dyslexic individuals. Educators find themselves at the forefront in
providing assistance and support for students with disabilities (Fishman & Nickerson, 2015;
Givon & Court, 2010; Haines, Gross, Blue-Banning, Francis, & Turnbull, 2015). A teacher,
counselor, and administrator that spends a little more time getting to know their students and
helping struggling students cope with a disorder can make all the difference in the world. Just as

a great support staff can influence a disabled student through the coping strategy progression, a
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lack of support and negative relationship with a teacher can stall or even reverse progress made
(Fishman & Nickerson, 2015; Givon & Court, 2010; Haines et al., 2015).

Families play an important role in the lives of children with disabilities. The
developmental processes of initiating and learning coping strategies are significant in a child
with disabilities and are often originated and developed through family structures (Shaywitz &
Shaywitz, 2008; Reid, 2017). Teachers of students with learning disabilities rely on parents to
facilitate the learning process through at home interventions (Fielding-Barnsley & Purdie, 2003;
Niklas & Schneider, 2017). Home based interventions for dyslexic learners include phonic
games, sight word memorization, flash cards, and nightly parent and child reading (Fielding-
Barnsley & Purdie, 2003; Niklas & Schneider, 2017). With the addition of at home support,
teachers can address further more specialized needs for the dyslexic learner.

Having a stable structure group that a dyslexic student can call upon strengthens the
chances that barriers to education can be circumvented. Dyslexic studnets ability to maneuver
around the academic barriers set by their learning disability is made possible through self-
efficacy (Brown, Peterson, & Yao, 2016; Schunk & DiBenedetto, 2016). Self-efficacy is an
individual’s confidence that they possess the ability to succeed and master certain tasks or
situations (Bandura, 2012). The idea of self-efficacy can play an enormous role in a dyslexic
child’s ability to overcome academic barriers hindering the child’s scholastic performance. The
investigation of what allows high achieving students with dyslexia to transcend educational
expectations lends itself to self-efficacy and Bandura’s social learning theory. In addition to
teacher and parent support, a student’s own motivation is imperative for academic success. The

theories imbedded within self-efficacy have been gaining in popularity among researchers
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studying students’ academic motivation, self-regulation, and goal achievement (Schunk, &
DiBenedetto, 2016).

Researchers have explored the link between self-efficacy and academic success. Many
studies have been conducted that have concluded that the belief that one can accomplish a task
directly affects the student’s self-regulation, academic self-efficacy, and grade point average
(Brown, Peterson, & Yao, 2016; Schunk & Di Benedetto, 2016; Virtanen, Nevgi, & Niemi,
2015;). Research within the theory of self-efficacy has shown that there is a strong positive
relationship between previous and future academic performance and the academic beliefs that
students hold of themselves (Drago, Rheinheimer, & Detweiler, 2018; Hwang, Choi, Lee,
Culver, & Hutchison, 2016). Students who succeed apply a positive cycle of achievement due to
their self-efficacy constantly being reinforced, and the opposite can be said for those students
with low self-efficacy. Strong self-efficacy philosophies heighten human accomplishment and
individual well-being in many ways (Brown et al., 2016; Drago et al., 2018; Hwang et al., 2016;
Schunk & Di Benedetto, 2016). Students with dyslexia with a strong self-efficacy belief
structure have greater intrinsic attentiveness in activities, set stimulating goals and maintain a
strong assurance to them, intensify their determinations when faced with failure, mend their
confidence after academic disappointments or setbacks, and prioritize gaining the necessary tools
and knowledge to overcome their previous setbacks in hopes of ultimately acquiring the desired
skills (Brown et al., 2016; Drago et al., 2018; Schunk & Di Benedetto, 2016).

The adoption of strong self-efficacy traits can help initiate a sense of determination when
facing problematic tasks and activities with the idea that one can overcome such barriers (Barnes
& Brown, 2016; Ben-Naim, Laslo-Roth, Einav, Biran, & Margalit, 2017). Conversely,

individuals with low self-efficacy beliefs ten