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1. Introduction 

It would be safe to say that the ability to read is undisputedly one of the core abilities for a student 

to conquer in modern society. Nevertheless, quite a few students experience trouble with their 

reading acquisition. All teachers who come face to face with these students need to make some 

didactic choices. The Swedish Education Act states that “education must be based on scientific 

basis and proven experience” (Swedish Code of Statutes 2019, 410, my translation). This means 

that teachers, when faced with students with difficulties in reading and writing, should be equipped 

with studied and established tools for making the best didactic choices for students who show 

problems in learning how to read and to write. This didactic study aims to address these choices 

by answering the questions of what the main core problems for students with reading and writing 

disorders are, and if there are any essential facilitating criteria to be aware of when choosing 

English textbook material suited to work with these students. 

In order to reach the knowledge requirements for students in English at the end of middle 

school, students are expected to be literate and understand the main context of “simple texts about 

daily life and familiar topics” and have a “strategy for […] reading” as well as expressing 

themselves “simply and understandable in words, phrases and sentences” (Skolverket, 2011, 38). 

The Swedish education act (2018) is very clear concerning the schools’ responsibility to provide 

the guidance and stimulation needed for each student to reach their full potential (2018, ch.3, §2).  

According to this act, schools also have an obligation to separately assess students at risk of not 

reaching the knowledge requirements and to “customize/adapt” (my translation) the methods of 

teaching in accordance to the needs of the individual student (ch.3, §5). These so called 

“customizations” are intended to be carried out autonomously by the individual teacher in the 

classroom during normal daily teaching (ch.3, §5). If these customizations prove inadequate so 

that the student fails to reach the desired goal, then the principal is to be informed and implement 

further actions to give “special support” to the student (ch.3, §7). It can be worth noting that neither 

customizations nor special support as mentioned above are in any way dependent on the student 

being medically diagnosed with any deficiency. All interventions are to be administered based on 

the individual’s needs and to a degree that is enough for the student to eventually meet the entry 

levels for a national gymnasia program (ch.3, §12).  

It is today well established that problems in reading acquisition are some of the most common 

disorders that teachers face in the classroom, with at least 5% of students affected (Bogdanowicz 
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& Bogdanowicz, 2016, 265. SBU, 2014, 29), although some studies show a much higher rate of 

up to 15% (Vellutino et al, 2004, 2. Bogdanowicz & Bogdanowicz, 2016, 265). The frequency of 

affected students and the impact on the practical pedagogy and didactics have, according to the 

Rose report on Dyslexia, risen during the past century (Rose, 2009, 2). Estimations of the number 

of affected students being so high have not been uncontroversial and this problem, as Julian G. 

Elliott and Elena L. Grigorenko write in their article “The End of Dyslexia?” (2014b, 678), quite 

basically boils down to whether or not researchers acknowledge the validity and uniformity of a 

single general inclusive diagnose, much less the numbers of affected students.  

 

2. Aim 

The aim of this essay is to establish what teachers can learn from contemporary research into 

dyslexia, when it comes to didactic recommendations for choosing, and successful ways to work 

with, textbook material in teaching English to second language learners in grade 4-6 with reading 

and writing disorders. The research questions are: What are the main core problems for students 

with reading and writing disorders? Are there any essential facilitating criteria to be aware of, when 

choosing texts to work with these students. 

 

3. Method and material 

3.1 Method and research questions 

This didactic study will examine the practical use of textbooks in teaching English by analyzing 

examples from Good Stuff 4 GOLD and Join the quest 5. They will be analyzed from the objective 

of teaching English to students with reading and writing disorders. This aim is not directly 

dependent on how or when dyslexia is diagnosed, but focuses solely on the didactics that aid the 

students and adapting the teaching to the specific needs of these students. The two textbooks were 

chosen mainly because of their availability but also because they are recently published textbooks 

that are more up to date on the compliance to the syllabus. Texts from the two samples of textbooks 

where then chosen in accordance with identified core problems and successful methods in working 

with students with reading and writing disorders.  

To answer the first question, the initial step was to build up a background of what is known 

about the different origins and development of dyslexia, incorporating both those who advocate 

the term as well as the skeptics. All published sources of information have been found using the 
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Mid-Sweden University’s search engine Primo. Important search phrases included; dyslexia, 

reading and writing disorder and developmental.  

After giving a general background to the problem, and answering the first question, the 

second step will present studies of earlier research, as well as recommendations from experts, 

government agencies and interest organizations in the field, on successful and proven ways that 

English has been taught to second-language learners with reading-and writing disorders. Based on 

this earlier research, a number of criteria, listed in the results section of this essay, will then be 

identified to help choose relevant texts from the books.   

A close reading of the text books, based on the criteria mentioned above, will then be 

executed, and a number of example texts will be chosen based on the criteria. The texts from the 

books will be divided into subgroups, based on which core problems they corresponded to, and 

also the specific criteria they met. The most distinct examples are chosen to illustrate the criteria 

and coherent working method. These examples make up the main part of the results of this essay, 

together with the discussion of this research regarding the use of textbooks. Flaws in this method 

include the obvious subjective way that texts can be chosen based on the criteria.  

 

3.2 Definitions 

In this essay I will explore methods for choosing suitable text material to work with in teaching 

second language learners of English, which is a part in the field of “English didactics”. Didactics 

here corresponds to the relation between what is being taught, i.e. the subject of English; who is 

being taught and how it should be taught in order to reach the education goals (NE, Didaktik). 

When referring to “texts”, from an academic standpoint, there can be several meanings 

concerning what “text” means. One could be referring to anything that conveys some meaning to 

the receiver, being either in written or spoken form. But as this is all too broad of a perspective for 

the purpose of this essay, whenever “text” is used in this essay, it refers to the linguistic approach 

to a written object, i.e. the written text, its context and its communicative functions (Oxford 

dictionary, Text linguistics, 2011). 

 

3.3 Material 

The course books that will be used in this essay serve as models of ordinary English textbooks that 

are typically found in Swedish classrooms. They will serve the purpose of exemplifying and 
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clarifying the different theories and methods in the sources. They have been chosen randomly from 

two different schools and are meant to be replaceable by any eligible book. Both books are aimed 

at the intermediate level of compulsory school, ages 10-12; an age where students normally, 

according to the Swedish syllabus for English, are expected to be literate up to the level of “simple 

texts about daily life and familiar topics” and have a “strategy for […] reading” as well as 

expressing themselves “[…] simply and understandable in words, phrases and sentences” 

(Skolverket, 2011, 38). The expectance is to find some of the types of texts mentioned in the 

syllabus in the course books.  

The two books, Good Stuff 4 GOLD (Liber, 2014) and Join the quest 5, also by Liber (2016) 

are coincidentally from the same publisher but are parts of separate product lines with differing 

authors, publishing years and do not share any online resources, work material or methods. This 

fortuity might be explained by the fact that the schools are located in the same municipality and 

thus probably have the same deals when procuring their study material.  

These two course books will in themselves of course not be representative of the majority of 

all the working material that exists in Swedish Schools and which pupils encounter on a weekly 

basis. Neither should they be seen as limiting the teacher in choosing texts outside of textbooks. It 

is reasonable to assume that most schools have an abundant stock of class sets of older course 

books still in use today. 

One of the two books that were chosen is Good Stuff 4 GOLD (Liber, 2014), which contains 

study material in English for the school years 4-6. According to the publisher, it was published in 

this form, GOLD, in 2014, but has been around in different editions since 2001. It has no outspoken 

didactic aim, other than providing “joyful” texts to inspire reading (Liber.se, 2019). However, it is 

evident that it has an evident unspoken communicative approach, advocating the use of dialogue 

in the classroom as a foundation for learning. The latest edition from 2017 used here has had some 

on-line resources added as well as been extended with digital material. 

The second book chosen was Join the quest 5, (Liber, 2016). This course book has the 

outspoken didactic aim to use genre-based texts as a method for learning. According to Hyland, 

genre-based pedagogy derives from the communicative approach to language learning, which 

emphasizes students’ need to communicate with others in everyday situations, as motivation for 

language learning. Texts are normally taken from situations familiar to students and are studied 

from a genre perspective, the genres being chosen on the basis of what is perceived as relevant to 
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the students and the curriculum (Hyland, 2007, 151). Both books include additional resources 

available online as well as workbooks and teacher guides. None of the extra material will be part 

of the analysis in this essay due to delimitations in time, space and staying to the aim of the essay. 

The most helpful secondary sources were works by Elliot & Grigorenko who have written a 

well referenced compilation of the research in the field. Their book “The dyslexia debate” (2014a) 

as well as their article The end of dyslexia? (20014b) were useful in finding further secondary 

sources. Their research is not just a good summary of contemporary research but they also take a 

deprecatory stand against dyslexia from a medical point of view (Elliot & Grigorenko, 2014b), 

which is arguably also an important perspective to account for in this essay.  

Secondary sources for didactic methods aimed at reading acquisition include Katarzyna 

Bogdanowicz’s who has done extensive research in children with congenital dyslexia in Poland 

and England. In this research, she advocates a more indiscriminating and pragmatic view in 

working with the diagnosis, as in The Good Start Method for English or How to Support 

Development, Prevent and Treat Risk of Dyslexia in Children Learning English as a Second 

Language (Bogdanowicz et al. 2016) (Bogdanowicz & Bogdanowicz, 2016).  

Sir Jim Rose and the Rose-report On Identifying and Teaching Children and Young People 

with Dyslexia and Literacy Difficulties (2009) was also very helpful in that it compiles most of the 

research done on the subject. This is also the case with its Swedish equivalents from the 

government agency on evaluation of medicine and social work – SBU, Dyslexi hos barn och 

ungdomar: Tester och insatser (2014) and also the report from Mats Myrberg on how to create a 

consensus in efforts to counteract reading and writing dysfunctions in school (2003). On the 

fundamental differences in literacy acquisition, Castle, Rastle and Nation were most helpful, and 

their paper Ending the reading wars: Reading acquisition from novice to expert (2018) proved a 

most informative and recent compilation on basic philosophy and research on the field. 

The Swedish Education Act has been up for revision and the changes made will take effect 

as of June 1st 2019. The references made to this act in this essay replicate the text with this future 

changes made. This choice is arguably justifiable since the new act will have entered into force by 

the time that this essay already have been finished. The textual updates in the law is not as 

significant as to affect the focus of this essay, since the new wording only helps to clarify what has 

already been stated in the old one. 
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4. Background 

4.1 Historical background 

4.1.1 Struggle for recognition of Dyslexia as a legitimate disorder 

This sub-section will begin by giving a brief theoretical background to the term dyslexia, as well 

as an overview as to the common challenges faced by students with reading disorders and the 

didactic issue of how to address and deal with those challenges. The question to answer is: What 

are the main core problems for students with reading and writing disorders?  

In order to define some of the specific challenges concerning reading acquisition and to 

understand the historical background of some differences of opinion in the field, the earliest 

recognitions of the deficiency will be presented to eventually specify the essential most common 

problems that students with reading and writing disorders face. According to Elliot & Grigorenko 

(2014b), the theoretical background to dyslexia is quite complex, and incorporates many 

divergences in different adjoining fields, such as medical genetics and psychology as well as 

sociology and pedagogy. Which inferences one makes from the results depends much on which 

point of view one chooses to begin from (Elliot & Grigorenko, 2014b, 576). The vast majority of 

research in the field has so far mainly focused on the early stages of reading acquisition and 

preventative methods to facilitate reading and writing skills as early as possible: underpinning 

successful didactic practices that we today know fairly much about, such as varieties of phonics 

techniques (Bogdanowicz & Bogdanowicz, 2016, 266).   

When the concept of dyslexia was first recognized, it was of not at all considered a problem 

in pedagogy or didactics but as a physiological deficiency. It was established in the late nineteenth 

century by German physicians Rudolf Berlin and Adolph Kussmaul, that the problems did not 

derive from any visual loss or impairment of the eye sight (Kirby, 2018, 57). The original term 

“word-blindness”, which refers to this former belief, were therefore changed by Berlin to dyslexia, 

which means “difficulty with words”. However both terms where used interchangeably in some 

work of research, and word blindness remained the common lay term for a good part of the 

twentieth century (Oxford Dictionaries, Word blindness). According to Dr. Philip Kirby (2018), it 

was the research of Berlin and Kussmaul that laid the base for further studies from their English 

and American peers. It had earlier been the belief that “word-blindness” was caused by diseases or 

damage to the eyesight or brain i.e. acquired dyslexia, with indistinct symptoms ranging from 

stroke, headaches, and epileptic seizures to more obvious causes like blunt head trauma. Even 
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though brain damage could not be ruled out completely in adults, the presence of symptoms in 

otherwise healthy and intelligent children caused the syndrome to be identified and accepted 

among neurologist and psychology researchers as congenital (Kirby, 2018, 56). As a matter of fact, 

early researchers made a point of emphasizing that symptoms could be found in children even from 

healthy and intelligent parents, which was not according to expectations of that time (Anderson 

and Meier-Hedde, 2010, 17). 

According to Thomas Scerri and Gerd Schulte-Körne, James Hinshelwood among others, 

scientists made a distinction between acquired and congenital word-blindness (Scerri and Schulte-

Körne 2010, 179). This division of the field, according to Kirby (2018), eventually shifted the 

focus from adults and children losing the ability to read to the pedagogically more significant 

perspective of children failing in even learning to read. Didactic research could then be focused on 

how to help students with reading and writing disorders of the congenital form (Kirby 2018, 56-

59). 

If pre-WWII research was based on a national level, the post-war era saw the emergence of 

an international consensus, which led to the first internationally accepted medical definition of 

congenital dyslexia being coined in 1968 by the World federation of neurology (SBU 2014, 34). 

Since then, supporters have struggled to establish the syndrome in educational and political 

practice. According to Kirby (2018), they have met resistance based partly on political pragmatic 

reasons, regarding the lack of funding of research into the syndrome and equally in aid to affected 

students (2018, 58), but also partly because of skeptics who viewed the syndrome as a social 

construct with weak scientific support (Elliot & Grigorenko 2014b, 578). 

By the turn of the millennia, public awareness and research in the field of congenital 

problems in reading acquisition had led to a number of official reports such as the Rose report 

(2006), Independent review of the teaching of early reading in the UK, a report ordered by the 

British government to establish the best practice in teaching early readers (Rose, 2006), as well as 

legislation such as The Equality Act in the UK; The Education for All Handicapped Children Act, 

(Public Law 94-142) in the USA and the Swedish Education Act (Swedish Code of Statutes 

2019:410) in Sweden, just to mention a few. These are all legislations that firmly state that the 

didactic need of every student has to be met (Philips, 2018; Swedish Code of Statutes 2019:410). 
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4.1.2 Reasoning against dyslexia 

There is and has always been serious doubt concerning the validity of the diagnosis dyslexia. 

According to Elliot & Grigorenko in their book The dyslexia debate (2014a), it has proven 

impossible to demonstrate that there exists a coherent, homogeneous group of individual traits that 

can be attributed to a single deficit. No coinciding biomarkers in the genetics or brain can be said 

to be proven (2014b, 578), and as Elliot & Grigorenko write, even the notion of dyslexia not being 

visually based has been questioned by contemporary studies on the visual attentional processes 

(2014b, 579). There is today just too little knowledge about the origins of the singular symptoms 

to clinically make up a diagnosis that incorporates all the different features that have been 

associated with the term dyslexia (Elliot & Grigorenko 2014a, 8). They instead advocate departing 

from the diagnosis and  propose that “Complex developmental difficulties such as reading 

disability are best considered as heterogeneous conditions influenced, but not determined, by 

multiple genetic and environmental risk factors” (Elliot & Grigorenko 2014b, 27).  

There is also the perspective on dyslexia as being a social construct, as pointed out by Ruth 

Paradice (2001) in her study of how parents and pedagogues understand the term. She stresses that 

parents of the students often seek an explanation for their children’s shortcomings, as it has been 

a common misconception that dyslexia always coincides with normal or high intelligence, this 

leads to the diagnosis being a shameless way of addressing the problem. This has also rendered the 

term quite diffuse and all too inclusive, describing nearly all children with reading difficulties. It 

has also been proven to help gain access to resources and support that were otherwise unavailable 

for schools due to the lack of funding (Paradice 2001, 223) 

To critics like Elliot & Grigorenko, this lack of “scientific rigour” is even more a reason why 

the notion of a single diagnosis should be dismissed. They underline this by citing three studies 

that found that socio-economic factors statistically seem to play a greater role than hereditary 

factors in acquiring general reading disorders (Elliot & Grigorenko 2014b, 580). Gerd Schulte-

Körne (2010), as well as others, has forcefully pointed out that adolescents with reading and writing 

disorders are overrepresented in statistics on depression and suicide attempts, and that the diagnosis 

often gives relief and an explanation to their feeling of failure, improving their health (Schulte-

Körne 2010, 720). 
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4.1.3 Struggle in defining dyslexia 

As already mentioned, the definition of dyslexia heavily depends on which field one departs from. 

There seems to be mixed-to-little validated support for a definition based on medical, genetic or 

psychological research, since this would exclude too many students in which the symptoms cannot 

be isolated and socio-economic factors cannot be ruled out. In sociology and pedagogy a more 

inclusive term could have some bearing, but that would make a definition too including to be 

scientifically appropriate and lacks any proven practical interventions aimed at all the symptoms 

(Elliot & Grigorenko 2014a, 9). 

This is why, according to the Swedish independent national authority for evaluating methods 

used by medical and social services SBU (2014), and its report,“Dyslexi hos barn och ungdomar – 

tester och insatser”, the first medical definition of dyslexia has been revised numerous times 

depending on the attributes that dominated scientific interest at the time (SBU 2014, 36). Not being 

able to clearly define dyslexia leads to problems in making a correct diagnosis, as Gerd Schulte-

Körne notes (2010, 719). There are currently two major diagnostic manuals used worldwide.  One 

is the International Statistical Classification of Diseases, ICD, of the World Health Organization; 

the other one is Diagnostic and statistical manual of mental disorders, DSM, of the American 

Psychiatric Association. Neither one use dyslexia as a main diagnosis, but lists it as a sub-category 

for specific learning disorders (DSM-5, 2013; ICD-10, 1994).  

The purpose of this essay is to answer the questions on what the main core problems for 

students with reading and writing disorders are, and if there are any essential facilitating criteria to 

be aware of when choosing English texts suited to work with said students. A specific definition 

of dyslexia is not essential in answering these questions, as teachers naturally encounter students 

without a formal diagnosis, but who nevertheless show all or parts of the attributes of reading and 

writing disorders. This argument is further supported by the Swedish Education Act that states that 

neither customizations nor special support are in any way dependent on the student being medically 

diagnosed with any deficiency (Swedish Code of Statutes 2019:410). What is more important in 

answering the question is to specify the main core problems of students with reading and writing 

disorders, no matter the diagnosis, as will be done in the following section 4.1.4. 
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4.1.4 Consensus on main problems  

In order to choose text material suitable for students with reading disorders, it makes sense for 

teachers to know something about the basic problems of students when facing texts. Mats Myrberg 

(2003) has written a report on the consensus-project to counteract reading and writing deficiencies 

(funded partly by the Swedish national agency for education) and has identified the main areas 

where there seems to be some consensus regarding the causes of congenital dyslexia. His review 

of contemporary research shows that dyslexia, or congenital reading deficiencies at large, has a 

very clear biological origin that cannot be attributed to socio-economical background, poor 

educational efforts or insufficient didactics. It is also clear that any one of the factors often amplify 

the others, in that they co-occur (Rose 2009, 105). This is an identical conclusion made by other 

authors in the research material (Myrberg 2003, 6; Elliot & Grigorenko 2014b, 578).  

According to psychiatrist Gerd Schulte-Körne of the University of Munich (2010), the main 

problem areas that should be observed in children with reading and writing disorders are: speed, 

accuracy and comprehension. These are all intertwined so that a reduced reading speed also makes 

it harder to gain reading comprehension skills due to the working memory being overloaded. Low 

accuracy in phonological reading, i.e. the decoding of letters into sounds or low accuracy in 

spelling leads to compensating strategies, i.e. using a small collection of familiar words, despite an 

otherwise extensive oral vocabulary (2010, 720). Furthermore, Schulte-Körne notes that low 

scoring on reading comprehension tests might also be a sign of other disabilities, and is not in itself 

a sign of dyslexia. In fact, some children with reading and writing disorders perform far better than 

their peers in reading comprehension by compensating at being extra good in drawing conclusions 

from context (2010, 724). 

Elliot & Grigorenko come to quite the same conclusion as Schulte-Körne, but advocate a 

more descriptive system for problems in reading accuracy, reading fluency i.e. orthographic 

reading or the reading of whole words, and reading comprehension — they consider spelling and 

writing as additional separate problems which may also be caused by physical disabilities (Elliot 

& Grigorenko 2014b, 580) 

The Rose report on teaching students with dyslexia (2009) also contains extensive research 

in the area congenital dyslexia and elaborates further on the primary problems: learning to read 

words and sentences fluently and spell words accurately. The report states that lack of phonological 

awareness, i.e. the inability to connect sounds to letters, low verbal memory and verbal processing 
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speed are all typical markers of dyslexia. Early signs of lack of phonological awareness include 

problems in rhyming and a difficulty learning letters, this causes a lack of motivation, sometimes 

misinterpreted as a disinterest to learn. The report emphasises that these students are less likely to 

read for either pleasure or information. This can be due to social stigma, i.e. bullying or fear of 

being ridiculed, and it is a problem since frequent and diverse reading practice have shown to be a 

key motivating factor in reading acquisition (Rose 2009, 10)  

To summarize this sub-section: the most common problems for students with reading 

disorders, which a teacher will have to be aware of when selecting texts, are: 

1. Lack of phonological awareness or low accuracy in phonological reading/spelling. 

2. Low verbal processing speed/ reading fluency. 

3. Lack of reading comprehension (mainly follows from the other two). 

It should be pointed out here, that this is not in any way a complete list of symptoms. This fact is 

noted by both the advocates of a diagnosis such as Schulte-Körne (2010) and the skeptics like 

Elliot & Grigorenko (2014a). Depending on how broad a definition of dyslexia one chooses from 

the literature, the diagnosis can vary to include fewer or more students (Elliot & Grigorenko 2014a, 

9). The problems mentioned above are however the most common when going through the 

collected research, and there is also well-supported research for preventive actions regarding these 

three main areas, as shown in the reports on earlier studies made by SBU (2014) and the two Rose 

reports (Rose, 2006 & 2009). 

 

4.2 Theory 

4.2.1 Theory in treatment of acquired and congenital dyslexia 

Even though the first attempts of trying to scientifically explain losses in language due to brain 

damage can be observed as far back as the 17th century, it was not until the late 19th century that 

breakthroughs in neuroscience led way for theories in to which parts of the brain that were essential 

in the ability to read and write (Anderson and Meier-Hedde 2010, 10; Elliot and Grigorenko 2014a, 

3)  According to Peggy Anderson and Regine Meier-Hedde in their historical overview of early 

dyslexia case reports (2010), the notion of there being a treatment or cure for dyslexia came first 

with the awareness of a difference between acquired and congenital dyslexia. It was soon clear for 

physicians that they stood a much greater chance of successfully helping younger patients with no 

previous brain damage. The chances of conquering or regaining the ability to read diminish with 
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age, severity of neurological damage and areas of the brain affected (Anderson and Meier-Hedde 

2010, 19). There exists today no “treatment” for any type of dyslexia. The only successful method 

that had some proven effect on congenital dyslexia is long-term and structured phonological 

training (Rose 2009, 58; Myrberg 2003, 47). 

As the majority of pupils with reading and writing disorders that teachers encounter have the 

congenital form (Scerri & Schulte-Körne 2010, 180), and as the lion’s share of all progressive 

didactic research seem to be aimed at school-aged children, this will also be the main focus area 

of this essay. This however does not mean that the same recommended methods are ineffective in 

adults or children with acquired dyslexia; there is some evidence that this is the case (Vellutino et 

al, 2004, 28). 

As aforementioned, the vast bulk of research into congenital dyslexia has been focused on 

developing methods for early detection and preventive efforts to help students in risk of developing 

disorders. These methods, it seems, are a key factor for reading acquisition and can significantly 

help decrease problems later on (SBU 2014, 36; Rose 2009, 2). Schulte-Körne recommends to start 

as early as pre-school with pro-active methods such as structured phonics training, when a child’s 

interest in letters and reading normally begins. It is not until after one year of regular structured 

and assessed reading training that congenital disorders can be expected to show and any diagnosis 

can be given (Schulte-Körne 2010, 724). However, the topic of this essay is aimed at older children 

who are expected to already have acquired some basic skills in reading. However, this does not 

exclude them benefitting from these methods. Most studies and reports state that students with 

reading and writing disorders benefits most from long-term and consistent training (Rose 2009, 

51), which means that the same methods should be used continuously in all age-groups. It should 

though be mentioned that the study from SBU cautiously states that there is too little research done 

on the long-term effects on any of the known practices (SBU 2014, 160). 

The most common problems concerning congenital dyslexia are here addressed in the same 

order as they appear in the background section. 

1. Lack of phonological awareness or low accuracy in phonological reading/spelling is one of 

the most investigated aspects in reading disabilities. A compiled report of other studies shows the 

effect of structured phonics training leading to an increase in students’ orthographic reading 

accuracy, i.e. the ability to read isolated words correctly. It is though important to note that isolated 

training in the connection between phoneme and grapheme alone gave no measurable effect, but 
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as structured phonics training did have effect on accuracy in both reading and spelling (SBU 2014, 

26). The differences in isolated and structured phonics were further investigated under 4.1.1 in this 

essay. 

Ken Hyland writes in his article on genre based learning that there is substantial evidence 

that reading and writing skills benefit from being taught together, since it helps develop not only 

the phonological awareness, but also reading comprehension and study techniques. He advocates 

the cyclic model of analyzing a text by first building understanding of the text through its context, 

then deconstructing the text into its important parts. After these analyzing steps, students then 

rebuild the text together and on their own, to finally be able to recognize and categorize similar 

texts (Hyland 2007, 154). 

In an Italian study of junior high schoolers with reading and writing disorders, the results 

were positive concerning the use of musical rhythm as a way to establish a better grapheme to 

phoneme accuracy in students. Synchronized reading, i.e. reading to a steady rhythm, was shown 

to facilitate higher reading speed and that there could be seen longstanding effects when reading 

other texts in the Italian language (Eantonietti et.al. 2015, 4). However, this study was 

problematized by the SBU. It was seen promising, but lacking in scientific value due to a small 

number of participants and that there were few other studies on the subject (SBU 2014, 120). Since 

then, more studies have shown equally promising results by using nursery rhymes and songs to 

raise the pupils’ consciousness of phonological aspects of language (Bogdanowicz & 

Bogdanowicz 2016, 266).  

2. Low verbal processing speed/ reading fluency also seems to be connected to the nature of 

the language spoken. Some languages are more transparent in their correspondence between 

spelling and the sound made, i.e. grapheme-phoneme connection. Languages with a less 

transparent connection cause troubles not only to second language learners, but also to the native 

speakers when learning to read. Seymour et al (2003) made a study of 14 European languages 

which showed that British English, together with Danish are languages that have an inconsistent 

grapheme-phoneme connection, as well as a complex syllabic structure containing many consonant 

clusters in the beginning and end of words. This means that, in English a student must learn more 

than 1.100 ways to spell the most common 40 corresponding sounds, phonemes, in spoken English 

(Seymour et al 2003, 145; Bogdanowicz & Bogdanowicz 2016, 266). In the study, this lead to 

English first language students being more than twice as slow in learning to read words than their 
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European neighbors. This result implies, and is supported by Italian studies of second language 

learners, that students who already face difficulties in reading in their native language, would also 

be expected to face greater problems in English (Bonifacci et al 2017, 191). It is also known from 

quantitative studies that rare and complex words constitute a bigger challenge in fluency (Schulte-

Körne, 2010). 

The results from the studies by Bogdanowicz and Bonifacci both suggest that children 

learning English as a second language should be more exposed to the language as early as possible 

so that they are more familiar with the phonetics, i.e. the sounds of the language. This corresponds 

to the SBU report of earlier studies that, as stated previously, show the effect of structured phonics 

training having an increase in students’ reading speed (SBU, 2014). In addition, Schulte-Körne 

states that it is well known that disorders like this can become essentially worse under stress, which 

should be avoided by giving sufficient time for the appropriate amount of exercises (Schulte-Körne 

2010, 719). 

3. Lack of reading comprehension is largely a problem connected to the short term memory. In 

order to be valid for a congenital Dyslexia diagnosis, the deficit should not originate from any 

other cognitive disorder (Rose, 2009, 107). When too much attention and effort goes in to the 

decoding of singular graphemes or constructing meaning to orthographies, i.e. letters, syllables and 

words, it has a negative impact on reading comprehension (Rose 2009, 186). It has been shown 

that help in developing strong oral language skills, like a broad oral vocabulary, have a preventive 

impact on students with reading and writing disorders (Rose 2009, 108). This is supported also by 

the consensus-report that states that vocabulary has generally been overlooked in earlier research 

on reading comprehension (Myrberg 2003, 45). According to the compiled study from SBU, there 

was no evidence at the time of the report as to whether phonological training specifically improved 

reading comprehension. Their review of the research made, also shows that there is a lack of studies 

regarding the long-term and short-term effects of every known kind of intervention in the 

complexities of reading comprehension (SBU 2014, 117). 

Bogdanowicz & Bogdanowicz (2016) advocate a communicative approach, building on the 

students’ motivation to communicate by starting with oral texts early on, building students’ 

vocabulary up to a level where they can understand written texts (2016, 267). Castle, Rastle and 

Nation ( 2018) also gather that vocabulary and orthographic reading are key features, but add to 

them the need to talk about the context of the text and to teach strategies for comprehending 
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meaning. Such strategies can include reading headlines to predict contents, looking at pictures for 

context and looking for often reoccurring words and synonyms in the text, thus making inferences 

about the text beforehand and facilitate easier access to the text (Castle et al. 2018, 17). 

 

4.2.2 Didactic working methods - Phonics tradition over whole language approach 

This sub-section will address what we can learn from contemporary research on dyslexia when it 

comes to recommendations for choosing and working with textbook material in teaching English 

to second language learners with reading and writing disorders. The question to answer is if there 

are any essential facilitating criteria to be aware of, when choosing texts to work with these 

students. 

The “whole language approach” and “phonics” are two traditional views on how reading and 

writing acquisition are connected to spoken language. Techniques in the whole language tradition 

emphasize that children often naturally develop their own meaning and insights in phonetics and 

that analytic methods should be avoided when not necessary. Instead, they aim to build upon 

children’s inherent ability to learn, focusing primarily on communications through games, 

wordplays and rhymes, and formal spelling and syntax secondary (Castle et al. 2018, 5).  

Research today has almost unanimously come to recognize that this natural approach is not 

enough for students with disorders in reading and writing. Instead, results point towards the 

tradition of phonics training being much more effective in reading acquisition, as has been shown 

earlier in this essay. However, the phonics tradition is not a uniform construct and can be taught in 

vastly different ways (Castle et al. 2018, 6-8). Isolated phonics training is traditionally exercised 

through the act of constructing a word sound by sound, or the other way around, alphabetically 

decoding it, i.e. spelling it out sound-to-grapheme, one letter at a time. This is the way most 

students learn to read; by identifying singular letters to sounds. However, most students also 

quickly move on to being able to read singular letters together as an orthographic unit, first 

syllables and then words. When taught explicitly, this is called structured phonics, and can have 

similarities to whole language approaches; the students firstly learn to recognize some words such 

as personal names and common objects like pen, book and car (Castle et al. 2018, 10-12 ). 

Castle, Rastle & Nation further state that there has long been a lack of structure in the 

teaching of reading; blending phonics methods, that has been considered quite tedious and 

repetitive, with indistinct whole language approaches, leaving the student discouraged and at risk 
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of refraining from reading at all (2018, 26). There is today much less of a division in the field, with 

most pedagogues choosing tools from any tradition that suits the needs of the individual student. 

For students that have made it past the earliest stages of vital phonic awareness, the most important 

factor to success seems to be quantity – reading as much as possible and continuously expanding 

the vocabulary and proficiency (Castle et al. 2018, 26). 

 

4.2.3 Learnings from previous research on L2 learners of English with dyslexia 

It should be suitable to mention a few findings regarding how to support reading development in 

children learning English as a second language. Most of the studies earlier mentioned, such as 

Bogdanowicz & Bogdanowicz (20016), Bogdanowicz et al (2016), Bonifacci et al (2017) and 

Hyland (2007), have been on the subject of children learning English as a second language, L2. 

All in all, their findings indicate that phonetic-grapheme training can be seen as the lowest common 

denominator and is viewed as being crucial to reading development. This also seems to be 

supported by findings in a Swiss study, dedicated to L2 and L3 students of English whom received 

computer-mediated training in connecting sounds to letters and words. The research results show 

that students progressed considerable in their orthographic skills due to the intense training 

program (Pfenninger 2015, 127).  

Łockiewicz, and Jaskulska also carried out a study of common reading difficulties in Polish 

L2 students with congenital dyslexia. The results show that errors in English phonology were the 

most common, i.e. the misspelling of sounds or mispronunciation of graphemes. The students also 

suffered from poor L2 vocabulary and the semantically incorrect use of words. Their conclusion 

was that students might need extensive phonetic-grapheme training when trying to learn a less 

transparent language, such as English, which is in line with other studies mentioned above 

(Łockiewicz, and Jaskulska 2016, 261). Furthermore, according to Łockiewicz, and Jaskulska 

(2016, 256), Polish is a semi-transparent language like Swedish (Seymour et al, 2003, 246), and 

the results from similar studies support that the idea that the results should be somewhat 

transferable in the sense of language acquisition. Although Swedish and English are more closely 

related than Polish and English and that this could probably could be argued to have some influence 

on results, evidence from earlier studies on reading acquisition in different language families, 

Swedish, Finnish, Hebrew, and Chinese, all show that students with reading disorders struggle with 

inconsistencies and irregularities in spelling systems (Łockiewicz, and Jaskulska, 2016, 256). 
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5. Results   

As much research can be found on reading acquisition, a read-through of the source material shows 

that there are few guidelines and studies aimed at how to choose texts for children with reading 

disabilities. Nevertheless, given the evidence and recommendations gathered from the research on 

reading acquisition with congenital dyslexia, a few basic criteria for choosing adequate texts can 

be outlined. The three main problems outlined in the background will be kept as categories, and 

the criteria will be added under these categories. This is perhaps not the most expedient way of 

presenting the results, since both the problems and also the advantageous criteria intertwine in 

helping students to read. However, it does serve as a means of a scaffolding to the reader of this 

essay to present the results in a structured manner. The criteria to look for in a text, based on earlier 

research gathered from the secondary sources are as follows: 

A. Structured phonics training, e.g. repetition of common words and variations of them in texts, 

giving patterns in spelling, aimed at facilitating higher processing speed. 

B. Reading exercises connected to writing, offers examples or templates to write similar texts. 

C. Songs, rhymes and wordplays. 

D. A varied use of simple and not so complex sentences. 

E. Shorter texts, manageable to read in a lecture in order to reduce stress.  

F. Possibility to listen to texts in order to be exposed to prosody.  

G. Training vocabulary  

H. Contextual help, i.e. images supporting understanding of text. 

 

Texts from the two textbooks Good Stuff 4 and Join the quest 5, henceforth referred to as GS and 

JTQ, will be taken as examples of how to meet the criteria for choosing and working with textbook 

material in teaching English to second language learners with reading and writing disorders. One 

other factor to bear in mind when deciding which age appropriate texts to work with, is of course 

the syllabus in English, presented earlier in the background of this essay. 

 

1. Lack of phonological awareness or low accuracy in phonological reading/spelling. 

A. Structured phonics training, e.g. repetition of common words and variations of them in 

texts, giving patterns in spelling, aiming at facilitating higher processing speed. 
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There are no explicit grammar training or working exercises that openly address patterns in 

pronunciation in the GS textbook, other than a glossary that accompanies each text. In contrast, in 

JTQ, apart from the glossary given to every text, several pages are devoted to grammar e.g. 

pronouns, prepositions, verb tenses and linking words. One example of phonics training is the 

Riddles of the Alphabet from JTQ: 

 

(i) Question: What letter is an insect? 

Answer: B. (Bee) 

Question: What letter is a body of water? 

Answer: C. (Sea) 

(JTQ, p.118) 

 

These are just a few of the riddles in the book. This is an example of structured phonics, linking 

the sound associated with the letter C to the word Sea, and from there connecting the object “sea” 

to the idiom “body of water”. 

Another example of repetition and variations on words to practice phonemic consciousness 

could be this extract from the poem named The Colour Song in GS:  

 

(ii) Red, red, red, touch your head 

Blue, blue, blue, tie your shoe. 

Brown, brown, brown, touch the ground. 

White, white, white, take a bite. 

… (GS, p.21) 

 

This poem (ii) is similar to the example (iii) given in criteria C below, as they are both repetitive 

and based on rhyme. However, this text is simpler as it is made up of finished sentences, where the 

first and last word in each sentence rhymes and calls on a physical action that can be performed to 

enforce the words and show reading comprehension. 

B. Reading exercises connected to writing offer examples or templates to write similar texts. 

In JTQ there are at least three pages in each chapter called Language Works and Write that 
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addresses written language, adding up to a total of 16 pages with explicit writing exercises (GS 

have none of these). 

As the working books meant to accompany the textbooks are not looked upon in this essay, 

there most certainly might be exercises connected to the books that are overlooked. One example 

of a typical writing exercise taken from JTQ is on the topic of how to make a Recipe Poem, where 

the students are expected to fill in the gaps: 

 

(iii) Recipe for… 

Begin with bags full of… 

This will make the mixture… 

Add a teaspoon of… 

And a cup of... 

(Etc.) 

 

And to get the student started, there is also an example recipe for a Perfect Mother: 

 

(iv) Begin with bags full of love. 

This will make the mixture sweet. 

Add a teaspoon of cuteness. 

And a cup of laughter. 

(Etc.) 

 

Besides using their imagination and vocabulary, this is a method that aims to see students creating 

somewhat of a poem, without starting from scratch. 

 

C. Songs, Rhymes and wordplays. 

Both GS and JTQ use song lyrics as text-material four times each. GS also has four texts based on 

rhyming, all could be classified as poems, as this example from the chapter about weather:  

 

(v) West Wind 

The west wind blows. 
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The wild, west wind grows. 

The wild, wet, west wind throws 

Water at my window. 

Warm inside. 

I watch 

(GS, p.55) 

 

This poem test both phonemic skills needed to hear the differences and similarities between the 

words, as well as orthographic skills when practicing to read the visually similar words of this 

tonguetwister. JTQ includes poems and rhyming more often than GS with a total of seven times. 

The second example, from JTQ is another poem about feelings, called “Listen” by John Hegley: 

 

(vi) Listen 

Mum and Dad, I’m feeling sad 

let me tell you why, 

there’s a girl at school 

I love up to the sky 

but I don’t know what she thinks. 

I want to say she’s elegant 

and other words I cannot spell 

but I just tell her 

she stinks. 

I want to be nice to her 

but I’m horrible instead, 

can I have some advice please 

and another slice of bread 

(JTQ, p.123) 

 

This is an example of a less distinct poem. There are rhymes in there that can be discovered when 

analyzing the text, and also there is a rhythm to the words that can be tapped out when reading. 
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2. Low verbal processing speed/ reading fluency. 

D. Variety of simple and less complex sentences. 

There is a substantial variety in sentence length in both books, varying between the types of texts. 

Most sentences are short, as is common in dialogues. The following example from JTQ is about 

trying to break a record in headspinning: 

 

(vii) Sarah: Hi, John! What are you doing? 

John: I’m trying to break a world record! 

Sarah: How many headspins have you done? 

You’r face looks really red! 

John: I have done sixteen in one minute. 

Sarah: Wow! What is the world record? 

… (JTG, p.46) 

 

Most of the sentences are seven or less words long, which can be said to be typical for dialogues, 

and there is a minimum of punctuation in the sentences. In contrast to these simple sentences there 

are also more complex sentences, although to a much lesser degree, as in this one from a fact text 

about Koalas from GS: 

 

(viii) The cute animals sleep in the day, but when it is evening, they 

wake up and move around looking for food – they cross roads, 

climb fences and go into people’s yards. 

(GS, p.82) 

 

Here the punctuation is rich within the text, there are several clauses to keep track of, and there 

are many words that are not repeated in the text. 

E. Shorter texts, manageable to read in a lecture in order to reduce stress.  

There is no lack of short texts in either book. However, there are also quite a few longer texts that 

take up many pages. It is more usual for JTQ to break up chunks of long text on different pages, 

sometimes lasting for as long as five pages. There are a total of 41 such texts that go on for more 

than one page without subdividing headings, as to GS only having 6 similar long texts.  
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Overall, GS has a more even distribution of texts, most of them being equally long. One 

major difference in the arrangement of the books, is that JTQ ends each chapter with a section that 

contains more challenging texts and tasks, something missing in the GS textbook. 

F. Possibility to listen to texts in order to be exposed to prosody.  

Both books come with an extensive digital concept, allowing for students to listen and read 

at the same time with the aid of the computer. They can in both cases choose to read either from 

the books or from the screen. JTQ has a significantly larger font-size than GS, but it is also 

substantially longer at 205 pages of text, whereas GS has 85 pages, not counting word lists at the 

end of the books. 

 

3. Lack of reading comprehension 

G. Training vocabulary  

Both books provide a glossary for each double-page of text, sometimes for single pages. The 

glossary normally contains nine words per page for each book.  

H. Contextual help, e.g. images supporting understanding of text. 

Both text books have similarities in the arrangement of the texts. Both books are divided into 

chapters with different themes/genres for each chapter. There is usually one topic and text for every 

double-page spread, with either a text on one side and a contextually related picture on the other, 

or two different but topic-related texts on each page.  

One clear distinction is that the majority of the texts in GS are custom-made texts, with the 

exception of three song lyrics. The structure of the texts in GS is apparently more consistent, most 

texts being in a single block centered on the page. It refrains from placing texts in boxes or tilted 

at the page. JTQ has borrowed a substantial part of its material from popular children and youth 

culture, such as books by C.S. Lewis and Catherine Wilkins, comics like Peanuts and Big Nate 

along with song lyrics. 

 

4. Discussion 

It is clear from the secondary sources that there is no consensus concerning the working methods 

for reading acquisition regarding reading and writing disorders. There is no real agreement on the 

origin of the problems, so much so that it is even still no final definition on to what reading and 

writing disorders really incorporates (Elliot and Grigorenko 2014a, 4). There is however a great 



23 

 

deal of substantial evidence, as shown by Schulte-Körne (2010), as well as Bogdanowicz & 

Bogdanowicz (2016), that students with reading and writing disorders benefit from participating 

in exercises in what is commonly known as the Phonics tradition. It is also known that these 

students generally underperform regarding verbal processing speed, often due to a lack of 

phonological awareness (SBU 2014, 42). There is also evidence that the social stigma and shame 

that comes with the constant failure in reading can be reduced by addressing the problems directly, 

positioning the source of the deficiency outside of the individual (Paradice 2001, 224). 

As most of the research so far has been aimed at early interventions for young children, often 

as young as pre-school, the research lacks studies on students over school year 1-3. However, what 

is clear is that students benefit from consistent and long-term efforts (Rose 2009, 58). This means 

that when working with older students, there is value in knowing what kind of training they have 

had before. It is also of interest if that training has been aimed solely at the first language, or if 

there has been some efforts in English as well. This is important, as studies such as that of 

Eantonietti et.al (2015) and Bogdanowicz et al (2016) show that these L2 students, more than other 

students, often suffer from low phonological proficiency and poor vocabulary. 

It is hence of value to pedagogues to choose not only working methods based on a scientific 

basis and proven experience (Swedish Code of Statutes 2019, 410), but also to choose texts that 

help bridge some of the gaps in phoneme and grapheme inconsistencies that the student might have 

(Bogdanowicz et al, 2016). This essay identifies three main problems that students often have, and 

proposes a number of criteria when choosing texts for students in reading and writing disorders. 

 

1. Lack of phonological awareness or low accuracy in phonological reading/spelling. 

A. Structured phonics training, ex. repetition of common words and variations of them, 

aimed at finding patterns in spelling, facilitating higher processing speed. 

As there is evidence that glossaries and isolated phonics are viewed as somewhat tedious and 

repetitive, it is important to add context and meaning to the text to make it more compelling to the 

student. There is a need to practice phoneme-grapheme connections, but they must be in a situation 

that also addresses the reading comprehension, thus challenging the student. Castle et al 

recommends using wordplays and the repetition of words with similar phonemes to raise the 

students’ awareness (Castle et al 2018, 5), which is exactly what the examples (i) and (ii) given in 

results section does, by blending in elements of jokes, rhyming and movement. 
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B. Reading exercises connected to writing, offers examples or templates to write similar 

texts. 

JTQ can be argued to have a more write-friendly approach in comparison with GS, mainly because 

of the depth of provided template texts, exercises in reading comprehension and grammar. The 

kind of scaffolding task shown in the example in (iii) is supported by Castle et al. (2018, 5) to 

improve vocabulary and reading proficiency by challenging the reader to fill in the missing word. 

Still, it is not enough just to choose words randomly, as the student must have an idea as to what 

the recipe will end up “making”, as in example (iv). The words need to connect to the theme as a 

whole, something also supported by Hyland (2007) who says that texts should be deconstructed 

and rebuilt by students to gain a thorough understanding of the process (2007, 151).  

C. Songs, Rhymes and wordplays. 

The examples of poems taken from the textbooks are similar to (i) in criteria A. The first one (v) 

is a phoneme-built wordplay that can help awareness in orthographic reading by addressing the 

similarities and differences between the words, as described by Pfenninger (2015, 127). The other 

one (vi) has a rhythm in the text that could be tapped out while reading it. There are some studies 

that propose this to be a successful way of practicing prosody in foreign languages (Eantonietti 

et.al. 2015, 6). 

 

2. Low verbal processing speed/ reading fluency. 

D. Variety of simple less complex sentences. 

Short sentences with easy word order is the next step when moving from orthographic reading 

(Hyland 2007, 154). The example (vii) corresponds to this move in reading focus, with short words 

and a minimum of clauses and punctuation. When choosing texts, it is just as important to think of 

the reading acquisition being supported by structured phonics, as it is to keep the reader from 

feeling disparaged and from the texts being plain and lacking meaning. This means there should 

also be longer chunks of text to challenge the student (Castle et al. 2018, 26). This would justify 

the occurrence of a few longer complex sentences as the example (viii) about Koalas, to challenge 

the student in contrast to the easier dialogue. 

E. Shorter texts, manageable to read in a lecture in order to reduce stress.  

Schulte-Körne (2010) states that students with reading deficiencies read more slowly, therefore 

understanding less of what they read. As stress causes worsening problems, this supports the idea 
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behind the criteria that short texts should be favored (Schulte-Körne 2010, 719). At the same time, 

evidence suggests that a structured phonics focusing on the 40 most common phonemes in English, 

can lead to greater processing speed (Bogdanowicz & Bogdanowicz 2016, 266), which means that 

a closer study of the lexical contents of the texts can be advised. 

F. Possibility to listen to texts in order to be exposed to prosody. 

Eantonietti et.al (2015) and Bogdanowicz & Bogdanowicz (2016) quote studies that show rhythm 

training had an effect on students learning a foreign language. This is connected to the lack of 

phonetic awareness and on a larger scale unfamiliarity with the prosody, i.e. the rhythm of the 

foreign language.  

 

3. Lack of reading comprehension 

G. Training vocabulary  

Bogdanowicz & Bogdanowicz (2016) advocate a communicative approach in helping the student 

communicate, developing a higher level of oral vocabulary, moving on to written texts from there. 

Both of the books analyzed provide a many glossaries to choose from and use in oral 

communication. The vocabulary is broken into chapters and should be discussed as much as 

possible, to imprint the meaning of the words into the student. This method of constructing texts 

from categories of words, building texts, oral or written, is supported by Hyland (2007), who writes 

that the creation of meaning, as in writing a text, supports learning as well as phonological 

awareness (Hyland 2007, 154). 

H. Contextual help, e.g. images supporting understanding of text. 

Bogdanowicz & Bogdanowicz (2016) recommend talking about the text as a way of training the 

phoneme oral skill. This is also supported by Castle et al (2018), who advocates the analysis of 

context to the text and teaching strategies for comprehending meaning in the text. This approach 

could be used with both of the analyzed books, supported by the context created by the images and 

headlines, as a way of practicing useful tools and future reading strategies to help the students’ 

reading comprehension. 
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Conclusion 

The aim of this essay was to try and establish what teachers can learn from contemporary research 

on dyslexia, when it comes to recommendations for choosing, and successful ways to work with, 

textbook material in teaching English to second language learners with reading-and writing 

disorders. Choosing suitable texts for pupils with reading and writing disorders seems to be 

dependent on several factors. The most obvious variable is the subjectivity in what symptoms 

should be included when defining what reading deficiency really is. This essay identifies three 

major common problems that students with reading deficiency face, as well as criteria connected 

to these problems, as a mean of choosing texts suitable to facilitate reading skills. 

Results in the background material show that there can be identified three common problems 

for students with reading and writing disorders. They are 1. Lack of phonological awareness or 

low accuracy in phonological reading/spelling. 2. Low verbal processing speed/ reading fluency. 

3. Lack of reading comprehension (which mainly follows from the other two).  

Further studies that include methods proven to be successful when working with second 

language learners with reading and writing disorder has provided a few criteria, consistent with the 

common problems. Criteria that can be suggested to look for when choosing texts to work with 

include:  

1. Lack of phonological awareness or low accuracy in phonological reading/spelling. 

A. Structured phonics training, e.g. repetition of common words and variations of them in texts, 

giving patterns in spelling, aiming at facilitating higher processing speed. 

B. Reading and writing exercises, helping connecting morpheme to the most common spellings 

of sounds. Offers examples or templates to write similar texts. 

C. Songs, Rhymes and wordplays. 

2. Low verbal processing speed/ reading fluency. 

D. Variety of simple and less complex sentences. 

E. Shorter texts, manageable to read in a lecture in order to reduce stress.  

F. Possibility to listen to texts in order to be exposed to prosody.  

3. Lack of reading comprehension 

G. Training vocabulary  

H. Contextual help, i.e. images supporting understanding of text. 
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According to research, when students work with texts that are consistent with these criteria and 

with sufficient time for training under guidance from a teacher, students should make some 

progress in their reading proficiency. However, there is no consensus on the subject in earlier 

research. Working with the proven didactic methods involving a wide variety of different texts 

seems to be far more important as to the content of the texts themselves.  
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