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ABSTRACT

Background: Reading/writing difficulties are embedded in a broad discourse that is related to
dyslexia. Therefore, this discourse serves as the basis for the presented study. Because of the
results from the scientific community, one of the questions of this study is of possible
interdependencies or differences to the pedagogical discourse of teachers. Teachers in Austria,
where the study was conducted, are confronted with those scientific findings. The term
reading/writing difficulties in the Austrian context refers to the criticism of the discrepancy criterion
and is used there in the pedagogical context. Furthermore, this contribution assumes that teachers
construct their framework of action. Linked to this is an epistemological perspective on social
constructivism.

Aim: The aim of this piece of research is to reconstruct the framework of action for teachers in
integration classes at secondary level. In integration classes in Austria can teach up to three
teachers. In this context, the question arises as to how these human resources are used by three
teachers (teacher for German, the special education needs teacher and the support teacher)
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regarding reading/writing difficulties.

Methodology: Methodologically, the work is based on reconstructive social research according to
Bohnsack. Associated with this is theory formation from the data material. The narrative-based
interviews (n=8) were evaluated using the documentary method. The reconstructed action
framework enables a differentiated presentation of the orientations and options for action of
teachers in integration classes at secondary level.

Results: In conclusion, different options of action in connection with difficulties in reading/writing are
discussed due to the orientation framework. Regarding the question of possible interdependencies
or differences to the pedagogical discourse of teachers, the study shows that the statements made
by the teachers are only partially compatible with current findings of the scientific discourse.

Keywords: Constructionist educational research; teachers in integration classes at secondary level;
reading and writing; documentary method.

1. INTRODUCTION

Dyslexia is embedded in a broad discourse
through research and literature and therefore it
forms an important basis for dealing with
reading/writing difficulties in the educational field.
That is the reason why this discourse is
discussed. The research of dyslexia is primarily
subject to the medical-psychological paradigm.
Related findings and studies include the subject
areas of genetics, description of causes,
neurological factors, developmental
psychological principles, phonological
awareness, and so on [1-4]. Furthermore, some
papers deal with the question of its location.
Reference can be made here to Alexander-
Passe [5] who asks, ‘Should “development
dyslexia” be understood as a disability or a
difference?’. This assignment is important as it
creates a legal framework that either includes or
excludes people who have dyslexia. Due to the
necessity of a designation, the literature also
covers the international discourse that deals with
the consequences. The article by Riddick [6]
Gibbs and Elliott [7] can be cited as an example,
which  explains the connection between
designation and stigmatisation with special
consideration of dyslexia. Another contribution
that deals with labelling and the associated
diagnosis  from a medical-psychological
perspective is “The lost children: The
underdiagnosis of dyslexia in Italy. A cross-
sectional national study” [8].

Furthermore, qualitative empirical studies can
also be found. These studies show a different
perspective on the research field, namely the
perspective of those affected [9-11]. Another
research approach describes ways or models
that are intended to improve the situation of
those affected and also open up opportunities in
the national focus in the sense of best-practice
examples [12-13].

The teacher’s perspective is also finding its way
into the academic debate [14-16]. In this work,
the focus is on the one hand on teachers’
knowledge about dyslexia and on the other hand
on the relevant perspectives of people with
dyslexia.

Another perspective of teachers shows that
although there is a large number of empirical
debates, there is also a lack of agreement on
how diagnosis and support can be carried out in
the context of school practice [17-18].

This contribution opens up a new perspective
about research access, the evaluation of the
data, and the associated results. A qualitative
design was deliberately chosen to employ open

research  questions influenced by the
participants’ data creation in the form of
narrative-based interviews. Furthermore, the

work is based on the principles of reconstructive
social research [19] which has not been carried
out yet in this form in the context of dealing with
this topic. Associated with this procedure is
theory formation from the data material. Due to
the many findings from the scientific discourse
mentioned before, the question of possible
interdependencies or differences to the
pedagogical discourse of teachers arises.
Therefore, this research project aims to address
this research gap. The goal is to reconstruct the
professional everyday discourse of teachers
about reading/writing difficulties ' . Thus, this

" The author uses the term ‘reading/writing difficulties’ to
express that these are pupils who have difficulties in reading
and/or writing without any further distinction. With this, the
author wants to take up the discussion on the criticism of the
discrepancy criterion, which applies to people with dyslexia.
The discrepancy criterion described above has received a
negative response in some studies, since the results of
various studies [26-28] show that children with reading/writing
difficulties show the same deficits regardless of intelligence
level. From these results one can conclude that a conceptual
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piece of research assumes that teachers
construct their framework of action about
reading/writing difficulties. Reference can be
made to Wortham and Jackson [20] who explains
the construction of reading/writing skills in the
Handbook for Constructivist Research [21]. The
authors assume differently constructed
mechanisms that confirm the assumption that the
attribution of the ability to read and write is
socially constructed. As an example, one may
refer to Street [22-24] who argues that the ability
to read and write is not a universal set of
cognitive skills that humans can or cannot
acquire. The term “constructivism” subsumes
different approaches, all of which problematise
the relationship to reality by dealing with
constructive processes in accessing it. Access to
the world of experience, ‘the natural and social
environment, the events and activities in it, runs
through the concepts constructed by the
perceiving subject and the knowledge formed
from them. These then serve to interpret
experiences, to understand and ascribe
meanings’ [25].

Fig. 1 illustrates this approach to the world of
experience, which forms an essential basis for
research from this epistemological perspective.
Due to the epistemological framework, the
orientation framework, which is defined as part of
the framework of action, is derived from Fig. 1,
since this figure is used to describe the
individual's access to the world of experience.

Fig. 2 shows the theoretical presentation of the
entire framework. Based on the epistemological
perspective, the question arises of how teachers
construct their framework of action in connection
with pupils who have reading/writing difficulties.
What knowledge is documented by the teachers
in the data material? Linked to this is the
question of possible interdependencies or
differences between the pedagogical and the
scientific discourse. In connection with the
interpretation and the ascription of meaning, the
question arises as to which knowledge is
ascribed meaning. Another question concerns
which knowledge is shared in this conjunctive
experiential space and which knowledge is
ascribed meaning there. Based on the
documented orientation framework, the question
arises about the options for action in connection
with pupils who have difficulties reading and/or
writing. The preferred term is ‘options for action’

differentiation into ‘dyslexia’, learning disability’, and ‘learning
difficulties’ is not necessary in the pedagogical context.
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since the basic data consist of interviews rather
than observation.

From the reconstruction of the orientation
framework and the options for action from the
teachers’ data material, the action framework
results. Therefore, the focus was on the following
research questions:

e What orientation framework do integration
class teachers have in secondary school
when it comes to reading/writing
difficulties?

e What possible courses of action do they
describe concerning pupils who have
difficulties reading/writing?

e Which changes do the teachers consider
necessary in order to expand the
framework and the resulting options for
action?

2. METHODS AND MATERIALS

Methodologically, the work is based on the
principles of reconstructive social research [19].
The orientation towards the reconstructive
methodology according to Schiitz [29] as well as
object-based theory building [30] is fundamental.
The process is designed to develop an object-
related theory and is therefore closely related to
the “Grounded Theory” method [30]. No
hypotheses are set up in advance, but rather a
theory develops from the research object itself or
from the data collected. The procedure for the
documentary method is similar.

2.1 Methodical
Materials

Access to the Data

With interpretative or reconstructive procedures,
such as the documentary method, more
methodical control should be achieved with only
few interventions by the researcher. Accordingly,
the question should be formulated as openly as
possible. This approach enables the respondents
to structure the communication themselves and
thus they have the opportunity to describe
whether the question is interesting in itself and
under what aspect it is gaining in importance for
them. The respondents, therefore, disclose how
they interpret the question or how they translate
the question and how the topic is developed in
their language. The more detailed replies the
respondents give, the lower the risk that the
people conducting and evaluating the interviews
will misunderstand them. Reference can be
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made to Holstein and Gubrium [31] who
summarise the importance of this methodological
approach in connection with social constructivism
in the following words: “It would seem far more
productive to devote our attention to finding
rigorous ways of examining the social context
and the ways that the hows and the whats (as
well as the whens and wheres) of interaction
reflexively constitute that which can be
situationally construed as consequential social
context” [31]. A connection between social
constructivism and the documentary method can
be shown insofar as the documentary method is
characterised by “a change in the analysis
attitude from what to how” of a text [32].

2.2 Steps of the Documentary Methods

In connection with the described access to the
data material and the data collection, the steps of
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the documentary method will now be discussed.
It distinguishes between three steps. These
include the formulating interpretation, the
reflective interpretation, and the creation of types
[33-34]. In connection with the formation of types
and the generation of theories in reconstructive
procedures, these types can be generalised. This
means that the ability to generalise depends to a
large extent on the extent to which the type can
be “demonstrated by other types and thus
located within a typology” [35]. The prerequisite
for these generalisation achievements is the
determination of the limits of the scope of the
respective type. Different types have to be
empirically reconstructed in the case by showing
different dimensions or “spaces of experience”
based on the comparative analysis [34].
Consequently, in the context of the analysis of
the data material, the focus is on working out
types for the generation of theories.

World of experience
natural and social

Construction
of concepts and
know|edge

O

Interpretation
Understanding,

environment, events,
activities

attributing meaning

Fig. 1. Access to the world of experience of the individual [25]

Framework for action

Conjunctive

Knowledge

@)

Interpretation

experience space

>

Affribution of importance

Fig. 2. Theoretical presentation of the entire framework
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2.3 Sampling

The sampling consisted of eight teachers from
four academic secondary schools. There were

e two special needs teachers,

o two support teachersz,

o three teachers for the subject German,

e one teacher who was both a support
teacher as well as a teacher for the subject
German.

2.4 Saturation of the Data

In connection with the delimitation of the data
material, due to the — albeit limited — number of
five academic secondary schools that lead
integration classes (mostly one class), and due
to the willingness of four of them to take part in
the study, there may be a saturation of the data
material because no new typical basic attitudes
could be reconstructed from the data material.

2.5 Implementation of the Narrative-based
Interviews According to Nohl [34]

At the beginning of the study, a narrative-
generating guide was created and trial interviews
were carried out with three teachers. The
guidelines were used flexibly in order to enable
the interviewees to bring up their own,
unexpected topics. Therefore, the focus in the
interviews was on offering opportunities to report
and to use examples to explain how decisions
are made. Thereafter, thematic courses were
created to conclude the questions generated in
the guideline concerning the research question
and the corresponding answers. Minor changes
were made in the process. The questions and
prompts used to conduct the interviews included
the following:

. Tell me about pupils who, in your
opinion, find it difficult to read and write!

. Tell me how you deal with the difficulties
explained!

. How do you know how to deal with these
difficulties?

. How do you explain these reading/writing
difficulties?

. Tell me about activities that you do to

improve reading and/or writing!

2 Support teachers are deployed either during lessons or in
remedial courses, which mostly take place in the afternoon,
and who are responsible for promoting pupils.
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e Tell me which changes, from your point
of view, would be important in order to
better respond to pupils with these
problem areas!

It should be noted that the discussions with the
interviewed teachers were conducted in terms of
methodical access to the data material and that
the content and the in-depth information,
therefore, deviated from the respective
presentations by the teachers. This also meant
that the key questions were all asked, but not
necessarily in the given order.

The narrative-generating questions were mostly
transferred to descriptions, whereby the
questions asked gave the interviewees the
opportunity to tell how, for example, didactic
decisions were made, how certain situations that
had also been specified by the teachers were
dealt with, and how subject areas were opened
up and had been deepened.

2.6 Insights into the Analysis Steps

After the interviews had been carried out, the
data material was evaluated according to Nohl
[34]. Then thematic courses were drawn up. The
interview date and duration, the abbreviation for
the teacher (which can be found in the
appendix), a summary, and the time sequence
were created. Most of the interviews were then
transcribed, whereas those passages in the text
that could impede anonymisation were not
processed further. After the transcription, the
formulating fine interpretation was made. Here,
“each section is looked through sequentially for a
more or less distinctive change of topic” and thus
“main and sub-topics identified” [34] “For each
sub-topic [...] a thematic summary is also
prepared in full sentences and the researchers’
own words” [34]. This step serves to distance
yourself as a researcher from the text. This
makes it clear that how the summary is made
requires interpretation. After the formulating fine
interpretation, the documentary method is
followed by the reflective interpretation, which
consists of a formal interpretation with separation
of text types and a semantic interpretation with
comparative sequence analysis. The separation
of text types refers on the one hand to the formal,
but on the other hand also to the semantic
aspect of interviews. According to Nohl [34], a
distinction is made between narration,
description, argumentation, and evaluation. The
steps discussed above were carried out for all
individual interviews. The comparative sequence
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analysis focused on finding cases (in the sense
of the individual interviews), in which a so-called
first statement on a problem or a topic was dealt
with in a structurally identical manner.
Accordingly, at the beginning of this sequence
analysis, the interviews were compared to
determine how the interviewees deal with a topic,
which in turn means the orientation framework in
which the respective person works on the topic.
The Tertium Comparationis is the topic of the first
statement, which initially related to the topics
arising from the guideline questions [34]. The
comparative sequence analysis mainly served to
reconstruct the orientation frame in a first case
by clearly distinguishing it from an orientation
frame in a fourth and fifth case. “In the genetic
type formation, the contrasting orientation frames
of the comparative cases [...] acquire an
independent meaning. [...] An orientation frame
A, which was initially only visible in the first case,
can now also be worked out in the second and
third case — and in this way replaced by the first
individual case. And an orientation frame B,
which was initially only visible in the fourth case,
can now also be worked out in the fifth case —
and in this way replaced by the fourth individual
case; and so on” [34]. Consequently, the
orientation frames reconstructed in one case
were abstracted to the extent that they were
contrasted with the orientation frames of other
cases in a typifying manner.

Thus, the genetic type formation served to work
out the different frameworks the interview
partners used to work on topics and problems,
which will be presented as a part of the results in
the following section.

3. RESULTS

Relating the action framework shown in Fig. 3
with Fig. 2 ‘Theoretical presentation of the entire
action framework’ reveals a causal attribution
concerning reading/writing  difficulties. The
orientation towards the attribution of the cause
results from the question generated by the
guidelines (‘How do you explain these problems
with reading and writing?’) and is therefore
initiated by the researcher. The data material
documents the social environment, biological
causes, and primary school as typical basic
attitudes about the causes, whereby in the
interviews, the social environment was mostly
discussed in more detail and over several
sequences, which highlights its importance. In
this study, in connection with the typical basic
attitude of assigning responsibility to the social
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environment for difficulties in reading and writing,
reference is made to early childhood language
development, to (pre-)school development, and
to ‘learning disabilities’. Furthermore, some
causes were described that were not at all within
the framework of the relevant decrees (as in the
decree for academic secondary schools, 2014).
Since the teachers made no references to the
decrees in the interviews or 4| stated in the
interview that they would distribute them to the
teachers, their relevance remains questionable
for dealing with reading/writing difficulties. In this
context, reference can be made to the study by
Liegl and Wladasch [36]. They state, ‘The
Austrian school legislation lacks clarity [in
connection with reading/writing difficulties] about
the fact that discrimination is prohibited and
equality is required. There are no specific
requirements for making adjustments and
instructions on when compensatory measures
must be taken and where they have their limits.’
Since these decrees are declared as optional
provisions in school legislation and the clarity just
mentioned is lacking, this may explain why their
content played no role in the interviews.
Furthermore, primary school is mentioned as a
further cause in the orientation attribution of
causes (1.1). In this regard, the lack of
prevention, the emergence of deficits, and a lack
of skills in terms of recognising dyslexia are
mentioned. These descriptions are contrary to
the measures required in the compulsory school
decree, such as support diagnosis, support plan,
and preventive measures [37]. In this context, it
is interesting that the teachers address the lack
of competencies of elementary school teachers
implying that if support measures had been
implemented there at an early stage, the
teachers at the secondary level would have to
deal with them less.

In connection with the orientation framework, an
orientation based on experience (1.2) could be
reconstructed. In this regard, the causes were
partly derived from observations of everyday life
and experiences with school children, so that
scientific discourse was rarely discussed in the
interviews. Furthermore, all teachers cite
experience as a reason to deal with these
difficulties. In their own experience, problem
areas open up over time. These narratives mark
a certain significance for the teachers, as they
are articulated biographically on the one hand
and describe the explicit, step-by-step verbal
interpretation on the other hand. Therefore,
experience oscillates between knowledge and
interpretation.
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Framework of action for teacher

O

Typical basic attitudes

Typical basic attitudes
» Social environment
« Biological causes
e Primarv school

1.2 Experiences

Typical basic attitudes
. Focus on the pupils’ perspective (1.3.1)

1(1.4.1)
* Demarcation (1.4.2)

* Cox

Typical basic attitudes
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(232)

>

Typical basic attitudes
Differentiation from
1:1 setting (2.3.1)
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. Focus on pupils with a specific status (1.3.2)
. Classification of pupils (1.3.3)

Typical basic attitude Typical basic attitudes

Typical basic attitudes
¢ Createaccessto o Spell trainability (2.5.1)

e Transparency (2.6.1)

books (2.4.1) «  Writing process as a
« Involvement in th “higher discipline”
classes (2.4.2) (2.5.2) g

« Improvements and
corrections (2.5.3)

4.2 Changes within one’s own framework.

4.1 Changes outside of one’s own scope of action

Typical basic attitudes
* More resources (4.1.1)
* Awareness (4.1.2)
*  Pupil's side (4.1.3)

' e Experience

e Cooperation between special education teacher and German
teacher

o Assessment of the spelling
e Changes in the didactic approach
e Importance of spelling and spelling as a development

Fig. 3. Presentation of the framework of the interviewed teacher with cross-references

Based on the data and the first question in the
guideline (“Tell me about pupils who, according
to your impression, have difficulties reading and
writing!”), the orientation was based on pupils’
heterogeneity (1.3). In the beginning, the
interviewees stated in various ways that they
were confronted with different pupils. Based on
the replies, the following three typical basic
attitudes could be reconstructed:

* Focus on the pupil’s perspective
* Focus on pupils with a specific status
» Classification of pupils

Regarding the ‘focus on the pupil’'s perspective’
(1.3.1), 1A3, 1B and 3G indicated a dilemma
between the curricular requirements and what
pupils should bring with them from primary
school in terms of performance. The dilemma
from the perspective of the pupils, which is
described in more detail by 1A, leads to different
reactions on their part, such as withdrawal,
aggression, and sick leave. In a further
description by 1A, this tension is intensified by
describing the pupil’'s awareness of their own
‘weaknesses’. These are probably unspoken for

3 A list of persons with the corresponding abbreviations can
be found in the appendix.

at all pupils in the class. 1A emphasises the
‘hardness’ of this tension with the word ‘loser
side’, which in their opinion this student is on.

To describe the heterogeneity of the pupils in
more detail, the teachers will explain individual
cases in more detail. Here, examples of ‘severe
cases’, but also more differentiated examples are
given to explain certain focal points in the
interview in more detail. For the representation of
heterogeneity, as with the typical basic attitude
‘focus on the pupils with specific status’ (1.3.2),
individual cases are described. Here, an
orientation towards a ‘broadening of horizons’ is
documented, which, however, is restricted by the
limits of support and performance on the part of
the pupil. In this typical basic attitude, an
orientation towards the ‘integration’ of these
pupils with a specific status can be
reconstructed. The options for action derived
from the orientation are described by 2E and 3F
in that the pupils with a specific status are mixed
with the regular pupils by changing seats.
Furthermore, there is a conscious allocation of
the ‘integration children’ by the teacher. This
allocation process is described by 3F as a
‘sensitive process’, and they justify this sensitivity
by the fact that the ‘integration children cannot
contribute anything’ to the group. In a
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background construction, 3F explains possible
disadvantages and the need for support for
everyone.

The third typical basic attitude is the
‘classification of the pupils’ (1.3.3). In this typical
basic attitude, on the one hand, the problem
areas in reading/writing are described in a more
differentiated manner and, on the other hand, the
pupils are classified into various groups. The
classification is based on:

* pupils who are supported or not supported at
home,

* pupils with “dyslexia”, and

* pupils with a different first language.

In the data material, a distinction can be made
between two typical basic attitudes in the
orientation towards a collective space of
experience (1.4). On the one hand, there is a
basic cooperative attitude towards colleagues in
the broadest sense and the family environment
(1.4.1), and on the other hand, a basic attitude
that provides for demarcation from colleagues
(1.4.2). A cooperative attitude is described with
special needs teachers, German teachers,
special needs teachers, assistants, the library
team, school psychologists, beginners over time,
and to the family environment of all teachers. As
a second typical basic attitude, the demarcation
from the teaching staff can be distinguished. This
demarcation is based on attitudes that are
assessed as “important”, but not shared by the
teaching staff.

After the typical basic attitudes in the orientation
framework, the options for action derived from
them and their typical basic attitudes are now
presented.

The second research question relates to the
options for action derived from the orientation
framework. Six orientations, from which the
options for action result, could be reconstructed
from the data material. When orienting towards
educational test procedures (2.1), two typical
basic attitudes are documented by the data
material: Determination of where pupils stand in
terms of performance (2.1.1) and the
demarcation from test procedures (2.1.2). In the
typical basic attitude of using educational test
procedures, options for action are shown. In
summary, these can be listed as follows: Text
analyses to derive difficulties and to recruit pupils
for remedial courses, the use of online tools to
check or test competencies, the implementation

Paudel; JESBS, 34(11): 141-154, 2021; Article no.JESBS.76570

of the Salzburg reading screening, and learning
type testing. In the text analysis of at least 41 —
this teacher explains this analysis in more detail
— so-called “dyslexic errors” are sought, in order
to recruit pupils to the remedial courses. In this
context, one may draw on the study by Lackner
[38] which dealt with the ‘performance
progression in reading and spelling in primary
school taking into account the influence of the
dyslexia promotion course’ and who, even then,
described an insufficient selection of pupils for
the promotion course by the class teachers in her
study. Lackner attributes this to the ideas of the
teachers and directors, who at that time were still
attached to a ‘traditional concept of dyslexia’
according to  Schenk-Danzinger  (1968).
Therefore, pupils with ‘orientation weaknesses’ —
meaning that the pupils had difficulties with left
and right —, left-handedness or so-called
‘dyslexia-typical mistakes’ were selected for the
course. Since such ‘typical errors’ on the one
hand do not occur very often and on the other
hand also occur in pupils who spell fairly well and
therefore do not represent an indication of a
‘global spelling weakness’, Lackner
recommended a new concept for the selection
and in the funding programme itself [38]. Even 25
years later — at least for 4l, who explicitly sees
themselves as a dyslexia carer — this ‘new
concept’ is unlikely to have materialised since on
the one hand, the selection is based on the
location and ‘dyslexia-typical errors’ and so-
called ‘partial performance weaknesses’ in the
support course itself. This assumption is
supported by the results of Kitzler [39] who dealt
with the effectiveness of school support for
‘reading and spelling weak’ children in Vienna
and Lower Austria in the primary level within the
framework of the diploma thesis and within the
framework of the underlying ideas about the
knowledge of dyslexia records, ‘The views of the
dyslexic support teachers show a very traditional
picture of the tasks and concerns of a dyslexic
support course [...] The dyslexic support teachers
emphasize the importance of promoting basic
partial performance through functional exercises’
[39].

In the data material, two typical basic attitudes
regarding teaching (2.2) can be seen, namely
homogenisation and differentiation. Teachers
who primarily classify the pupils orientate
themselves towards homogenisation in the
lesson (2.2.2). Accordingly, the pupils are offered
learning content for everyone. Among other
things, the reason given is the lack of a ‘tool’ for
differentiation. Concerning these teachers, the
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feedback of the ‘weaknesses’ plays a role.
Suggestions for improvement are made here, but
these are considered the responsibility of the
pupils. From the point of view of these teachers,
these “weaknesses” are compensated for either
in the remedial courses at the school or privately
(family environment or out-of-school institutes).
In this regard, there is a difference to the typical
basic attitudes that relate to the focus on the
pupils (1.3.1). The differentiation (2.2.1) takes
place mainly in the classroom with the help of
different levels of difficulty of learning content
and thus the ‘weaknesses’ are dealt with in the
classroom, but also in the form of remedial
courses. Based on the orientation towards
remedial courses (2.3), it was possible to
reconstruct the typical basic attitudes of
demarcation from individual supervision that
takes place outside of school (2.3.1) and the
creation of framework conditions (2.3.2). The
demarcation from individual supervision can be
characterised by a homogenisation in the
remedial courses that focuses on ‘general
problem areas or preparation for school work.

The creation of framework conditions (2.3.2) as
another typical basic attitude for attending the
remedial courses is described above all by those
teachers who focus on the pupil’'s perspective
(1.3.1). In this context, it is about adapting the
timetables to the pupils, whereby a tension
between the teacher and the pupil or the family
environment is shown if the teacher sees the
attendance of the remedial course as important,
but the student and/or the family environment do
not take advantage of this option.

Further options for action are described in
connection with the orientation on the topic of
reading (2.4). The typical basic attitudes
documented are creating access to books (2.4.1)
and integrating reading into the classroom
(2.4.2).

A distinction is made between various forms of
reading in the basic attitude of integrating
reading into the classroom (2.4.2). This
represents a common distinction in action. In
connection with loud and quiet reading, there is a
difference in the didactic approach, in that on the
one hand teachers refrain from having whole
texts read aloud in class and on the other hand
ascribing great importance to reading aloud that
it is even brought closer to the pupils with a
specially developed method. For both
approaches, the teachers explain arguments that
are conclusive from the teacher’s perspective
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and that are shared within the context of the
conjunctive experience space. Another form of
reading is what is known as ‘individual reading’,
although this form is used differently in lessons —
depending on the time resources — but plays a
subordinate role in the context of reading aloud
and quietly in the context of the interviews.

This basic attitude documents the importance of
the motivation to read, in which ‘the joy of
reading’ is the focus. In this context, teachers
describe different approaches to how motivation
to read can be sparked or maintained. On the
one hand, teachers try to motivate pupils
extrinsically and, on the other hand, teachers
also describe a hybrid form between extrinsic
and intrinsic motivation that depends on the

pupils.

Reading a class reading is named as a further
option, the use of which is explained over several
passages. In the case of special education
teachers, the adaptation of the content for pupils
with special educational needs plays a role in this
regard, whereby a difference in the didactic
approach opens up here. A teacher summarises
the content of a class on a few pages and
creates assignments for pupils with special
educational needs. The other teacher limits the
reading of a book to three chapters, whereby
these are read in class with the ‘integration
children’. This approach is argued for with the
fact that reading the pages is very time-
consuming due to the pupils’ lack of vocabulary
and therefore the book cannot be read to the
end. Due to the lack of time in class, the majority
of participants describe reading the book as
homework that is sometimes accompanied by a
review. In summary, different options for action
concerning reading were described by the
teachers.

In the orientation to writing (2.5), three typical
basic attitudes could be reconstructed, namely
the trainability of the spelling (2.5.1), the writing
process as a “higher discipline” (2.5.2), and
improvements and corrections (2.5.3). From this,
in turn, options for action were derived.
Regarding the typical attitude that spelling can be
trained (2.5.1), a discrepancy opens up between
the importance of spelling in school and outside
of school. Today the opinion has become widely
accepted in schools that spelling is no longer the
decisive criterion for assessment. This change is
based on the perspective of the teachers, who
now see spelling as a development process and
thus describe mastery as a development over
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time. Different methods are cited as possible
actions, for example keeping an error, the file is
described as an individualised form, which
however is not used for all pupils.

Further options for action are opened up about
improving and correcting (2.5.3) written texts by
the pupils. These possibilities relate on the one
hand to giving feedback to the pupils and on the
other hand to describing improvements in the
competencies of the pupils.

An orientation towards the assessment (2.6) of
pupils is documented in the data material. The
typical basic attitude that results from the data is
transparency (2.6.1), which is shown by different
forms of assessment (written and verbal
assessment), the disclosure of criteria, and the
announcement of weighting of the schoolwork. In
the case of teachers for whom a classification of
the pupils (1.3.3) can be found in the data, the
options for action in this regard lie in the
feedback, which mainly includes the pupils’
‘weaknesses’ and it is up to the pupils and the
family environment how to deal with
reading/writing difficulties. This means that all
pupils are faced with the same requirements and
that the options for action can be seen in this
context. A reference to the school system
paradigm can be established, in which decision-
making in the interest of the school system
contributes to the development and maintenance
of learning difficulties. In this context, the
compensation for disadvantages from this
perspective is no negative grades, but in the
sense of the system mostly also no good grades
for pupils with reading/writing difficulties [40].

Teachers who primarily focus on the pupil's
perspective (1.3.1) open up different options for
action. Areas of ‘weaknesses’ are initially not
primarily taken into account in the assessment
and thus the pupils are awarded a development
process. Furthermore, there are options for
action in this regard in the reference to attending
remedial courses (2.3) and/or possible
differentiated learning opportunities in the class
to support this development process.

The third research question includes the changes
that teachers consider necessary to be able to
expand the framework and the resulting options
for action. Due to the guideline-based prompt,
‘Tell me which changes would be important from
your point of view to be able to deal better with
pupils with these problem areas!’, changes (4.1)
opened up that were described outside of the
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teacher’'s framework of action. These changes
are related to resources (4.1.1) and awareness
(4.1.2).

The orientation towards resources (4.1.1)
included topics such as a funding line in the
afternoon, the opening of the timetable in the
morning, the reduction of class sizes as well as
an attribution of importance to resources due to
the “new training” of inclusive educators and the
resources for dyslexia carers.

Sensitisation (4.1.2) is located on the part of the
teachers in both kindergarten and primary
school. In connection with kindergarten,
necessary language tests are described, which
are seen as crucial for attending a language
kindergarten. In the training of primary school
teachers, a high level of importance is assigned
to anchoring content that deals with the topic, so
that prospective teachers are enabled to
recognise these difficulties and preventively
counteract them. Reference can be made to the
summary of the results about the attribution of
causes in connection with primary school, in
which the importance of prevention options in
elementary school was presented in a more
differentiated manner.

Another change can be seen on the pupil’s side
(4.1.3). Reference is made here to the changed
consumption and reading behaviour and to
changed competencies, which are shown,
among other things, in the transition from primary
school to academic secondary school.

Changes are documented in the data that were
described within the teachers’ framework (4.2).
These changes relate to changing experiences,
the cooperation between special needs teachers
and German teachers, didactic procedures,
especially about reading, the assessment of
spelling and, associated with this, the status of
spelling in school (due to the attribution as a
development process) and outside of school.

In connection with changes in the teacher’s
experience over time, a distinction can be made
between attitudes that persist (e.g. giving time,
freedom from fear) and those that have changed
over time (e.g. education for independence).

The changes over time in the cooperation
between the special needs teacher and the
teacher for the subject German relate initially to
the exchange of plans, which over the years has
led to such an agreement being supplemented
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by non-verbal signals in the classroom.
Consequently, the teachers know how to deal
with the decision-making processes in the
classroom (for example when everyone can take
part in a class). In connection with the
cooperation between the special needs teacher
and the teacher for the subject German, a
connection to the praxeological study by Sturm
and Wagner-Willi [41] can be established. The
authors worked out the latent danger of the
creation of lasting difference through cooperative
practices by mainstream and special educators
for subject teaching in Swiss schools along with
performance requirements. This creation of
difference between the academic secondary
school pupils and the pupils with special
educational needs in connection with the
performance requirements can also be regarded
as confirmed for this sampling.

4. DISCUSSION

The presentation of the results showed the
reconstruction of the framework of action of
teachers in integration classes at the secondary
level. Regarding the introduction and the
question of possible interdependencies or
differences to the pedagogical discourse of
teachers, reference can be made to the results of
the first research question, which deal with the
orientation framework. This shows that the
statements made by the teachers are only
partially compatible with current findings on the
results of the discourse of dyslexia. The
attribution of the cause was shown primarily from
the teachers’ experiences. Although these
findings fit some of the attributions of causes in
the scientific discourse, the primary school is
assigned an important role in the causes and
shows in this part a difference. The options for
actions are reproduced from experience and
show differences to the didactic discourse,
especially in connection with loud and quiet
reading. These results affect the professional
understanding of teachers and should be
addressed in the context of teacher training.

The research access enabled an innovative new
knowledge process. Due to the thematic
limitation to reading/writing difficulties, it would be
interesting to transfer this research approach to
other topics and target groups (primary school
teachers, teachers in training, ...). These findings
could be of particular interest for teacher training,
as the results would reveal possible gaps in the
training and thus be brought into focus in the
context of curricular anchoring.
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5. CONCLUSION

A new research approach was chosen for this
research project, in which teachers were
consciously given their say and the research
process itself was not carried out in the chosen
method of implementation. The reconstructed
action framework enables a differentiated
presentation of the orientations and options for
the action of teachers in integration classes at
the secondary level. It turns out that due to the
orientation framework, different options for action
in connection with difficulties in reading/writing
are discussed. For example, reference can be
made to the attribution of importance to
heterogeneous pupils (1.3). This shows that
teachers who take the typical focus on the pupil’s
perspective (1.3.1) refer to differentiated teaching
(2.2.1) in terms of the options for action. In
contrast to this, teachers who tend to adopt the
typical basic attitude of classifying the pupils
(1.3.2), derive options for action in the classroom
that are offered to all pupils in the sense of
homogenisation (2.2.2). Reference is made to
remedial courses (2.3) that are intended to
compensate for the difficulties to be able to
attend such a lesson.

CONSENT

A written consent to participate in the study was
obtained from the teachers.

ETHICAL APPROVAL

The research was approved by all the
participating academic secondary schools and
included only minimum risk for participants.

COMPETING INTERESTS

Author has declared that no competing interests
exist.

REFERENCES

1. Goswami U. Dyslexia, Development. In
Wright, J. (Hg.), International Encyclopedia
of the Social & Behavioral Sciences. New
York: Elsevier. 2015;727-730.

2. D'Mello A, Gabrieli  J. Cognitive
Neuroscience of Dyslexia. Language,
Speech, and Hearing Services in Schools.
2018;49(4):798-809.
DOI:10.1044/2018_LSHSS-DYSLC-18-
0020.



10.

11.

12.

13.

14.

Werth R. What
Identifying the causes and
compensatory therapy. Restor
Neurosci. 2019;37(6):591-608.
DOI: 10.3233/RNN-190939
Everatt J, Denston A. Dyslexia. Theories,
Assessment  and Support. Milton:
Routledge; 2020.

Alexander-Passe N. Should developmental
dyslexia’ be understood as a disability or a
difference? Asia Pacific Journal of
Developmental Differences. 2018;5(2):247-
271.

Riddick B. An Examination of the
Relationship Between Labelling and
Stigmatisation with Special Reference to
Dyslexia. Disability & Society. 2000;15(4):
653-667.

Gibbs S, Elliott JG. The dyslexia debate:
life without the label. Oxford Review of
Education. 2020;46(4):487-500.
DOI:10.1080/03054985.2020.1747419
Barbiero C, Montico M, Lonciari |, Monasta
L, Roberta P, et al. The lost children: The
under diagnosis of dyslexia in Italy. A
cross-sectional national study. PLoOSONE.
2019;14(1):1-12.

Armstrong D, Humphrey N. Reactions to a
diagnosis of dyslexia among students
entering further education: development of
the ,resistance-accomodation‘model.
British Journal of Special Education. 2008;
36(2):95-102.

Anderson R. They're teling me what |
already know instead of what | don’t know":
dyslexic pupils‘experiences of withdrawal
tuition during the later primary vyears.
Support for Learning. 2009;24(2):55-61.
Duncan N. A qualitative study of UWL
students with dyslexia and how they cope
with the demands of higher education.
Journal of Psychology and Clinical
Psychiatry. 2018;9(5):469-480.

DOI: 10.15406/jpcpy.2018.09.00574
Johnson M. Dyslexia-friendly schools —
policy and practice. In Gavin, R., Fawcett,
A. J. (Hg.), Dyslexia in Context: Research,
Policy  and Practice. London &
Philadelphia: Whurr Publishers; 2008.
Reraki M. Dyslexia Friendly Practices in

causes dyslexia?
effective

Neurol

Greek Primary EFL Classrooms. The
University  of Manchester (United
Kingdom): ProQuest Dissertations

Publishing; 2016.
Washburn EK, Joshi RM, Binks-Cantrell
ES. Teacher Knowledge of Basic

Paudel; JESBS, 34(11): 141-154, 2021; Article no.JESBS.76570

15.

16.

17.

18.

19.

20.

21.

22.

23.

24,

25.

26.

152

Language Concepts and
Dyslexia. 2011;17:165-183.
Worthy J, DedJulio S, Svrcek N, Villarreal D.
A, Derbyshire C, LeeKeenan K, Wiebe MT,
Lammert C, Rubin JC, Salmeron C.
Teachers' Understandings, Perspectives,
and Experiences of Dyslexia. Literacy
Research: Theory, Method, and Practice.
2016;65:436-453.

S’lungile T, Sunday C, Chinedu O.

Dyslexia.

Teachers’ Experiences with Dyslexic
Learners in Mainstream Classrooms:
Implications  for Teacher Education.

International Journal of Higher Education.
2020:9(6):34-43.
DOI:10.5430/ijhe.vOn6p34

Hofmann R, Paudel F, Evans A,
Papadatou-Pastou M. Aninclusive
Perspectives of Dyslexic Pupils — Cross-
European Tendencies. Educational
Alternatives. 2019;17:1-7.

Bissett R, Paudel F. Report of the Member
Survey of the EDA 2020-2021. Belgium:
European Dyslexia Association; 2021.
Bohnsack, R. Rekonstruktive
Sozialforschung. [Reconstructive social
research]. Stuttgart: UTB GmbH. 2021;10.
Auflage. German.
Wortham S, Jackson
Constructionisms. In
Gubrium JF. (Hg.), Handbook of
Constructionist Research. New York,
London: The Guilford Press. 2008;107-
127.

Holstein JA, Gubrium JF. Handbook of
Constructionist Research. New York,
London: The Guilford Press; 2008.

Street BV. Literacy in theory and practice.
Cambridge: Cambridge University Press;
1984.

Street BV. Cross-cultural approaches to
literacy. Cambridge: Cambridge University
Press; 1993.

Street BV. Literacy and development:
Ethnographic perspectives. London:
Routledge; 2001.

Flick U, Konstruktivismus. In Flick U, von
Kardorff E, Steinke I. (Hg.), Qualitative
Forschung. Ein Handbuch. [Qualitative
research. A manual] Reinbek bei
Hamburg: 10. Auflage. Rowohlt
Taschenbuch  Verlag. 2013;150-163.
German.

Stanovich KE. The future of a mistake: Will
discrepancy measurement continue to
make the learning disabilities field a

K. Educational
Holstein, J. A,



27.

28.

20.

30.

31.

32.

33.

34.

35.

pseudoscience? Learning
Quarterly. 2005;28:103-106.

Ehlert A, Schroeders U, Fritz-Stratmann A.
Kritk  am Diskrepanzkriterium der
Diagnostik von Legasthenie und
Dyskalkulie. [Critism of the discrepancy
criterion in the diagnosis of dyslexia and
dyscalculia] Lernen und Lernstdrungen.
2012;1(3):169-184. German.

Lopes JA, Gomes C, Oliveira CR, Elliott
JG. Research studies on dyslexia:
participant inclusion and exclusion criteria.
Abingdon: Routledge; 2020.

Schitz A. Gesammelte Aufsatze | - Das
Problem der sozialen  Wirklichkeit.
[Collected Essays | — The Problem of
Social Reality] Den Haag: Martinus Nijhoff;
1971. German.

Glaser BG, Strauss AL. The Discovery of

Disability

Grounded Theory. Strategies for
Qualitative Research. Chicago: Aldine;
1967.

Holstein JA, Gubrium JF. Context: Working
it up, down, and across. In Seale C, Gobo

G, Gubrium, JF, Silverman D. (Hg.),
Qualitative research practice. London:
Sage. 2004;297-311.

Bohnsack R. Standards nicht-
standardisierter ~ Forschung in  den

Erziehungs- und Sozialwissenschaften.
[Standards of non-standardized research
in the educational and social sciences]
Zeitschrift  fur  Erziehungswissenschaft.
2005;7(4):65-83. German.

Bohnsack R, Nentwig-Gesemann |, Nohl
AM. Einleitung: Die Dokumentarische
Methode und ihre Forschungspraxis. In
Bohnsack, R., Nentwig-Gesemann |, Nohl
AM. (Hg.), Die Dokumentarische Methode
und ihre Forschungspraxis. Grundlagen

qualitativer Sozialforschung. [The
documentary method and its research
practice. Basics of qualitative social

research] 3. Auflage. Wiesbaden: Springer
Fachmedien Verlag. 2013;9-32. German.

Nohl AM. Interview und Dokumentarische
Methode: Anleitungen far die
Forschungspraxis. [Interview and
Documentary Method: Instructions for
Research Practice]. 5. Auflage.
Wiesbaden: Springer VS; 2017. German.

Bohnsack R. Typenbildung, Generali-
sierung und komparative Analyse. In
Bohnsack R, Nentwig-Gesemann |, Nohl
AM. (Hg.), Die Dokumentarische Methode
und ihre Forschungspraxis. Grundlagen
qualitativer Sozialforschung. [The

Paudel; JESBS, 34(11): 141-154, 2021; Article no.JESBS.76570

36.

37.

38.

39.

153

documentary method and its research
practice. Basics of qualitative social
research] 3. Auflage. Wiesbaden: Springer
Fachmedien Verlag. 2013;241-270.
German

Liegl B, Wladasch K. Nicht-Diskriminierung
in Bezug auf Legasthenie und Dyskalkulie.
Angemessene Vorkehrungen bei
Leistungsbewertung bzw. -beurteilung —
wie kann ein effektiver Nachteilsausgleich
gewahrleistet werden? [Non-discrimination
in relation to dyslexia and dyscalculia.
Adequate precautions for performance
evaluation or appraisal — how can an
effective compensation for disadvantages
be guaranteed?] Wien: Ludwig Boltzmann
Institut flr Menschenrechte,
Forschungsverein; 2019. German.
Stadtschulrat fur Wien, 240.120/0355-
kanz2/2014, Richtlinien zum Umgang mit
Lese-/Rechtschreibschwachen (LRS) im
schulischen Kontext der AHS. [Guidelines
for dealing with reading/spelling
weaknesses in the school context of
acadamic secondary school]l. German;
2014.

Lackner S. Der Leistungsverlauf im Lesen
und Rechtschreiben in der zweiten Klasse
Volksschule, unter Berucksichtigung des
Legasthenieforderkurseinflusses. [The
performance progression in reading and
spelling in the second grade of elementary
school, taking into account the influence oft
he dyslexia remedial course]. Diplomarbeit
aus dem Hauptfach Psychologie zur
Erlangung des Magisters der
Naturwissenschaft an der Grund- und
Integrativwissenschaftlichen Fakultat der
Universitat Wien; 1994. German.

Kitzler P. Einfluss qualitativer Merkmale
schulischer FdérdermalRnahmen auf die
Entwicklung von Kindern mit Lese- und
Rechtschreibschwache. Eine
Untersuchung zur Effektivitdt schulischer
Forderung fur lese- und
rechtschreibschwache Kinder in Wien und
Niederosterreich. [Influence of qualitative
characteristics of school support measures
on the development of children with
reading and writing difficulties. A study on
the effectiveness of school support for
children with poor reading and spelling
skills in Vienna and Lower Austria]
Diplomarbeit zur Erlangung des
Magistergrades der Naturwissenschaften
an der Fakultdt fur Human- und



40.

Sozialwissenschaften der Universitat Wien;
2001. German.
Tillmann KJ, Vollstadt W. Funktionen der

Leistungsbewertung. Eine
Bestandsaufnahme. [Determine and
evaluate performance] In Maas, M. (Hg.),
Leistung ermitteln und bewerten.

Hamburg: Bergmann + Helbig. 2000;27-
37. German.

Paudel; JESBS, 34(11): 141-154, 2021; Article no.JESBS.76570

41.

Sturm T, Wagner-Willi M. Kooperation
padagogischer Professionen. In Kreis, A,
Wick J, Kosorok C. (Hg.), Kooperation im
Kontext schulischer Heterogenitat.
[Cooperation in the context of school
heterogeneity] Munster: Waxmann. 2016;
207-222. German.

© 2021 Paudel; This is an Open Access article distributed under the terms of the Creative Commons Attribution License
(http://creativecommons.org/licenses/by/4.0), which permits unrestricted use, distribution, and reproduction in any medium,
provided the original work is properly cited.

Peer-review history:
The peer review history for this paper can be accessed here:
https://www.sdiarticle4.com/review-history/76570

154



