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Annotation

The paper is dedicated to documenting experiences and challenges of dyslexic learners
during the COVID-19 pandemic and the shift in education towards online teaching and
learning format. The aim of the study is to provide insight into the issue of special
needs learners and their situation during the lockdown and social distancing in relation
to their education and learning process. The data for the research is collected via
semi-structured interview in a multi-case research method. The experiences, emotions,
and perspectives the paper deals with are to provide a deeper understanding of the issue

as well as aspire to spread awareness among its readers.
Keywords

Learning Difficulties, English as a Foreign Language, Dyslexia, Online Schooling, SEP,

Supportive Measures

Nazev
Vyuka anglictiny v online prosttedi: vyzvy pro zaky s dyslexii
Anotace

Tato prace se zabyva zdokumentovanim zkusenosti a vyzev zédku diagnostikovanych s
dyslexii béhem pandemie COVID-19, kterda mé¢la za nasledek piechod z prezencni
vyuky do distanéniho prostiedi. Cilem prace je poskytnout detailni vhled do
problematiky distancni vyuky déti se specialnimi potfebami skrze vypovédi dvou
dyslektickych zakl. Za pouziti semistrukturovaného rozhovoru ve vicepiipadové studii
prace nabidne detaily za ucelem hlubSiho porozuméni. V zaméfeni na proces uceni a
vzdélavani téchto déti v tomto obdobi si prace dava za cil rozsifit povédomi a

ptitdhnout pozornost k tomuto problému.
Kli¢ova slova

Poruchy uéeni, angliétina jako cizi jazyk, dyslexie, online vyuka, SVP, podptirna

opatieni
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Introduction

This thesis explores the experiences of dyslexic learners within the Czech online
schooling system during the COVID-19 pandemic, with a specific focus on their
English language learning. The primary aim is to gain a deeper understanding of how
these learners experienced online instruction, how supportive measures were or were
not implemented, and how these factors impacted their motivation, emotional
well-being, and academic performance. The research seeks to give voice to learners
whose needs are often overlooked during systemic shifts, particularly in digital

environments where individualization becomes more difficult to sustain.

The motivation for this research stems from the growing concern about inclusivity in
education and the recognition that official supportive frameworks, although formally
established, may not always be effectively implemented in practice. As such, the study
is guided by the following preconception: that dyslexic learners may have experienced a
significant reduction in support during online learning, and that their lived experiences
can reveal not only systemic shortcomings but also offer direction for more inclusive

educational strategies moving forward.

This research is grounded in both theoretical and practical considerations. The
theoretical part introduces key terminology and concepts such as foreign language
learning, the cognitive and neurological underpinnings of dyslexia, and the function of
supportive measures and educational policy in the Czech context. The empirical part
then applies these concepts to real-world data gathered through qualitative
semi-structured interviews with two learners, whose voices and narratives serve as the

primary data source.

Through a careful thematic analysis of their responses, supported by their SEPs and
observable emotional cues, this study aims to identify both common and individual
challenges faced during online schooling. In doing so, it contributes to a deeper, more

personalized understanding of inclusive education in times of crisis.



Theoretical part

The theoretical part of the paper focuses on the research theoretical background —
defining and elaborating on key terminology such as; English language teaching and
learning, as well as the difference between language learning and language acquisition.
Also, the question of defining dyslexia as a learning difficulty within the context of a
neurological disorder is essential for the paper’s purposes, similarly to the discussion
about supportive measures and appropriate accommodation for dyslexic children in
school. Narrowing down these key aspects and terminology to the Czech Republic is of
most importance as well, as the research focuses on the investigation of Czech dyslexic
learners within the Czech online schooling system established during the COVID-19

pandemic and subsequent lockdown.

In Chapter 1, the English language is defined as a foreign language in the Czech
context, as well as the importance of communicative competence within the educational
system is discussed. The chapter narrows down the field of language education for the

specific purposes of the paper.

In Chapter 2, learning difficulties and specific learning disabilities are defined and
discussed with the intent of applying the system to the context and environment of

Czech dyslexic learning.

In Chapter 3, dyslexia is discussed in great detail, beginning with the historical
development of dyslexia and its eventual classification and recognition within the field
of learning difficulties and specific learning disabilities. It explains the neurological
factors of dyslexia as well as defines the disability in the international and Czech
context. Lastly, it discusses the supportive measures available to Czech dyslexic
children; including the legislation and other official means which ensure

accommodations are present.

In Chapter 4, dyslexia is further discussed and narrowed down to the effects it has on
learning language, specifically English as a foreign language. The chapter focuses on
explaining the different areas of language learning that are affected by the disorder and

how it influences individual dyslexic learners.

And lastly, in Chapter 5, online schooling is elaborated on and applied to the context of
Czech Republic and the legislation and official guidelines given by MSMT during the
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COVID-19 pandemic and lockdown. It provides areas of potencial but also possible

challenges of online schooling for dyslexia learning.
1. English Language Teaching and Learning

English language teaching and learning represent a dynamic interplay of linguistic
exploration and cultural immersion (Jasim et al. 2021). As a global lingua franca,
English holds an essential role in fostering cross-cultural communication, facilitating
international business, and enabling access to a wealth of information and opportunities
(Wallin 2019). The process of learning and teaching English includes the acquisition of
grammar rules, vocabulary, phonology, and cultural nuances (Jasim et al. 2021,
Zelinkova et al. 2020, 41-46) as well as development of the communicative

competence.

Communicative competence, an idea originally developed by Dell Hymes (Hymes
1968, and 1972), refers to a speaker’s ability to use a language effectively and
appropriately in various real-life situations. The term was later on challenged by Noam
Chomsky, arguing that communication is not only about competence but also about
performance. Nowadays, communicate competence is defined by CEFR and is divided
into three categories; linguistic competence, sociolinguistic, and pragmatic and multiple

subcategories (figure 1).

Communicative
language competences

Pragmatic competence

Flexibility

Turntaking

Thematic development

Coherence and cohesion

Propositional precision

Fluency

Figure 1 — CEFR Companion volume 2020



CEFR defines the requirements and expectations of each category based on a level
system (from Al to C2). For the purposes of this paper, levels A1 — A2 are the most
crucial. Based on the RVP ZV (FEP for elementary education of the Czech Republic)
and SVP (SEP of the Czech Republic), the expected level of elementary education is
A1 for the end of 5th grade and A2 for the end of 9th grade. The subjects of this paper’s
empirical part are 11 (6th grade) and 14 (8th grade), which makes both levels relevant.
The RVP has a clearly defined expectation of each level (more in Chapter 1.1).

English is often thought as a second language (SL) or a foreign language (FL) in many
European countries (including the Czech Republic). Teaching and learning English is a
fast evolving field of education. English language education continues to evolve,
developing and applying new methods and tools to individulize the process of learning
as well as aspiring to make LL as effective and authentic as possible. Recently, EFLA
and ESLA has been exploring and utilizing the newly accessible technologies, digital
resources, and communication platforms (online and offline). This ongoing evolution
emphasizes the dynamic nature of English language teaching and learning, as both

educators and learners contribute to its rapid and ever changing development.

It is important to elaborate on the differences of the labels “foreign” and “second”, as
these are not synonyms in the context of teaching and learning English.  Foreign
language (FL) refers to a language that is not commonly spoken in the country it is
taught in (ex. English in the setting of the Czech Republic), while second language (SL)
refers to a language that is one of multiple language commonly spoken in a country it is
taught in (ex. English in South Africa) (Hékansson and Norrby 2010, 629). For the
purposes of this paper and in the context of the Czech Repiblic, the first one applies —
English is considered a foreign language and therefore is also handled as such within

the school environment.

Another important difference in the field of English language education is the
difference between the terms “learning” and “acquisition”. Language acquisition (LA)
is an artificial process of acquiring a foreign language made to mimic the natural
process of language acquisition (mother tongue) — the term foreign language acquisition
(FLA) emerged in eventually in many studies (ex. Imput Hypothesis by Stephan
Krashen, Interlanguage Theory from 1972 by Larry Selinker, and Rod Ellis with his

extensive work on the topic of SLA and FLA). The word natural refer to the same



process that children are exposed to during their childhood. Children acquire their
mother tongue through the environment the inhabit and interactions with people around
them (Hoque 2020, 61), being driven by the growing frustration of a desire to
communicate, to share emotions and thoughts, and to be understood by others. LA
focuses on interaction, exposure, and authentic production of the language (the process
usually involves little to no exposure to the monter tongue). Language learning (LL) on
the other hand is an artificial process of learning a language that is not aspiring to
mimic the natural conditions and environment of acquisition of the mother tongue — it is
more focused on teaching grammar rules, practicing established phrases, building
sentences, drilling vocabulary, and similar, often taught with the help of the mother

tongue.

The key difference between these two approaches is that acquisition is less focused on
how corrent the production and understanding of the language is, treating the language
more as a mean of communication (focused heavily on the ability to express oneself and
understand social situations and cues), while learning is less focused on the authenticity
and internalisation, treating the language as a set of rules to be remembered and
reproduced (focused heavily on the ability to understand grammatical phenomenons,

and understanding the language as a field of study).
1.1 English Language Teaching and Learning; Czech Republic

The Czech Republic education system is dictated by the FEP and SEP (more in Chapter
1.2), which detail the requirements and sometimes also content of English as a foreign
language education. English is considered a foreign language in the context of Czech
education, as it is not commonly spoken outside of school environment and therefore
the learners do not come in contact with the language on a daily basis. Unlike secondary
language, which is often a language that is spoken outside of school on a regular basis.
For some learners, English can be their second language (due to mixed ethnical
background, bilingual household, etc.). In the context of the Czech Republic, language
slowlearning is significantly more prominent in comparison to language acquisition,
and although it slowly changing, most school still value understanding of grammar
rules and rich vocabulary in a highly controlled error-less setting rather than authentic
natural exposure. Therefore the Czech education system approached English strictly as

a foreign language learned exclusively in schools.



FEP is a general document, based on CEFR requirements and directions for education,
it is provided by the state and applied broadly across all educational units. For the
elementary education it is the FEP EE document, which details the expected outcomes
of education in all school subjects, including English taught as a foreign language
within the content of Czech Republic. For the upper-elementary (1st to 5th grade) the

expected outcomes are as follows;

Reception

JJK-AJA-001-ZV5-001
Understands specific information in simple, slowly and clearly spoken texts.

JJK-AJA-001-ZV5-002
Understands simple short written texts.
Production

JIK-AJA-002-ZV5-003

They speak in simple sentences about the topics they are learning.

JJK-AJA-002-ZV5-004
Writes a short text using simple sentences and phrases from the range of topics learned.
Interaction

JJK-AJA-003-ZV5-005

They will engage in simple conversations regarding learned topics.

JJK-AJA-003-ZV5-006
Write a short message.

Figure 2 — English Language “1. stupen, 5. rocnik” (prohlednout.rvp.cz, 2025)

While for the lower-secondary (6th to 9th grade), it is as follows;

Reception

JJK-AJA-001-ZV9-001
‘Can understand the main ideas of spoken language on familiar topics when guided by
standard language.

JJK-AJA-001-ZV9-002
‘Can understand the main ideas of media content on familiar topics when the speaker
speaks relatively slowly and clearly.

JJK-AJA-001-ZV9-003
Understands simpler audiovisual stories.

JJIK-AJA-001-ZV9-004
Understands instructions and directions from everyday life.

JJK-AJA-001-ZV9-005

Understands the content of texts from everyday life and finds the necessary information
in them.

JJK-AJA-001-ZV9-006

Can understand the main ideas and some specific information in simple professional

texts in his/her field of interest.

JJIK-AJA-001-ZV9-007
Understands the content of simple artistic texts.

Figure 3 — English Language “2. stupen, 9. ro¢nik” - Reception (prohlednout.rvp.cz,
2025)



Production

JJK-AJA-002-7V9-008

Describes things, people, places, situations and events.

JJK-AJA-002-ZV9-009

They will express and justify their opinions and actions.

JJK-AJA-002-ZV9-010
He will describe his feelings, ideas, wishes and ambitions.

JJK-AJA-002-Z2V9-011
Tells or describes one's own or someone else’s experience.

JJK-AJA-002-ZV9-012
He presents a topic from his area of interest.

JJK-AJA-002-ZV9-013

Writes a short, coherent text on the topics being learned.

Figure 4 — English Language “2. stupeii, 9. ro¢nik” - Production (prohlednout.rvp.cz,

2025)

Interaction

JIK-AJA-003-ZV9-014
He participates in a direct conversation about topics that interest him.

JJK-AJA-003-ZV9-015
Communicates about his needs and finds the necessary information.

JJK-AJA-003-2V3-016

Writes a simple message or email asking for information or providing it himself.

JJIK-AJA-003-ZV8-017

Expresses his/her feelings and responds appropriately to the expressed feelings of
others.

JJK-AJA-003-ZV3-018

He/She expresses his/her personal opinions on topics that interest him/her, responds to
the opinions of others and discusses them with them.

Figure 5 — English Language “2. stupen, 9. ro¢nik™ - Interaction (prohlednout.rvp.cz,

2025)



Mediation

JJK-AJA-004-Z2V9-019

Takes written notes of key information during a lecture on a familiar topic.

JJK-AJA-004-Z2V9-020

It conveys partial information presented in spoken and written text and in visual
materials.

JJK-AJA-004-2V9-021

Summarizes the content of spoken and written text.

JJK-AJA-004-7V9-022

Facilitates simple interaction and group activities.

Figure 6 — English Language “2. stupen, 9. ro¢nik” - Mediation (prohlednout.rvp.cz,
2025)

These outcomes have recently been updated with the current development in the
understanding of language skills and subskills. Recent definition and categorization of
language skills (writing, listening, speaking, and reading) have been replaced by
categories which are less oriented on the type of activities and more of the type of
competence and performance skills necessary. Interaction, production, reception and
mediation are the current categories, which dictate the expected outcomes of
elementary education in the Czech Republic (and abroad). However, for the purposes of
this paper, the old categorization is used, due to the change being rather recent, the
individual SEP documents the paper relies on for comparison of expected outcomes of

education of the the research subjects not yet being updated accordingly.
1.2. SEP - School Education Programme

The SEP document is a narrowed and more detailed version of FEP, which each school
formulates based on its individual needs and requirements. It must be in alignment with
FEP general expected outcomes and directions, however, it often elaborated more in
depth on the content (topics, vocabulary, projects, etc.), medium of learning/acquisition
process (classroom, online sources, online school app, etc.), and sometimes also visual

and auditory aids (ex. textbooks, CDs, workbooks, dictionaries, etc.).



2. Learning Difficulties

Learning difficulties (LDs) is an umbrella term that stands for a common concept of
conditions affecting the process of learning (LDA 2023, Hardie and Tilly 4, 2012).
They occur “due to genetic, environmental, and/or neurobiological factors” (LDA 2023)
and they “alter brain functioning in a manner which affects one or more cognitive
processes related to learning” (LDA 2023). They are not to be confused with learning

3

problems (LP), which are conditions that are a “’result of visual, hearing, or motor
handicaps; of intellectual disability; of emotional disturbance; or of environmental,

cultural or economic disadvantages” (LDA 2023).

LDs refer to challenges or obstacles that individuals might face in the process of
acquiring and applying knowledge and skills. These difficulties can range from mild to
moderate and may be temporary or persistent (LDA 2023). LDs can be caused by
various factors, including environmental factors, teaching methods, cognitive
differences, or personal circumstances. This, however, does not apply to all LDs, as
there are LDs that can only be caused by neurological dysfunctions (such as dyslexia)
or genetic inheritance (such as ADHD). Hardie and Tilly (3-5, 2012) name examples of
LDs including struggle with certain subjects, needing more time to grasp certain
concepts, or facing difficulties due to distractions or inconsistent learning environments.
They also mention that there are three levels of severity of LDs - profound, severe,
moderate, and mild (Hardie and Tilly 7, 2012), in which dyslexia and disorders
associated usually fall under the moderate category. Learning difficulties can often be
addressed and managed with appropriate instructional strategies, support, and
accommodations (Hardie and Tilly 6, 2012). They do not necessarily indicate a
permanent condition but may require targeted interventions to help individuals succeed

in their learning pursuits.

Learning difficulties are also often referred to as hidden disabilities (LDA 2021)
similarly to mental disorders (depressive disorders, anxiety disorders, et cetera). The
term hidden is used to describe the contrast between the person’s physical appearance,
which is not affected, and the person’s mental performance, which is. Hidden
disabilities can make one’s life almost as difficult as physical disabilities. Plus, the

absence of physical symptoms can cause further issues for the affected individuals. One



of such issues is e.g. disbelief and doubt from not only the teachers’ and parents’ side,

but also - eventually - the person themselves.

Learners with LDs are more likely to encounter situations in which they are called or
referred to in an inappropriate manner in relation to their performance or academical
achievements. Unfortunately, LDs being unobservable at first and requiring longer and
more attentive observation to spot affected learners tend to be perceived as
educationally slower, even lazy or inept, especially during the time before they are able

to get their diagnoses.

Although it could be argued whether or not is a diagnosis a sufficient force to change
such prejudice towards learners with LDs. Studies (Byrd 2020, Graham 2017, et cetera)
have shown that a significant number of pedagogical professionals do not possess
necessary knowledge to understand the special needs a learner with ID requires. And if
they do, they are often incapable of implementing necessary supportive measures due to

limited knowledge in the area.

2.1 Specific Learning Disabilities

Specific Learning Disabilities (SLD) is a broad term used to describe a group of
disorders that affect an individual's ability to learn and use academic skills (IDEA
2023). These disorders are specific to certain areas, such as reading, writing, math, or
language, and they are not caused by other factors like intellectual disabilities, lack of
instruction, or socio-economic status. Common types of SLD include dyslexia,

dysgraphia, and dyscalculia.

In essence, SLD refers to difficulties in acquiring and using skills related to listening,
speaking, reading, writing, reasoning, or mathematical abilities. These challenges can
impact a person's academic performance and often require targeted interventions and
support to help individuals overcome these obstacles and succeed in their educational

endeavors.

LDs further divide into subcategories, one of them are specific learning disabilities
(SLDs) which cover LDs such as dyslexia and dysgraphia (LDA 2021 and Thompson
1997). SLD is defined as “a disorder that interferes with a student’s ability to listen,

think, speak, write, spell, or do mathematical calculations” (IDEA, 2004).
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The subcategory of LDs has two reasons, the first one is that SLD focuses specifically
on learners with reading, writing, speaking, or listening disabilities (excluding physical
disabilities such as deafness or anacusis) while LD covers also attention issues and
attention related disorders (such as ADHD). The second reason is that “the term
‘specific learning disability’ is commonly used in federal and state law, the Diagnostic
and Statistical Manual of Mental Disorders (DSM), and by many private and public
schools” as a way to recognize disorders related to a) learning specifically and disorders

related to b) other (even if overlapping with the area learning) areas of learner’s life.

One could propose that the current system exhibits certain imperfections, particularly
evident in the manner by which Specific Learning Disabilities (SLDs) extend their
impact into various facets of a learner's life. For instance, an individual with dyslexia
may consistently encounter challenges in spelling, irrespective of whether these
challenges pertain to the scholastic milieu or beyond. Nonetheless, this system
possesses merit in its delineation of Learning Disabilities (LDs) into distinct categories:
a) those predominantly influencing cognitive learning processes, and b) those exerting
an impact on learning processes albeit not predominantly so. Furthermore, from a legal
standpoint, the differentiation of these categories becomes imperative, given that each

category qualifies for distinct accommodations denoted as supportive measures (SMs).
LDA (2021) notes the worldwide recognized SLDs as follows;

e Non-verbal Learning Disabilities

e Oral/Written Language Disorder and Specific Reading Comprehension Deficit
e Dyscalculia

e Dysgraphia

e Dyslexia
3. Dyslexia

Dyslexia is a learning disorder that affects a person's ability to write, listen, read, and
spell. It's characterized by difficulties in processing language-related tasks, often due to
differences in how the brain processes written words and symbols (LDA 2023 and Lyon
et al. 2003, 2). People with dyslexia may have trouble recognizing and decoding words,
but their intelligence and cognitive abilities are not affected. It's a common condition
that can vary in severity and impact individuals differently (LDA 2023, Hardie and
Tilly 7, 2012).
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The history of dyslexia as a recognized learning disability is notably long compared to
other LDs. Yet, despite its historical presence, dyslexia is still a relatively recent
concept that remains only partially understood, especially in terms of its neurological
causes (Norton et al. 2015, 73). Still, it is among the most common and well-known

LDs (Norton et al. 2015, 73—74; Vandermosten et al. 2016, 155).

References to dyslexia-like symptoms appear in medical literature as early as the late
19th century, including works by Kussmaul (1877), Berlin (1887), Wagner (1973), and
Hansard (1987). Despite growing recognition in educational and clinical fields, dyslexia
remains a complex condition affecting cognitive, neurological, and educational
development. Scholars agree that continued research is essential for full understanding

and effective support strategies (Norton et al. 2015; Vandermosten et al. 2016).

In 1877, German neurologist Adolf Kussmaul coined the term "word-blindness" to
describe patients who could not read despite normal vision, intellect, and speech
(Kussmaul 1887, 770-778). This marked a foundational moment in recognizing reading
difficulties as distinct cognitive phenomena, influencing future diagnostics and

interventions.

A decade later, Rudolf Berlin introduced the term “dyslexia,” defining it as severe
difficulty in interpreting written symbols. This shift introduced a more specific
framework for understanding the condition. Another major milestone came in 1963,
when Samuel A. Kirk first used the term “learning disability” at a Chicago conference.
His broader categorization acknowledged a spectrum of cognitive challenges, moving

beyond dyslexia alone.

In 1969, the Children with Specific Learning Disabilities Act was enacted, later
incorporated into the 1970 Education of the Handicapped Act. This marked the first
legal recognition of LDs, affirming affected students’ rights to educational support.
That same year, Critchley's The Dyslectic Child emphasized the urgency of research and

intervention.

Building on this, the 1975 Education for All Handicapped Children Act mandated
inclusive education for all students, fundamentally reshaping how disabilities were
approached in schools. By 1990, the term ‘“handicap” was replaced with “disability,”
autism was formally recognized under LDs, and ADHD followed in 1997.
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Today, dyslexia (along with dysgraphia and dyscalculia) is officially recognized as a
specific learning disorder (SLD) under the IDEA’s 13 disability categories.

Dyslexia is the most common learning disabilities to occur, especially in children
(Hussherr 2018) and they affect the learner’s cognitive processes which commonly
interferes with learner’s ability to perform skills such as reading, writing, speaking,
listening, and/or math to the same degree as learners that are not affected (LDA 2021,
Zelinkova et al. 2020, 8). Thus, dyslexia is recognized as a disability. This is essential
to point out as learning difficulties were in the past (and often still are) understated and

trivialized.

Disability refers to the significant and often severe impact that a condition has on a
person's ability to perform everyday activities, engage in work, participate in social
interactions, and maintain a good quality of life (CDC 2023). A disabling disorder is
one that impairs physical, mental, cognitive, sensory, or emotional functions to the
extent that it substantially limits a person's ability to function independently and

effectively (NCBI 2023).

Based on this it is fair to argue that classifying dyslexia as a learning difficulty might be
insufficient as it proposes an idea that dyslexia is only disabling learners in school
environments. However, learning is not bound to schools and educational institutions
only, it is an everyday activity and continues throughout a person’s life, affecting them

quite commonly for the rest of their life.

3.1 Neurological Factors of Dyslexia

Dyslexia is a complex neurodevelopmental disorder that primarily affects reading,
spelling, and writing abilities (Zelinkova et al. 16, 2020). While the exact underlying
neurological factors of dyslexia are not fully understood, research suggests that there
are several potential contributing factors (Verhoeven et al. 227-438, 2019 and Zelinkova

et al. 10-13, 2020):

e Brain Structure and Function Differences: Neurological studies have
reported that individuals with dyslexia often show differences in brain structure
and function compared to non-dyslexic readers. Among the most commonly
reported findings are atypical neuromuscular activation patterns and responses

in regions of the brain involving reading. These differences could be the cause
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(or significant aspect in) the processing of phonological information (the sounds
of language) and the integration of visual and auditory information (symbols,
sounds, tones, etc.).

Phonological Processing Deficits: As mentioned above, the processing of
phonological information refers to the ability to recognize and decode sounds
(phonemes). Many individuals with dyslexia may struggle with encoding and
decoding of phonemes, which can hinder their ability to understand, pronounce
words (associate letters with their corresponding sounds) and spell accurately -
this becomes especially challenging in case of languages that have multiple
sounds assigned to one letter/symbol (ex. English).

Rapid Automatized Naming (RAN) Deficits: RAN refers to the ability to
quickly name a series of familiar items, such as letters or colors (Powell et al.
2007, 2-8). Individuals with dyslexia often have difficulties with RAN tasks,
which may be related to problems with processing visual information efficiently
and linking it to language processing centers and memory centers in the brain.
Genetic and Hereditary Factors: Dyslexia has been recognized as a possibly
hereditary condition, suggesting a genetic component. Multiple genes have been
implicated in dyslexia, but no single gene has been identified as a sole cause.
Genetic factors likely interact with environmental influences to increase (or
decrease) the risk of dyslexia.

Brain Connectivity and White Matter Abnormalities: Diffusion tensor
imaging (DTI) studies have revealed differences in white matter pathways
(bundles of nerve fibers) that connect different brain regions in individuals with
dyslexia (Norton et al. 2015, 73-78). These differences may have an impact on
the communication between brain regions involved in language processing and
reading.

Visual Processing Differences: Some research suggests that dyslexia may
involve visual processing deficits, such as difficulties differentiating between
similar visual symbols (letters or words). These deficits could affect the
perception and recognition (decoding) of written language. Dyslexic learners are
often struggling with the internalization of certain symbols from a very early

age.
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It's important to note that dyslexia is not caused by a lack of intelligence or effort;
rather, it arises from complex interactions between genetic, neurological, and even
environmental factors. Genetics and neurology play a big role in the severity of
dyslexia, while environment factors usually do not affect the disorder as prominently,
but can be the cause of future issues (ex. poor environment and lack of help with coping
mechanisms can have negative effects on the learner’s ability to handle their dyslexia in
the future). Early intervention, specialized teaching methods, and support can help
individuals with dyslexia overcome challenges and develop effective coping and
accommodating mechanism to improve their daily life. Research in this field is
ongoing, and further insights into the neurological basis of dyslexia may continue to

emerge (Verhoeven et al. 227-228, 2019).

3.2 International Definition

The current international definition of dyslexia, as defined by Lyon et al. (2003, 2), is
that “dyslexia is a specific learning disability that is neurobiological in origin [...]
characterized by difficulties with accurate and/or fluent word recognition and by poor
spelling and decoding abilities”. Lyon and his colleagues (2003, 2) also say that primary
symptoms of dyslexia as understood by the scientific community are “a deficit in the
phonological component of language that is often unexpected in relation to other
cognitive abilities and the provision of effective classroom instruction, [...] problems in
reading comprehension”, and “reduced reading experience that can impede growth of
vocabulary and background knowledge” (Lyon et al. 2003, 2). This definition is
considered the most up-to-date and generally accepted description of what dyslexia is

and how the scientific community understands it (IDA, 2023).

As Lyon et al. (2003, 2) suggest, “result from a deficit in the phonological component
of language” and therefore dyslexia can also be defined as a deficit in the base
components of communication. This supports the theory that dyslexia does not exactly
affect “reading and writing” but more likely the subskills that reading and writing are
composed of; however, that still inevitably means that the abilities to read and write are
impaired. Of course, it is important to keep in mind that our “understanding of dyslexia
is a work in progress and will continue to be just that” (Lyon et al. 2003, 10) due to the
fact mentioned above. Dyslexia is a very complex disorder, and we as a society are yet

to understand all about it.
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Thus, with this definition to be the closest we can get, it is clear that dyslexia is proven
and understood as a disability that affects one’s ability to perform certain tasks or take
part in certain activities in the same manner as a non-dyslexic person. As Hettiarachchi
(2021, 531) explains, this is especially true in school, where often the lack of variety
and individualistic approach is results in a homogenous class and minimal variety in
forms of organization used throughout the lesson. Homogeneity can have a devastating
effect on learners with dyslexia, because it can be perceived (through the learner’s eyes)
as a demonstration of why he or she is not good enough and cannot keep up with the
rest of the class (Hettiarachchi 2021, 533). It might lead to low self-confidence, poor
self-image, and even social separation from the rest of the class. However, it does not
apply to all dyslexic learners. As with any LD, every learner experiences living and
coping with their disorder differently and acquires different coping mechanisms and

learning strategies, as well as goes through different stages of self-acceptance.

And, as explained by Lyon and his colleagues (2003, 2), dyslexia affects multiple areas
of learning. However, learning is a life-long process, and it is not limited to the school
environment only, therefore, it is not out of the question to say that dyslexia affects
one’s daily life just as much. Hettiarachchi (2021, 533) advocates for the idea that
learners (and people in general) suffering with dyslexia experience difficulties and
struggles connected to their disorder every day in basic daily chores and activities. It is
not a disorder that only exists inside the wall of one’s school institute, it does not fade

away once the bell rings and it’s time to go home.

Plus, it is also estimated that dyslexia occurs in 5% to 17% school-aged children
(Shaywitz 1998, 338), which, in comparison to the percentage of children with other
LDs, makes dyslexia the most common learning disability. This leads Hittiarachchi
(2021, 533) to a conclusion that dyslexia affects one’s life to a degree that highly
overgrows the school environment and with high numbers of children suffering with it,

the disorder deserves high level attention from the scientific circles.

To conclude, dyslexia is a learning disability that the educational system and
government recognize and that requires and qualifies for compensation in the academic
fields and within the school environment. In academic texts and law documents, these

compensations are referred to as supportive measures (SM).
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3.3 Czech Definition

Lyon et al. (2003, 2) define dyslexia as “neurobiological in origin [and] is characterized
by difficulties with accurate and/or fluent word recognition and by poor spelling and
decoding abilities”. Therefore, it is important to note that dyslexia affects not only
reading but also writing and spelling, speaking, and listening. A person suffering from
dyslexia is affected in these areas of life regardless of their education or intelligence

(Matgjcek 1995, 19).

Zelinkova et al. (2020, 7) refer to the same definition as stated above, the one by Lyon
et al from 2003. On the 1st of January of 2020 according to the ICD-10 — the
International Statistical Classification of Diseases and Related Health Problems (in
Czech MKN-10 — Mezinarodni klasifikace nemoci) dyslexia was finally included and
officially classified, which means that the context of the Czech Republic, dyslexia is
identified as a specific learning disability (Zelinkova et al. 2020, 8), a term that stand

for a group of learning disabilities, among which is also dysgraphia and dyscalculia.

The 2020 inclusion of dyslexia in MKN-10 is rather late in comparison to the
international Individuals with Disabilities Education Act (IDEA), which has classified
dyslexia as an SLD back in 2004. IDEA also defines dyslexia as a disorder. However,
in the Czech context, terms such as disorder or handicaps are not operated with in
relation to inclusive education. Zalinkova et al. (2020, 8) explain that it would be more
suitable to operate with terms such as difficulties or differences rather than disorders.
She and her colleagues are concerned about the unclear line between mild or minor

difficulties and severe difficulties that require accommodations — supportive measures.
3.4 Inclusive Education and Supportive Measures

Inclusive education refers to an educational approach that seeks to provide equitable
and supportive learning environments for all students, regardless of their diverse
abilities, backgrounds, or learning needs (Ainscow and Booth 2003, 2-4). The goal of
inclusive education is to ensure that every student, including those with disabilities or
special educational needs, can fully participate in all aspects of the educational
experience (Ainscow and Booth 2003, 2-4). This approach goes beyond mere
integration, aiming to create an environment where students of varying abilities learn

side by side, fostering mutual understanding, respect, and cooperation (IDA 2023).
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In the Czech Republic, this is covered by the order n. 248/2019, which states what

supportive measures different learning difficulties qualify for.

In inclusive education, teaching practices, curriculum design, and classroom
environments are adapted to accommodate the diverse learning styles and needs of all
students (IDEA 2022, IDA 2023). This might involve providing additional support,
modifying instructional materials, offering alternative assessment methods, and
implementing assistive technologies. Inclusive education also emphasizes the
importance of social interaction, promoting the idea that diversity enriches the
educational experience for everyone and prepares students for active participation in a

diverse society (Ainscow and Booth 2003, 2-4).

The ultimate objective of inclusive education is to promote a sense of belonging,
encourage positive relationships among students, and empower every learner to reach
their full potential academically, socially, and emotionally (Ainscow and Booth 2003,
16, IDEA 2022). It embodies the principle that education should be accessible to all and
that each student's unique strengths and challenges contribute to the overall strength of

the educational community.

figure 1 Inclusion in education
Inclusion in education involves:
Valuing all students and staff equally.

Increasing the participation of students in, and reducing their
exclusion from, the cultures, curricula and communities of local
schools.

Restructuring the cultures, policies and practices in schools so that
they respand to the diversity of students in the locality.

Reducing barriers to learning and participation for all students, not
anly those with impairments or those who are categorised as
‘having special educational needs’.

Learning from attempts to overcome barriers to the access and
participation of particular students to make changes for the benefit
of students more widely.

Viewing the difference between students as resources to suppart
learning, rather than problems to be overcome.

Acknowledging the right of students to an education in their locality.
Improving schools for staff as well as for students.

Emphasising the role of schools in building community and
developing values, as well as in increasing achievement.

Fostering mutually sustaining relationships between schools and
communities.

Recognising that inclusion in education is one aspect of inclusion in
society.

Figure 7 — Inclusion in Education (Ainscow and Booth 2003, 3)
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As Figure 7 suggests, there are multiple factors to inclusion in education - these are just
the main points that Ainscow and Booth (2003) mention as they elaborate on another
important factor, which is participation. They consider participation to be one of the
core goals as they define it as an alongside activity, which means that all learners are

learning alongside each other, strengthening the idea of community belonging.

As already mentioned, Czech inclusion started in 2009. However, due to issues in
applying the legislation in practice, the inclusion was officially implemented seven

years later on the 1st of September 2016 (NPI 2021).

"Skolska poradenska zatizeni" (SPZ) is a Czech term that translates to "School
Counseling Centers". These centers are educational institutions in the Czech Republic
that provide various forms of educational, psychological, and special needs support to
students, parents, and teachers (NUV 2023). School Counseling Centers offer services
aimed at addressing students' academic, emotional, social, and behavioral needs, with
the goal of ensuring that all students have equal access to quality education and the

support they require to succeed (NUV 2023).

These centers often collaborate closely with schools to identify and address learning
difficulties, behavioral challenges, special educational needs, and psychological
concerns that students may face. They provide assessments, consultations, counseling,
and guidance to help students overcome academic or personal obstacles (NUV 2023).
Additionally, they assist teachers in implementing effective teaching strategies to
accommodate diverse learning styles and needs. The ultimate aim of Skolska
poradenska zafizeni is to provide inclusive education and help to create an environment
where all learners, regardless of their individual needs or disabilities, can achieve

academic success.

3.4.1 Supportive Measures for Dyslexic Children

Supportive measures for dyslexic students are strategies and accommodations designed
to help them succeed in their educational settings. Fred Miller and Judith Katz (2002)
and Bdadyslexia (2023) offer examples:

e Multisensory Teaching: Using visual, auditory, and kinesthetic methods to
reinforce learning, such as combining seeing, hearing, and touching when

teaching a new concept.
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e Assistive Technology: Providing tools like text-to-speech software,
speech-to-text applications, and audiobooks to aid reading and writing.

o Extended Time: Allowing extra time for reading, writing, and test-taking to
accommodate slower processing of written information.

o Preferential Seating: Placing the student where they can best see and hear the
teacher's instructions and visual aids.

e Chunking and Breaking Down Tasks: Dividing assignments and instructions
into smaller, manageable parts to prevent overwhelming feelings.

e Individualized Instruction: Tailoring teaching methods to match the student's
learning style and pace.

e Oral Assessments: Allowing students to verbally explain their understanding of
a topic rather than relying solely on written assessments.

e Use of Color and Visual Aids: Incorporating color-coding and visual aids to
assist with organization and comprehension.

e Structured Language Programs: Implementing specialized programs that
focus on phonics, decoding, and spelling to address dyslexic challenges.

e Encouraging Self-Advocacy: Teaching students to communicate their needs

and advocate for themselves when seeking necessary support.

Supportive measures can vary depending on the individual's needs and the educational
context. It might be impossible for educators to tell what exact supportive measures a
dyslexic learner classifies as, because this part is not stated or regulated by the law, a

dyslexic learner can classify for any of the existing suggestions of supportive measures.

Therefore, it is important to collaborate with educators, specialists, and parents to create
an effective support plan for each dyslexic student. Most dyslexic learners are evaluated
by a school psychologist in collaboration with SPZ (mentioned in Chapter 3.4) and
given a document that details their specific needs and supportive measures granted to
them. Based on the levels of severity, the school psychologist, the special education
teacher, and the SPZ, decide on what supportive measures each of the diagnosed
learners qualifies for. This document is referred to as the Special Education Plan
(SEdP) throughout the paper and its research. These document detailing supportive
measures can be granted to undiagnosed learners as well, usually primarily regulated by

the special education teacher and the education institution the learner attends.
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List of supportive measures for dyslexic learners commonly used within the context of

Czech education;

e extended time limit for tasks, tests, oral examinations, and other classroom work
e modified tests, tasks, and oral examination

e cxtended waiting period (for response, written or spoken)

However, most of these supportive measures are being applied within the context of
individual work, especially when it comes to fill-in tasks, games, or such. It is also a
common practice that tasks from exercise books are not altered in any way. Therefore, it
is possible to argue that the educational system is not fully capable of perfect
compensation for the dyslexic learners. But, it is also unfair to classify existing

supportive measures and their implementation as unsuited.

4. Dyslexia and Foreign Language Learning

The impacts of dyslexia on learners of foreign languages are numerous (IDA 2023).
Some of them are directly linked to the disorder itself, while others are a result of
broader and general learning issues dyslexic children deal with on a daily basis, both at
school and outside of it. Dyslexia handicaps the learner’s ability to learn and/or acquire
a language, regardless of the language being the learner’s mother tongue, second
language, or foreign language (Nijakowska 2012, 351; Sparks et al. 1995 and 2006).
This chapter focuses on the impacts dyslexia has (or may have) on learners within the
process of FLA and narrows these impacts to EFL learning, providing examples
relevant when speaking about Czech-native learners specifically. It draws parallels
between what is typically considered common for Czech-native learners when acquiring

and/or learning English.

The process of learning a language being affected by dyslexia is expected and logical,
however, it is an important topic to discuss as dyslexia broadly affects not only parts of

language learning but also broader skills, such as communication itself.
4.1 Impact of Dyslexia on FL learning

The impact of dyslexia on EFL learners is very broad and affects all parts of language
learning to some degree (such as; cognitive processes, phonological awareness,

short-term and long-term memory, etc.). It is widely believed that the most affected
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areas of LL when it comes to dyslexia are reading (Graham 2018; Hayes 1996) and
writing (Hebert et al. 2018, 843-863); sometimes, these two areas are discussed to a
degree that other areas are easily overshadowed by (bdadyslexia 2025). These
stereotypes about dyslexia are harmful and often cause a lot of damage to the process of

language learning and/or acquisition in learners with dyslexia (bdadyslexia 2025).

As mentioned in Chapter 1.1, there is a new type of classification of language skills
(production, interaction, mediation, and reception) being incorporated, replacing the old
system of four language skills (reading, writing, listening and speaking), however, for
the purposes of this paper, the only system will be the main template of discussion

when it comes to areas of language learning dyslexia affects.
4.1.1 Phonetic SKkills

Phonetics generally refers to the science and classification of speech sounds. However,
for the purposes of this paper and in the context of EFL learning and acquisition,
phonetic skills and phonological awareness represent the ability to recognize and
decode sounds (understand speech), replicate and produce sounds, and use sounds to

code messages (form speech) as used in Nijakowska’s paper (2012) and CEFR (2001).

Learners with dyslexia often struggle with phonological awareness, which can
significantly affect both pronunciation, the ability to remember the differences between
written and spoken form of words, as well as issues with reading out loud (Boets et al.
2010, 8-10; Nijakowska 2012, 532; Sparks and Miller 2000). Dyslexia affects the
ability to decode, but also code, sounds, as well as, phonetic memory and efficiency
(Boets et al. 2010, 8-10). Dyslexia is also associated with issues related to the learner’s
mother tongue, however, Nijakowska (2012, 531-533) explains that “awareness and

phonological processing abilities are believed to be transferred between languages”.

Usually affecting the learner’s mother tongue first. But, eventually, also all foreign or
second languages. This also implies the notion that strong communicative competence
(CC) in a mother tongue projects into the possible ability to acquire a strong language
competence in a foreign language. And vice versa, poor native language competence
can affect the ability to acquire any other language. Nijakowska (2012, 531) explains
that a dyslexic learner’s CC in his/her mother tongue is indicative of the possibility of

mastering other languages.
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While words are part of phonological awareness, speech formation and decoding of
speech clusters (words, sentences, etc.) are more commonly connected with speaking
skills rather than simply phonological awareness, which is more concerned with
individual sounds rather than their meaning. This chapter focuses on the effects of
dyslexia on phonological awareness and related discussion (sounds and their production
as well as decoding of sounds), while effects of dyslexia on speaking skill (learner’s
ability to code messages, form speech/utterance, decode messages, and react

appropriately) are discussed in chapter 4.1.5.
This being said, dyslexic learners often struggle with the ability:

e to pronounce words that are significantly different from their written forms (ex.
queue, colonel) — a phenomenon referred to as phoneme-grapheme
correspondence, where the sounds are not represented (ex. silent letters
commonly cause a lot of issue to dyslexic learners). This is an enhanced
problem for dyslexic Czech-native learners specifically due to the nature of the
English language and its difference in comparison to Czech language and the
difference between phoneme-grapheme correspondence consistency (ex. okolo
= /okolo/ x deceased = /d1 'si:st/, where all three letters O in the word “okolo” are
pronounced the same, but in the word “deceased” all three letters E are

pronounced differently)

e to pronounce words with complicated spellings (ex. acquaintances, necessary)

or words that look very similar to a different word (ex. appealing x appalling).

e to pronounce words with similar sounds represented by different symbols (the

/s/ sounds is often associated with letter S, letter C, and even letter T).

e to pronounce sounds that are not represented in their mother tongue (ex. /6/ and
/0/ are commonly very difficult for Czech-native speakers as Czech language

lacks these sounds entirely) .
These words cause a lot of confusion and are often a source of significant frustration.

Phonological awareness is also closely connected to reading skills, especially during
reading out loud. Dyslexic learners have a tendency to try to “guess” what the word is

based on the first syllable or two. This phenomenon is also referred to as “word
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anticipation”, and it is related to top-down processing and miscuing as described by
Pugh (Pugh et al. 2005, 24-30). And while not exclusively occurring in dyslexic
learners, Pugh and his colleagues (2005, 24-30) linked word anticipation to dyslexia in

their research on LDs as one of the very common symptoms of dyslexia in learners.
4.1.2 Reading Skills

Reading skills are very often associated with dyslexia as one of the two most prominent
problematic areas of LL (bdadyslexia 2025). The process of reading is a very complex
one with many aspects that play a role in the correct execution of said skill. From
decoding written symbols (word recognition) and understanding and deriving the
meaning of words, sentences, and whole texts (vocabulary knowledge, reading

comprehension), to fluency.

There are different types of categorization of reading skills; Nuttall (1996, 44-124)
describes three major categories — efficient reading skills, word attack skills, and text
attack skills, eventually elaborating on these skills and creating a list of seventeen
different categories. Eventually, a number of scientists and researchers narrowed it
down to four (as discussed in Maija 2018, 1-2); skimming, scanning, intensive

reading, and extensive reading.

Intensive reading, defined by Brown (1986, 1994) as a “zoom lens” strategy that is
used to help teach and practice reading strategies and skills, it is a detail-oriented
reading strategy. This strategy can help improve the overall reading strategies and skills

in terms of understanding, reading comprehension, and fluency (Brown 1989).

Rababah (2020, 779-795) in his research on the effectiveness of intensive reading on
dyslexic learners draws the conclusion that, regardless of certain struggles learners
might face due to their LD, the strategy proves a highly effective intervention (2020,
791) for enhancing underdeveloped reading abilities in dyslexic learners. There is no
further research into how dyslexia affects the ability to perform intensive reading, only

its benefits on improving reading abilities in dyslexic learners (2020, 791).

Extensive reading is identified by Long and Richards (1971, 2016) as a strategy of
reading a large amount of materials, focusing on the meaning and overall concept of the
text rather than detail-oriented. Extensive reading strategy can be very demanding for

dyslexic learners, especially due to common symptoms of dyslexia that make extensive
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reading significantly more difficult than other forms of reading (Sarkar 2024, 1-3). The
biggest challenge of extensive reading that learners with dyslexia face is the time
restriction of most of the reading assignments (Sarkar 2024, 2), and despite the aim of
the extensive reading technique lying in kindling motivation and interest in learners

(Long and Richards 1971, 216) the opposite is often true.

Learners with dyslexia find the demand of extensive reading too challenging due to the
common symptom of dyslexia known as “visual tracking difficulties” or “saccades” —
which, for the purposes of this paper will be referred to as “re-reading” symptom of
dyslexia, as both of these phenomenon come down to a rapid and unorganized eye
movement during reading which causes learners to skip over parts of the text or miss

some parts entirely (Prado 2007, 2523).

Scanning, as defined by Abidin, is “glancing rapidly through the text either to search
for a specific piece of information” (2020, 28). Scanning is one of the reading types
(Aritonang et al. 2018, 103), often considered a reading technique (Harmer 2007,
100-101), which is used to “improve students reading comprehension” (Abidin 2020,
28). This technique is taught to help students (including dyslexic students) to look for
specific information or keywords in order to navigate long texts more easily. This is
especially a useful technique for dyslexic learners as most dyslexic learners struggle
with any text considered long (the definition of what a “long text” is differs based on
age and the degree of issues caused by the LD for each learner). Long text may evoke
feelings of frustration, tiredness, demotivation, discouragement, and sometimes even
hopelessness (IDA 2025). Having this skill “skill means that they do not have to read
every word and line; on the contrary, such an approach would stop them scanning
successfully” (Aritonang et al. 2018, 103), which can have very positive effects on the
motivation and success of a dyslexic learner during reading activities and exercises

(eventually becoming a life skill and helping the person in their day to day life as well).

Scanning is, however, not an easy skill to acquire and many dyslexic learners struggle
with it due to other issues connected to their LD; for example, the rapid eye movement,
which is often associated with reading out loud plays a significant role in scanning skill
performance as well. It is more challenging for dyslexic learners to look for specific
information if their eyes and attention are unfocused and uncoordinated (Franzen et al.

2021, 5-8).
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Skimming, as defined by Aritonang and colleagues (basing their definition on Maxwell
1969), is a technique which enables “getting the main idea or gist of a selection quickly
in a written text where the student develop powers of inference through systematic
practice which encourages them to anticipate of a text” (2018, 103). It is a technique
used in situations where the overall concept of a text is more important than details
(could be identified as the opposite of scanning, where the details or specific
information is the focus). Skimming is very useful for dyslexic learners, similarly to
scanning, as it can improve the overall motivation and success of performing reading
activities and exercises — unfortunately, is also a skill that is much harder for dyslexic
learners to obtain due to issues with attention and rapid eye movement (Franzen et al.

2021, 5-8) as mentioned above.

Dyslexic learners tend to skip over important parts of the text if they are captivated by a
different part of it (also occurs in non-dyslexic learners, especially during childhood

years), which can annul the benefits of using the skimming technique in the first place.

4.1.3 Writing Skills and Spelling
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To define writing skills, it is best to look into a definition from Quvanch and Si Na
(2020, 42 ) who explain that writing skills are a “mental activity involving formulating
ideas, considering how to express them, and arranging them in a way to be clear [...], as
a means of communication in which one can convey their message to readers”. They
highlight the importance of writing skills as a tool to producing “coherent, concise and
readable text” based on Richards and Renandya’s (2005) definition of the importance

and complexity of writing skill.

Although incomplete, the definition summarizes the core aspect of writing skills —
means of communication, which requires coherence, cohesion, and readability to
successfully convey a message or convey a meaning. The term “readability” here refers
to orthography — the system of symbols (letters) and the rules for combining them, such
as spelling, punctuation, and grammar. This is important to mention as it links writing
skills to both reading skills and spelling (chapter 4.1.2), which are two other major
language skills categories affected by dyslexia. Indeed, writing skills are closely
intertwined with reading skills, as they share related underlying processes mentioned

above (Graham and Hebert, 2010).

An essential part of writing is also the language subskill of spelling. Spelling is defined
as “the forming of words from letters according to accepted usage” (Cambridge
Dictionary 2025). Spelling is often referred to as orthography, which is the science of
language studies as well as the art of writing words properly (based on established rules
and standards). Spelling can be summarized as a skill that heavily relies on visual
memory and muscle memory. It is also a skill that is very commonly associated with
dyslexic learners, acknowledged as one of the most problematic areas for learners with

dyslexia across all age groups (Roitsch and Watson 2019, 81-83).

For dyslexic learners, the most commonly occurring issues related to their LD during
writing are spelling errors (misspelling) and word omission (Lefly and Pennington

1991, 141-142).
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Spelling errors are considered one of the most prominent symptoms of dyslexia
(Roitsch and Watson 2019, 81-83) and usually occur in learners of all age groups —
interestingly enough, spelling errors have been linked to phonological awareness — also
referred to as the phoneme/grapheme correspondence (mentioned in chapter 4.1.1).
This issue is also enhanced by the visual and muscle memory issues (known as
internalization or automatic processing) commonly prominent in dyslexic learners
(Marsh et al. 1980). Internalization (also known as automatic processing) refers to the
ability to make sub-skill-related processes and procedures in language acquisition
internalized — in other words, the idea that tasks become effortless and automatic over
time (ex. when spelling, one’s hand automatically slides over the paper in the correct
way to spell the word with little to no effort, remembering the correct spelling or having
to think thoroughly or searching memory to access this knowledge). Commonly, the

biggest issues for foreign language learners are word that are;

e false friends (ex. “syrup” in English x “sirup” in Czech)

e words with silent letters (ex. “colonel” is often misspelled as “cornel”; “hour” is
often misspelled as “our”; “castle” is often misspelled as “casel” or “casle”)

e Dborrowed words (ex. “comics” in English x “komiks” in Czech)

e words with letter doubling (ex. “necessary” is often misspelled as “nesesary” or
“neccessary”; “disappear” is often misspelled as “dissaper” or “dissappear”;
“appropriate” is often misspelled as “apropriatte” or “approppriate” or
“aproppriate”)

e words with complicated spelling (ex. “distinguished” is often misspelled as
“distingish” or “distinwish”; “acquaintances” are often misspelled as
“actuintances” or “aquintences”)

e words that sound the same (ex. “their” is often misspelled as “they’re” or
“there”; “your” is often misspelled as “you’re”; “cereal” is often misspelled as
“serial”, etc.)

Aside from spelling errors, the omission of words is also a significant issue. It
commonly occurs in text of any length. In this context, word omission refers to the
phenomenon where a learner leaves out a whole word within a sentence, usually
without realizing it ex. “I really chocolate” or “see you later if have time”. Some of

these could be assign to the tendency to shorten words or sentences when texting (ex. c

u later = see you later), however, word omission occurs in long non-conversational text

28



as well. This issue is sometimes associated with lack of attention or attentional
problems (Wong 2020, 31-34) rather than dyslexia itself; however, many researchers
argue that attentional issues are a symptom of dyslexia and should not be dismissed

(Sigurdardottir et al. 2021; Wong 2020; Mishra 2015, etc.)
4.1.4 Listening Skills

Listening skills are not as often linked to dyslexia as other skills. Reading and writing
are two skills that are mostly associated with dyslexia, while speaking is sometimes
mentioned as well due to mispronunciation and lack of phonological awareness that
reflects on (or is influenced by) spelling. To define listening skills, it is important to first
make the distinction between listening and hearing. Hearing refers to the sounds a
living being can receive and process as existing noise; on the other hand, listening
refers to a conscious process of acquiring information through hearing. Listening is a
process of converting phonemes into meaning and images in one’s brain, which enables
understanding of messages conveyed through sounds (Nwankwo 2008, 118). Wolvin
and Coakey (1996) define listening as “the process of receiving, attending to, and
assigning meaning to aural stimuli”, which circles back to the basic understanding of
the difference between the process of hearing and the much more complex process of

listening.

Listening has many types based on the participation of the listener as well as their
reaction to the messages identified; however, regardless of the degree of activity or type
of reaction, all listening comes down to the ability to decode the coded messages that
the speaker is sending to the listener. Although it is not as common as issues in other
areas of LL, dyslexic children might struggle with these skills to a certain degree based
on the severity of their LD symptoms. Dyslexia, especially in combination with
attentional issues, can make it very challenging for learners to properly and correctly
decode messages in spoken form (Wong 2020, 32). However, this area does not seem to
be either a prominent nor researched topic in any greater detail, which is supported by
the lack of resources on this topic. Many scientists (Kormos et al. 2019; Yal¢inkaya et
al. 2009) link listening skills to dyslexia using phonological awareness (and its lack) as
a link. DysTEFL Booklet Trainer (Nijakowska et al. 2013) also stresses the importance

of supportive measures for dyslexic learners within listening exercises, arguing that the
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length of a recording during listening practice can be overwhelming due to the dyslexic

learners’ short memory issues (more on this in chapter 4,1,6).

Dyslexic learners might potentially struggle with the ability to decode utterances if their
attention is not focused on the topic or they struggle with other subordinated issues,

however, there is no research to support this claim.
4.1.5 Speaking Skills

Speaking skills enable a person to communicate effectively verbally. This definition of
speaking skills is very broad and general; however, it captures the general goal of
speaking and utterance production without much effort — it should come naturally
(Nunan 2004, 48, Harmer 2001, 269) . Speaking is one of the four language skills; it is
an active skill that is characterized by spoken utterance. The subskills related to
speaking are fluency, accuracy, using functions, appropriacy, turn-taking skills,
expanding and initiating, repair and repetition, range of words, and discourse markers
(Lackman 2010). In this chapter, the subskills of fluency, discourse, and comprehension

will be the focus when speaking about the effect of dyslexia on speaking.

According to the LDA (2025) the impairment dyslexia causes in learners in terms of
speaking and speech is most clearly linked to pronunciation, phonological awareness,
recalling of sounds and sound patterns, and phonological memory. These aspects of
language are referred to as “components of oral language” by LDA (2025). The
affection of these components is what causes dyslexic learners to “have problems in
language development and demonstrate impairments in their use and/or understanding

of spoken language” (LDA 2025).

According to many studies (Kormos 2012, Stanton 2019) and claims about dyslexic
effect on language skill, “speaking and listening abilities in L1 (mother tongue) and FL
on the other hand seem to be less affected by dyslexia than literacy based skills such as
reading and writing” (Forghieri 2017, 37), however, Forgheiri (2017, 37-39) goes on to
explain that regardless of these findings and claims, many dyslexic learners find
speaking challenging. Stanton (2019, 66-67) explains that speaking and speech can be
affected in dyslexic learners if they are under pressure or experiencing anxiety. She
highlights the need for an appropriate amount of time to be given to dyslexic learners to

minimize the stress and anxiety learners might experience (66-67).
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What is important to mention is also the pressure. The pressure that comes from
misunderstanding is rather significant. Spoken interaction is harder than oral
production. Speaking itself might not pose a great problem, but interaction (including
reaction time, proper reading of cues, as well as relevancy of responses) can cause

anxiety, demotivation, and stress (Stanton 2019, 65).

Dyslexic learners can confuse two words and their pronunciation (ex. conversation vs.
conversion), mispronounce words if they are similar to their mother tongue (ex.
spaghetti /spa’get.i/ vs. Spagety /[pagett/), and they might struggle to recall a word/term
(this can be different for different dyslexic learners; it is usually tied to association or
other underlying issues with sounds or patterns ex. the learner finds the sequence of
letters/sounds difficult to remember), they get lost in their sentences (they go back and
repeat parts of sentences or might make more broken or fractured sentences in their
speech), they might skip/omit words or articles (ex. “I’d like that” — “I’d that”). The

areas of speaking that are most affected by this are;

e Fluency - Fluency can be affected more severely in dyslexic learners due to the
issues in phonological awareness, plus recollection of sounds and general
memory issues (more in chapter 4.1.6) can affect the fluency of a dyslexic

speaker.

e Discourse - Discourse can be imperfect due to attention deficit related to rapid
eye movement (in visual learning type of dyslexic learners, this can be more
pronounced), memory issues, and sometimes also because of the increased
amount of fractured, incomplete sentences or backtracking. The flow of the

utterance can be fractured or more “chaotic”.

e Comprehension - Comprehension is often affected due to other underlying
issues, such as issues with attentive listening or rapid eye movement causing
inattentiveness to the utterance reception (can occur as asking for clarification,
confused reaction, misunderstanding, and/or unresponsiveness to vocal stimuli
from the other speakers) and production (can occur as random pauses, changes
of topic, and/or sped up speech). (odkazat na cteni a poslech + mluvim o

interakci a ne jenom o produkci)
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In summary, speaking skills seem to be linked predominantly to phonetics and
phonology (pronunciation, phonological memory, etc.) rather than the concept of
pragmatics or communication as a whole. Speaking can be affected in dyslexic learners,
but it is not a majorly discussed or researched area of LL to claim any specific

impairments on a broad spectrum of dyslexia.
4.1.6 Memory and Internalization

Memory and internalization are a vital area of LL that is affected by dyslexia. Memory,
for the context of this chapter, refers to the ability to memorize new elements of
language (vocabulary, grammar points, etc.), save memories (long-term and short-term),
and recall memories from long-term and short-term memory. Internalization, on the
other hand, refers to the process of internalizing these memorized concepts. For
example, during a lesson, a new topic is discussed (ex. past simple), dyslexic learners
are exposed to this topic, expected to memorize its rules, and eventually also memorize
the table of past simple verb forms - this is related to memory and internalization, but in

a different sense to each.

Memory is responsible for the process of memorization, saving the information in the
learner’s brain as well as recalling the information once necessary, while
internalization is responsible for the process of making the memorized (learnt)
information automatic (ex. when a learner who doesn’t have the knowledge internalized
is asked to say the verb “make” in past tense, they use their memory to search for this
learnt memorized information and say “made” vs. if a learner who has the knowledge
internalized is asked to say the verb “make” in past tense, they are able to quickly

without greater effort answer “made”).

Memorization is a complex process that starts with sensory memory, which involves
“temporary storage of information received” (Atkinson and Shiffrin 1968 in Alsulami
2019, 3). Then the information is stored in short-term memory (approx. 20-30 seconds),
which is significantly affected in dyslexic learners (Hachmann et al. 2014, 126-127).
Eventually, the information retained in short-term memory for a longer period of time is
transferred to long-term memory (Tulving and Schacter 1990 in Alsulami 2019, 3). This
process is commonly much longer in dyslexic learners than it is in neurotypical learners
(Menghini et al. 2010, 217-219). Alsulami (2019, 5) also mentions so-called “working

memory”’, which he describes as a partner to short-term memory that is responsible for
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enhancing the ability to retrieve information — stressing that “the most critical role of
working memory is that of temporarily holding information that will then be transferred
into long-term memory”. This means that working memory is, while operating, partially
simultaneously with short-term memory, sort of a link between short-term memory and
long-term memory. Alsulami (2019, 5-6) explains that working memory is commonly
observed as underperforming (below average) in dyslexic learners, which could explain
the claim (Menghini et al. 2010, Kimel et al. 2024) that dyslexic learners struggle to
transfer acquired information/skills from short term memory to long-term memory,

therefore needing longer to internalized said skills or knowledge.

Internalization is tightly linked to memory, it is, however, not only based on visual or
auditory memory inputs, but also motor and muscle memory. This is, for instance, why
spelling is often associated with memory and internalization — some words are easier
for a learner to remember and use automatically, while others are harder and not
internalized yet, which requires the learner to search all available memory types (visual,
muscle, motor, and, although not as useful in English due to the grapheme-phoneme

mismatch, also auditory).

Memory has been heavily departed as a problematic area for dyslexic learners for a long
time (Vogel 2003, 73), and although usually more connected to ADHD, many dyslexic
learner struggle with the process of memorization and following internalization of
memorized information/skills (Youman and Mather 2013 in Alsulami 2019, 1).
Nijakowska (2012, 354) explains that a typical symptom of dyslexic learners in an FL
environment is “poor memorization of nursery rhymes, short poems and songs” as well
as an issue with “remembering names and common sequences (e.g. alphabet, days of
the week, months of the year)”. Spelling is one of the most affected areas when it
comes to poor memory and internalization issues in dyslexic learner, remembering of
the correct sequences, especially in longer or more complex words, is a difficulty, as
well as, “gross motor skills (arms and legs)” (Nijakowska 2012, 354-355) which also
reflects on fine motor skills such as writing. The handwriting can often be illegible due

to this (Nijakowska 2012, 354).

To summarize, the impacts of dyslexia on memory and internalization make it harder
for learners to memorize and retain new language elements and to eventually use them

automatically. Difficulties with short-term and working memory, in particular, slow
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down the process of transferring information into long-term memory, which in turn
delays internalization — meaning dyslexic learners often need more time and support to

effectively acquire and apply new knowledge.
5. Online Schooling

Online schooling during the COVID-19 pandemic refers to the implementation of
digital platforms and technological tools to support remote learning when in-person
attendance at educational institutions was deemed unsafe due to the global health crisis.
It involves the process of education, content, lessons, assignments, and assessments
through virtual mediums such as video conferencing (MSTeams, Google Meets, etc.),
learning management systems (Google Classroom, online school programmes, etc.),
and online collaboration tools (shared documents, excel sheets, online powerpoint
presentations, etc.). Similarly to online education, it utilized online software for the
purposes of learning and teaching, however, online education refers to both structured
(official) and unstructured (unofficial) types of education in various fields
(onlineschools.org 2025, Akpen et al. 2024, 1-2), while online schooling is defined as a
structured form of education — including the, although temporary, situation during the
COVID-19 pandemic (Zheng et al. 2021, 2), as it merely replaced F2F
teaching/learning method, while expected to continue with the same content and follow
the pre-established curriculum (Bird et al. 2022, 1) . The primary objective of online
schooling during this time was to ensure educational continuity while minimizing the

risks of viral transmission (Zheng et al. 2022, 2, and Bird et al. 2021, 2).

This transition marked a substantial shift in the conventional classroom environment,
introducing both great opportunities and significant challenges. Online schooling also
offered increased flexibility with respect to learning location and individual pacing. On
the other hand, it raised critical concerns regarding equitable access to necessary
technology, the varying levels of digital literacy among users, and the diminished social

interaction traditionally associated with in-person education.

Consequently, educators, students, and caregivers were compelled to rapidly adjust to
new instructional and communicative modalities (order n. 349/2020). The experience of
online schooling during this period has highlighted the potential of technological

integration to enrich the learning experience, while simultaneously emphasizing the
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importance of preserving a balanced approach that incorporates both digital and

face-to-face pedagogical strategies.
5.1 Online Schooling; Czech Republic

Online schooling during the COVID-19 pandemic in the Czech Republic is defined as a
transition from traditional classroom-based education to remote learning using digital
tools and platforms (order n. 349/2020). With the outbreak of the pandemic, schools
faced temporary closures to ensure public safety, prompting educational institutions to
swiftly adopt online methods to continue teaching. This approach involves the delivery
of lessons, assignments, and assessments through various online platforms and virtual
classrooms. While allowing students to continue their education from home, online
schooling in the Czech Republic also highlighted certain challenges. These included
disparities in access to technology and the internet among students, concerns about
maintaining student engagement and motivation in a virtual setting, and the need for
teachers to rapidly adapt their instructional methods to suit the online environment. The
experience of online schooling in the Czech Republic prompted discussions about the
importance of digital literacy, the role of technology in education, and the potential for
hybrid models that combine in-person and online learning. As the situation evolved,
schools navigated the complexities of online education, emphasizing flexibility,
collaboration, and creative solutions to ensure students' academic progress during these

exceptional circumstances.

On the 23th of August in 2020, MSMT (Ministerstvo $kolstvi, mladeze a t&lovychovy;
Ministry of Education, Youth and Sports [MEYS] in official translation) published a
document “Metodické doporuceni pro vzdélavani distanénim zplUsobem” (free
translation by Simona Vosdhlova 2024; “Methodological Guidelines for Distance
Education”). The document aspires to provide the methodology for distance learning

and teaching.

The methodology summarizes the legal, organizational, and pedagogical
aspects of distance education. The obligation to educate through distance
methods presents a significant challenge for all schools. However, the
experiences gathered during the spring period of the epidemic form a solid
foundation upon which to build in case the ban on children's in-person

presence in schools is repeated. This manual is intended to assist schools in
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establishing rules for distance learning. (MSMT 2020, 3, free translation by
Simona Vosahlova 2023)

Therefore, the document builds on the information, requirements, and established
accommodations for learners with special needs and provides a new and
online-schooling-related version of the previously discussed supportive measures.
Chapter 5 of the document Methodological Guidelines for Distance Education (MSMT

2020, 15-16) focuses on learners with special education needs in detail.

It states that all currently required accommodations and supportive measures shall apply
to the online schooling situation as well. It goes on to explain that all supportive
measures, including the assistants (a person assigned specifically to a child with severe
special education needs), isto be applied regardless of the change in learning
environment. However, it does not elaborate on any specific ways to apply the
supportive measures in online schooling. The PPCC is required to provide its services
online — something that is mentioned for other institutions as well (MSMT 2020, 15),
however, the document does not state in what ways the learner should be

accommodated specifically.

In conclusion, the document requires teachers and other pedagogical workers to provide
required supportive measures during online schooling, but it is not elaborated on in
detail in terms of what is expected from educators and how the transition of supportive

measures to the online environment should be done.

5.2 Challenges and Potential of Online Schooling for Dyslexic Learners

Online schooling holds significant potential but also challenges for dyslexic learners
due to its flexibility, accessibility, and customizable features (Pang and Jen 2017, 1023).

Here are some ways in which online schooling can benefit dyslexic learners:

e Customizable Learning Experience: Online platforms often offer
customizable features such as font styles, sizes, background colors, and audio
options. Dyslexic learners can adjust these settings to suit their individual needs,
making the learning experience more comfortable and effective (Richardson
2015, 323).

e Multimodal Learning Resources: Online schooling typically provides a

variety of multimedia resources, including videos, interactive simulations, and
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audio recordings. Dyslexic learners can benefit from these multimodal
resources, which cater to different learning styles and help reinforce concepts
through visual and auditory means (Richardson 2015, 324-325).

e Self-Paced Learning: Many online courses allow learners to progress through
the material at their own pace. This flexibility is particularly beneficial for
dyslexic learners, who may require more time to process information or revisit
concepts multiple times for better understanding (Pang and Jen
2017,1027-1028).

e Assistive Technologies: Online schooling platforms often integrate assistive
technologies such as text-to-speech and speech-to-text tools, screen readers, and
spell-checkers. These tools can help dyslexic learners with reading, writing, and
comprehension tasks, empowering them to overcome some of the challenges
associated with dyslexia (Janokar et al. 2023, 653-664), but also assigned
assistance can be highly beneficial during the remote lessons (MSMT 2020, 16).

e Structured Learning Environment: Online courses typically provide a
structured learning environment with clear instructions, organized modules, and
consistent formatting. This can be advantageous for dyslexic learners, who may
struggle with disorganization and benefit from a well-structured approach to
learning (Richardson 2015, 328).

e Reduced Social Anxiety: For some dyslexic learners, traditional classroom
settings can be intimidating and exacerbate feelings of social anxiety. Online
schooling offers a more comfortable and less socially demanding environment,
allowing dyslexic learners to focus on their studies without the added stress of
social interactions (Alsudais et al. 2022, 8189-8190).

e Access to Specialized Support Services: Many online schooling platforms
offer specialized support services for learners with disabilities, including
dyslexia. These services may include tutoring, counseling, and accommodations
for assessments. Dyslexic learners can access these support services remotely,
ensuring they receive the assistance they need to succeed academically (MSMT

2020, 16).

Overall, online schooling has the potential to level the playing field for dyslexic
learners by providing them with the tools, flexibility, and support they need to thrive in

their academic pursuits.
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On the other hand, online schooling during the COVID-19 pandemic has presented
itself with a unique set of challenges for dyslexic learners that might not have been

anticipated.

e Lack of Individualized Support: Despite the presence of SEPs outlining
specific accommodations, both learners reported that supportive measures were
not applied during online learning. Instructions were not differentiated,
emotional reassurance was absent, and tasks were not adapted to their diagnosed
needs. This aligns with broader research highlighting the risk of neglecting
vulnerable learners during systemic disruptions (MSMT 2020, 15-16).

e Decreased Teacher Contact and Feedback: One of the most significant
barriers was the lack of individual communication with teachers. Both
participants described minimal or no teacher-initiated check-ins during the
pandemic, leading to confusion, demotivation, and emotional disengagement.
Learner A, in particular, expressed uncertainty about instructions and missed the
chance to ask clarifying questions, suggesting that feedback loops essential for
dyslexic learners were broken.

e Social Isolation and Loss of Peer Interaction: Dyslexic learners often rely on
peer collaboration for both emotional and academic support. The abrupt end of
in-person interaction deprived them of this crucial scaffold. Learner A described
missing friends as one of the hardest parts of remote learning, which impacted
her motivation and sense of belonging, important affective factors in successful
learning (Kormos 2017, 95).

e Increased Emotional Distress and Anxiety: The absence of clear support
structures led to a rise in negative emotional self-perception. Terms such as
“dumb” and “stupid” were used by Learner A when describing her performance.
Learner B described school as “useless” and emotionally disengaged altogether.
These expressions reflect internalized failure and loss of academic identity,
amplified by the impersonal nature of remote education.

e Disruption of Routines and Memory Recall: Both learners experienced
declines in memory and task completion. Assignments were often forgotten or
left unfinished, not necessarily out of defiance but due to reduced significance,

routine, and oversight. These issues mirror known difficulties with working
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memory and executive function in dyslexic learners, which are exacerbated
when structure and consistency break down (Franzen et al. 2020).

e Inaccessibility of Formal Support Tools: Although many online platforms
provide assistive technologies, the learners in this study did not report access to
or use of such tools during remote learning. Learner B, who had previously
received modified lessons and oral assessments, was given no alternative
formats, despite his SEP entitling him to them. This demonstrates a failure to
operationalize accessible technology in practice.

e Rigid Task Formats and Performance Anxiety: Timed activities like online
quizzes or games were sources of anxiety rather than support. Learner A
reported stress during timed Kahoots and preferred non-timed visual games.
Such inflexible formats failed to accommodate processing speed deficits,

leading to feelings of incompetence despite motivation.

However, it's essential to recognize that individual experiences may vary, and ongoing
research and development are necessary to further optimize online learning

environments for learners with dyslexia.
5.3 Supportive Measures for Dyslexic Children during Online Schooling

Order n. 349/2020 is the modification and update in relation to online school to the
regular law order n. 561/2004. However, this order does not provide any details on
supportive measures for learners with special needs to be implemented or modified
during the distant learning experience. Therefore, it can be assumed that the regular

details and guidelines for supportive measures stand.

COSIV (2020) had requested that the Ministry of Education of the Czech Republic
ensure that supportive measures are available to learners with special needs. The

supportive measures COSIV finds essential are:

e Ensuring the provision of support measures in the home environment
e Informing families about the activities of the school counseling unit
e Ensuring information, resources, and assistance

e Lending school supplies and textbooks

e Providing support through pedagogical assistants

e Avoiding overburdening / slowing down
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However, there were no requirements established during the online schooling period,
not via the legislation itself. There were no legal requirements on what must be
included in the form and content of the lessons during the pandemic, therefore, it

remained in the hands of individual school institutions to establish.

This might be perceived as a right, which would be a valid consideration of the
situation, as many school institutions might simply not consider enforcing the
availability of supportive measures for their special needs students as a part of the list of
priorities. The COVID-19 pandemic was an extremely stressful time for everyone, but it
has undoubtedly negatively influenced children’s social lives and mental health. The
school institutions were put into a position where every child became a special needs

child, in a sense.

The absence of official rules meant schools could take any action they deemed suitable.
As mentioned, the COVID-19 pandemic was a difficult time for every learner, and
many learners found themselves in a position of needing extra attention. Therefore, it
was not only the children with special educational needs but also every other learner in
the class. That increased the stress and pressure on the teacher to find ways to
accommodate everyone, not to mention the fact that teachers were mentally challenged
by the lockdown rules and new restrictions and regulations as well. This has created a

unique puzzle that school institutions and educators have had to solve.

The teacher found themselves in a position where they needed to adapt their teaching
methods and content to this completely new and unexpected situation. Plus, treat each
student's learning journey in an individualized way that seems to exceed their skills and
possibilities. In such a situation, it is unsurprising that learners with special needs were
not offered appropriate and sufficient conditions that would even their chances.
Furthermore, it is possible to argue that the majority of learners were not offered
appropriate conditions to maintain the standard of education. This also caused an issue
with SEdP asthe school psychologist lacked the time and sometimes proper resources
to update the documents according to the new situation many dyslexic learners found

themselves in.
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Empirical part

The empirical part of this paper is focused on providing insight into the experiences of
two dyslexic learners (learner A and learner B) during online schooling due to the
COVID-19 lockdown. This research paper aims to offer a comprehensive and authentic
insight into the challenges and potential of online schooling that the two subjects
(learner A and learner B) experienced during the COVID-19 lockdown. The paper
aspires to highlight the importance of proper awareness about the dyslexic experience
during those times, as well as bring attention to the issue that supportive measures and
proper accommodation for dyslexic learners have perhaps been moved down on the list

of teachers’ priorities during the online lessons.

The preconception of this paper is outcomes and findings of a negative nature, as prior
knowledge on this topic has been overall unsatisfactory. The paper aspires to offer an
in-depth look into the often neglected side of education that is assumed to have been of
even lower priority during the unexpected events of the COVID-19 pandemic.
Providing support and appropriate conditions for learners with special needs has been of
great concern to many educators and researchers, but it remains one of the aspects of
education that is regardless of public attention and overall awareness still often
neglected and overlooked. The paper expects to find proof of insufficient support of
dyslexic learners during the online schooling, as well as record negative experiences
and opinions on how the online school lessons were handled in regards to the
implementation of obligatory supportive measures and providing individualized and

equal chances to the learners.

In Chapter 6, the research aim is clearly defined, along with the main research questions
that guided the investigation. The chapter outlines the motivation for selecting the topic
and justifies the focus on dyslexic learners in the Czech primary school system during

the pandemic.

Chapter 7 introduces the research methodology, explaining the choice of qualitative
research and the rationale behind using semi-structured interviews as the main data
collection tool. The process of preparing and conducting the interviews is described in
detail, with attention to ethical considerations and the need for age-appropriate,

accessible language.
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In Chapter 8, the data collection process is discussed, including an overview of the two
participants and the conditions under which the interviews were conducted. The chapter

also briefly presents the coding and labeling approach used during transcription.

Chapter 9 presents the data analysis and interpretation. The interviews were examined
thematically, with codes and themes grounded in both the learners' speech and their
non-verbal cues. This chapter offers a detailed narrative of each participant's
experience, focusing on their emotions, perceptions of support, and changes in
motivation before and during COVID-19 lockdown online schooling. Each case is
compared against the learner’s SEP (Special Educational Plan) to assess the consistency

of applied support with official recommendations.

Finally, Chapter 10 summarizes the core themes that emerged across both interviews,
identifying shared struggles such as emotional disengagement, lack of teacher feedback,
and insufficient accommodations. The chapter also highlights distinct individual needs
and preferences, offering insight into how dyslexia manifests differently in different
learners and why a one-size-fits-all approach may be insufficient in supporting them,

especially during crisis-driven online instruction.
6. Research Aim

The aim of the research is to understand the experiences of students with dyslexia in
online English learning during the COVID-19 pandemic, to identify the main
challenges they faced, and to describe the ways they coped with these situations. The
main research question to be answered is: How did students with dyslexia perceive

online English lessons during the COVID-19 pandemic?

The objectives of the research are to collect authentic data based on experience,
opinion, perceptions, and emotions of the interviewed subjects and to analyse the data
in a qualitative manner to offer valuable in-depth experience to evoke understanding of
the issue to answer the question on how did dyslexic learners perceive the online
schooling experience as well as explore the challenges they experience during that
journey. The research also anticipates that the lack of applied supportive measures
during the unexpected online school situation is a crucial aspect in the learner’s
increased educational challenge. The paper hopes to provide authentic insight into the

situation the learners went through during the COVID-19 pandemic and subsequent
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online schooling situation to spread awareness among readers of both pedagogical and

non-pedagogical background.
7. Methodology

Methodology refers to the systematic and organized approach or set of methods used to
conduct research, investigations, studies, or any systematic inquiry (Cambridge
Dictionary 2023). It outlines the procedures, techniques, and tools that are employed to
gather, analyze, and interpret data or information in order to achieve specific goals,

answer research questions, or solve problems (Murthy & Bhojanna 2009, 32).

Methodology is a critical component that guides the process of conducting experiments,
surveys, observations, and analyses (Murthy & Bhojanna 2009, 67). It ensures the
research’s reliability (Murthy & Bhojanna 2009, 176) and validity (Murthy & Bhojanna
2009, 177).

Data Collection Methods

Data is to be collected via a semi-structured interview, which is considered a balanced
tool for researching the experience of dyslexic learners (2) during the COVID-19
pandemic, as it provides both structure and flexibility. The interview has key themes to
discuss and explore, but also space for exploration of unexpected and/or unanticipated
insight. The data is to be collected via an audio recorder and transcribed for proper

analysis.
Data Analysis Techniques

A case study (multi-case study) is the selected tool for the data analysis of the paper. A
case study is a relevant and suitable tool for a qualitative in-depth study (Prticha 1995,
63). This technique is to offer a deeper understanding of the experiences of the
interviewed learners that are relevant to the aim of the paper. The data analysis is based
on the responses of the subjects, drawing a picture based on established underlying
themes of the interview, and aspires to offer the answer to the paper’s aim as well as an
overall insightful conclusion drawn from the opinions and experiences reported by the

interviewed learners.

Sampling Techniques:
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The technique used for subject selection was the convenience non-probability
sampling. Non-probanility techniques refer to techniques where the subjects are not
selected randomly (Stratton 2023, 147). Stratton’s also elaborates on the meaning and
details of convenience sampling. He explains that this form of sampling is that “the
selection of study subjects” (2023, 147) is based on how accessible they are “for one
reason or another to the researcher” (2023, 147). The subjects were selected based on
their relevancy to the topic of the paper as well as their potencial benefit towards the
aim. Preferences were towards one male and one female subject, possibly of similar or
same age, that however, proved quite complicated and therefore two subjects of
different age groups were selected. Another important aspect of selection was a
requirement of dyslexia diagnosis being older than 2 years — this was mostly done to
avoid any issues with SEdP, as it often takes quite long for the school responsible
organs to create and implement the document. Both subjects were recommended for the

research by their teacher (current for Learner A and former for Learner B).
Piloting:

Initial piloting is to be conducted on one dyslexic (1) learner in order to identify and
correct possible errors in the data collection technique as well as the tools. After
piloting and necessary modifications, the final study is to be conducted on two (2)
dyslexic learners who were randomly selected. Both students are to be from different
schools and possibly of different backgrounds, such as gender, age, personality, social

status, learning techniques, level of English, et cetera. More on this in Chapter 8.2.
Ethical Considerations:

Permission was collected from the legal guardians of every learner interviewed
(including the piloting session) as well as from the children. Interviewed learners are
not legally liable to give legal consent, but it was of great importance to maintain the
ethical standards of the researcher to obtain consent from the children interviewed in an
official manner as well. They were given their own contract to sign to grant permission

to use the information provided for research purposes.

Throughout the interview session, the subjects were allowed to leave or ask for breaks.
It was advised to finish the interview within one session, but it was communicated that

if it is not possible for the learner, the interview can be split in half. A friendly
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atmosphere was high on the priority list as well as the subject's comfort. A legal
guardian was invited to oversee the interview but discouraged from intervening, as well
as familiarized with the possibility of the data being corrupted/biased due to the

emotional shift in subjects due to the presence of their legal guardian.
Limitations:

Sociological and pedagogical studies are not exact sciences. Any field that operates
with humans is full of variables that can have minor or major effects and influence on
the final results and findings (Mare§ 2015, 116-117 and 129). Variables are aspects of
human nature that can alter the results of any form of study. The shifting factors must
be taken into account for the case as well as it is impossible to collect all data without
the possibility of additional information completely altering the outcomes of the data

analysis.

As for a case study, the qualitative one(or more)-case focused research is not always
reliable (Mare$ 2015, 116-117). The reliability is impossible to achieve as the aim of the
study is to record and analyse personal experience, opinions, and memories. Elements
analyzed are deeply personal and individual to every subject studied, therefore, the
research could never come to the same findings and conclusion if replicated. There is
also a factor of a single researcher conducting both the data collection and data analysis,

therefore, the possibility of personal biases is to be considered.

The validity of the research was maximized via attempts to obtain the most authentic
data possible, nonetheless, it is unattainable to ensure the absolute authenticity,
regardless of steps taken, as there might be hidden factors and aspects that decrease the
legitimacy of the data collected. The research validity can also be negatively affected by
the researcher's own personal biases and situational variables that affected the analysis

during the study.

Another limitation of the study is the data interpretation. As already mentioned, not
only can personal biases and alterations of the reliability and validity of data collection
and data analysis occur, but also the data interpretation might vary depending on the

conditions, interpreters' mood, personal opinions, et cetera.
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7.1 Multi-case study

A multicase study is a one of the most common research approaches used in qualitative
research (Mare§ 2015, 114) to gain an in-depth understanding of a phenomenon by
examining multiple individual cases within a specific context (Pricha 1995, 63). Unlike
a single-case study that focuses on a single subject (Mares 2015, 119), a multicase study
involves the investigation of several cases, often to identify common patterns,

differences, and unique aspects across the cases.

In a multicase study, researchers select multiple cases that share certain characteristics
or traits relevant to their research question. These cases can be individuals, groups,
organizations, events, or any other units of analysis (Mare§ 2015, 115-116, and Yin
2009, 237) that provide a window into the phenomenon being studied. The researcher
collects and analyzes data from each case using various qualitative methods, such as
interviews, observations, document analysis, and participant interactions (Yin 2009,

237-238).

The primary aim of a multicase study is to achieve a deeper understanding of the
complexity, context, and variations of a phenomenon. By comparing and contrasting
multiple cases, researchers can uncover patterns and relationships that might not be
evident in a single case (Mare§ 2015, 135). Multicase studies are particularly valuable
for exploring the diversity of experiences, contexts, and perspectives related to the
research topic, enhancing the generalizability and richness of the findings (Yin 2009,

237).

Multicase study is often complemented by an analysis of another type of data (ex.
didactic aids), however, due to the paper aim, which is concerned primarily with the
experiences and feelings of the interviewed learners, the paper concludes its findings
based on the reported experiences and opinions of the subjects only while using the
official SEP documents and assigned supportive measure documents as a secondary

source of insight into the situation.
7.2 Semi-structured interview

A semi-structured interview is a qualitative research tool or method used to gather
information and insights from participants in a flexible yet focused manner (Priicha

1995, 61). In a semi-structured interview, the researcher prepares a list of open-ended
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questions and topics to guide the conversation (Young et al. 2018, 10-12), but there is
also room for the interviewer to ask follow-up questions, unseful for deeper
understanding, and explore unanticipated avenues of discussion. This approach allows
for a balance between structure and flexibility, enabling participants to share their
perspectives and experiences in their own words while still addressing specific research

objectives (Ruslin et al. 2021, 24-26).
Key characteristics of a semi-structured interview include:

Guiding Questions: The interview begins with a set of predetermined questions or
topics that guide the conversation. These questions are designed to elicit detailed and

descriptive responses from participants.

Flexibility: While there is a predefined set of questions, the interviewer has the
flexibility to adapt the conversation based on the participant's responses, asking
follow-up questions to explore interesting points or seeking clarification when needed

(Ruslin et al. 2021, 24 and Braun and Clarke 2013, 121 and 123).

Participant-Centered: Semi-structured interviews prioritize the participant's voice and
perspective, allowing them to express their thoughts and experiences in a natural and
unrestrained manner. This enabled the researcher to go deep and gain valuable insight

(Megaldi and Berler 2020, 4826).

Exploration of Themes: Alongside the guiding questions, the interviewer may have a
set of themes or areas of interest that they aim to cover during the interview. These
themes help structure the conversation while still allowing for organic exploration

(Ruslin et al. 2021, 25).

Rich Data: The open-ended nature of semi-structured interviews often yields rich and
detailed data that provides insights into participants' emotions, beliefs, motivations, and

experiences (Pricha 1995, 61).

Qualitative Analysis: The data collected from semi-structured interviews are typically
analyzed using qualitative research methods, such as thematic analysis or content

analysis, to identify patterns and themes (Mare§ 2015, 121).

Semi-structured interviews are widely used in various fields, including social sciences,

psychology, anthropology, and education, to explore complex topics, understand

47



participants' viewpoints, and gain a deeper understanding of phenomena from the

participants' perspectives .
8. Data collection

The data was planned to be collected to use for further analysis to provide insight into
the issue of dyslexic learners and their challenges during the distant learning (online
lessons). The date is to be analyzed individually and then in a context of comparison
with one another. The reason for this is not to quantify the data and make general
assumptions or claims. The objective of the analysis is to provide qualitative insight that
is authentic and unbiased. The result is to propose a collection of experiences of the
interviewed subjects to educators in order to prompt a deeper reevaluation of the

mistakes and errors made during the online schooling period in 2020-2021.

Data was gathered from a sample of two (2) randomly chosen lower-secondary learners
with dyslexia, each of a different age (one 11-year-old and one 14-year-old). These
individuals have both been officially diagnosed with dyslexia for a duration exceeding
three years, ensuring the validity and relevance of their experiences to the study. One
male and one female were selected in order to paint a broader and more cohesive
picture about the issue, as male dyslexic experience is often quite different from the

female one.

To ensure the authenticity of the data acquisition process and to minimize any potential
subject-related biases, a deliberate decision was made to withhold explicit information
from the participants regarding the precise aims, objectives, and scope of the research.
Instead, they were only informed that the study was focused on online schooling during

the COVID-19 pandemic.

The methodology employed for data collection encompassed a semi-structured verbal
interview technique in order to gain comprehensive and nuanced responses. These
responses were meticulously recorded and transcribed for further analysis. Notably, the
interviews were conducted in the Czech language, aligning with the subjects' native
tongue. This approach aimed to foster an environment in which the learners could
articulate themselves in a manner that felt most innate and natural, thereby minimizing

any linguistic constraints.
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For the purposes of the paper, the collected data were subsequently translated into
English. This translation process was done with increased attention to linguistic
accuracy and the preservation of semantic nuances, thereby enabling comprehensive

analysis and interpretation in the context of the paper's aim.
8.1 Creating the Semi-structured Interview

For the purposes of the paper’s research and aim a semi-structured interview was
selected as the most fitting and appropriate tool for data collection. Semi-structured
interview is a technique commonly used to collect and document (in a written form of
the results) insight into the issues studied. This type of data collection tool was selected
due to its convenient balance of structure (researcher had a list of questions which
explored different themes for further analysis and enabled the two interviews to
maintain somewhat similar structure) and flexibility (as a qualitative research was
conducted it was essential for the researched to collect authentic raw data, which

otherwise would not have been recorder or could have been overlooked).

With this in mind, the semi-structured interview for this paper was created with two

main points in mind:

e To minimize any biases that could invalidate the authenticity of the findings

e To promote open conversation to collect a broad spectrum of information

The first of the two requirements was achieved by concealing any crucial details about
the aim of the interview and the following research. The subjects were not to be told
what exactly their condition is (they were only to be asked how they personally
understood it), and they were not informed what the interview would be about ahead of
time. Therefore, the expectation is that they would respond authentically and truthfully
based on their current emotions, experiences, opinions, states of mind, and moods.
Another feature to be implemented was to record the interviews and make precise
transcriptions (with no omissions) to maximize the possibility of decoding the language

nuances and hidden meaning of discourse in further analysis.

The second requirement was achieved by a wide range of open questions as well as
comforting questions (that should make the interviewed learner feel validated and safe)
and open a positive relationship between the subject of the interview and the

interviewer. This was achieved via casual conversation on the previous two occasions
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(selection of the child and asking for permission, and official announcement to the
parent, plus request of their permission). The interviews took place in the children’s
homes, which are assumed to be their safe space and a place where they are willing to
take down their guard, relax, and get comfortable. There was also another factor
implemented, and that was the application of off-topic questions (based on the situation

given throughout the interview) to relax the subject as well as not to overwhelm them.

A big role throughout the interviews was played by the researchers' ability to react
appropriately to a given situation, read social cues given by the subjects, as all as
improvisation. Improvising was necessary due to the open, flexible nature of the
semi-structured interview. A high number of unexpected unrelated topics and

statements is to be expected while collecting experience and emotion-based data.
The semi-structured interview was based on multiple themes of interest;

e subjects’ understanding of dyslexia

e subjects’ understanding about what “supportive measures” they are
accommodated with (the term “supportive measures” was not used, the
interview emphasized the importance of the subjects’ understanding about what
the questions are about, therefore a more child-appropriate wording was used,
ex. “How does the English teacher help you with your dyslexia at school?”)

e subjects’ opinion on whether the accommodations they are granted are helpful

e subjects’ emotions / feelings about the online English lesson during the
COVID-19 pandemic

e subject’s emotions / feelings about English lessons before the COVID-19
pandemic

e subject’s experiences with the online English lesson during the COVID-19
pandemic

e subjects’ experiences with English lessons before the COVID-19 pandemic

e subjects’ subjective opinions about the differences between these two

e subjects’ subjective opinions and preferences between these two

e subjects’ subjective opinions on whether the accommodations they are normally
granted during F2F lessons were in any way (possibly in what way) adapted to

the online situation
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The interviews were completed between April to September of 2021 and later on went

through two modifications (one initial and another after a piloting session).
8.2 Piloting

Piloting is the preliminary testing or trial run of a research study's methods, procedures,
instruments, or protocols before conducting the full-scale research. An essential phase
of the research was to identify any potential issues, glitches, or shortcomings in the

research design, data collection methods, and validity of collected data.

The pilot interview was conducted during November of 2020, and the subject of the
interview was an ll-year-old female, diagnosed with dyslexia only 2 years prior
(referred to also as “Subject Zero”). The version used for this interview was slightly
different in comparison to the final version, as the final version was edited after the

piloting session to reflect on any shortcomings.
The piloting phase of the research helped with the following aspects:

Identifying Issues: Piloting of the semi-structured interview on a subject zero (a
different learner with dyslexia than the final subjects selected) helped to identify an
issue with the structure of the question and potential emotional and mental pressure the
interview could have on the learner. It was decided that the interview was to be less
structured and offer a friendlier atmosphere for the interviewed individual rather than

maintaining a strictly professional attitude.

An interesting issue occurred during the piloting in relation to the data collection.
Originally, the data was supposed to be transcribed in a written form by the researcher
based on their personal perception of the situation and the importance of the provided
information, attitudes, experiences, and opinions of the subject. Unfortunately, this
proved completely impossible as the interview picked up quite a quick pace, and it
became unrealistic to be able to pre-analyse the importance of the information
communicated. Therefore, it was decided to record the interviews for later analysis that

would not be time-limited by the pace of the conversation.

Refining Instruments and Testing Procedures: As mentioned above, the interview
had been reworked to become less structured with the addition of off-topic segments to

increase the comfort of the interview individual. Especially to increase the level of
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friendliness and relaxed atmosphere, as the interviewed subject zero showed a
significant degree of stress/anxiety during the piloting session. The steps that were
taken were mostly related to the attempt to build a short-term positive relationship with
the interviewed individuals and changing the environment in which the interview took
place during piloting. The original place the interview was supposed to take place was a
classroom (an extra classroom that was empty after school lessons were over for the
day). This has been changed to a more familiar and safe place for the individual’s own
bedroom. The space limitation was an ongoing issue, but selecting the subject’s home

was the best option.

Assessing Participant Responses: The responses of the piloting phase were
unsatisfactory, as the individual interviewed expressed stress and anxiety. The responses
seemed to be limited and filtered to what the subject found appropriate to say, and they
did not seem authentic or substantial enough to be used for research purposes. It was
assumed that the failure was only due to limited trust from the individual to the
interviewer, but eventually, it was not the only element that was identified as a
problematic point of stagnation. The environment, the relationship between the subject
and the researcher, and the atmosphere of the situation were all identified as aspects of

the unsatisfactory responses and restrained from the subject’s position.

Timing: At first it was expected the interview would take approximately 15 to 20
minutes and it proved correct during the piloting session, however, since the pilot
interview was non substantial for the purposes of the research due to the limited nature
of the data collected and information gathered it was re-estimated to approximately
20-30 minutes. This proved incorrect, as well as the final interviews and final data

collection took over half an hour.

Enhancing Validity and Reliability: As for a multicase study, it is almost impossible
to guarantee the reliability of the findings, as the aim of a multicase study is not to offer
hard data but to offer insight into the issue researched. A research on experiences,
opinions, emotions, and challenges of dyslectic children during the online schooling can
vary tremendously and therefore it is important to keep in mind that realizing the same
kind of research with the same research tools and instruments could have a completely
different outcome purely based on the differences in experiences and perceptions of the

studied individuals. However, this should not be considered a flaw of the research, but
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rather a limitation of this particular sort of study that brings a different value to

educators than hard data, but it is no less worthy of their attention.

The validity of the research was mostly based on the authenticity of the information
collected in regards to truthfulness and openness of the interviewed learners. The main
focus of the wvalidity guarantee was to modify the research factors, tools, and
instruments to increase the chance of perfect conditions to collect authentic responses
from the subjects. Authenticity is defined as the quality of truth to own experience,
values, opinions, emotions, and personality. In terms of the research, authenticity relates
to the truthfulness and realness of the learners' interview to themselves. As the aim of
the paper is not to analyse the condition for dyslectic learners during the online school it
is not the point of the need to achieve authenticity - the aim is to provide valid insight
into the challenges of dyslectic learners based on their personal experiences - therefore
the authenticity is not in relation to the actual condition, but in relation to the experience

and perception of the studied individuals.

The pilot study was conducted with only one representative (unlike the final study,
which had two). The aim of the piloting is not the same as the final study; the objective
of piloting is to identify and correct any issues before committing to the final research.
It saves time and resources as it eliminates the initial errors and undesired invalidating

factors.
8.3 Modifications

The first modifications were made before the piloting session. They were mainly based
on feedback provided by other educators in the field. Firstly, the interview was changed
to a semi-structured interview as that is a more suitable tool for collecting the type of
data the research would benefit from the most. With the aim of the paper in mind, the
semi-interview was created as a guideline for the interviewer rather than a list to be
strictly followed. Many closed questions (mostly used for quantitative data) were

changed to open questions (more suitable for qualitative data).

Initially, it was planned to interview three dyslexic students, however, this has been
changed as the thought of three learners providing more reliability was challenged and
denied. Three learners were an unnecessary number as the insight value of the research

would not increase. Another modification related to the learners studied was about their
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school environment. Originally, both selected subjects were attending the same school -
this was challenged and changed for the reason of providing a higher possibility of

collecting broader data.

As mentioned in the pilot chapter, the environment the interview took place was also
changed. Due to a significant presence of tension and stress in the pilot subject, it was
decided to change the interview location from the subject’s school to the subject’s home
(preferably their own bedroom) to offer the comfort of a well-known and safe space that
they find relaxing and non-threatening. This was done in order to increase the
possibility of gathering authentic and non-biased responses, which was an issue
identified during the piloting as the interviewed learner seemed to be overly cautious of
what he was communicating and seemed anxious to be open. In other words, the
observation was made that the subject was modifying his responses in order to make
them seem/feel more “acceptable”. It was decided that such behavior was undesirable

and the causes of that were identified and corrected.

However, it was not only the environment that was identified as a cause of certain
restraint from the subject’s side. Two more factors were observed - an unfamiliar person
(the interviewer) and the atmosphere of the situation. These causes were attempted to be
eliminated by implementing a higher number of friendly interactions between the
subject and researcher, as well as improving the atmosphere. The attempt to improve
the atmosphere was made via implementing a background music record of the subject’s

liking and allowing them to have a toy/stuffed animal, and offering a tasty treat.

And lastly, one error on the researcher's side of a successful data collection was
identified. The original preconception was that the researcher would be able to take
notes and identify important key information during the interview to write down for
further analysis later on, however, this has proven unrealistic and impossible due to the
quick pace the interview took. Based on this failure, it was decided that the interviews
are to be recorded and transcribed later on, with no time limitation and no pressure set
on the interviewer to catch important information in an unrealistic time span. This has
also improved the overall flow of the interview as the subject was not interrupted by the
interviewer throughout the exchange, which occurred on multiple occasions during

piloting.
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These modifications proved sufficient and successful as the final interview outcomes
improved significantly in comparison to the initial piloting session. The data collected

was found to be sufficient and passed the researcher’s evaluation of authenticity.
8.4 Final Data Collection

The final data was collected between the 1st of April and the Ist of September 2021.
Two subjects were interviewed, a 6th grader — 11 years old female learner (referred to

as Learner A) and an 8th grader — 14 years old male learner (referred to as Learner B).

The process of data collection took place at the subjects’ homes, as determined after the
piloting errors were corrected. A phone recorder was used to record the interviews, and
then a process of transcription started. The interviews were expected to last between
15-20 minutes, similarly to piloted interviews, but in the end, they both took over half
an hour. Only one attempt at the interview was conducted for each learner, and both

interviews were decided to be substantial for further analysis and data interpretation.

There were no major issues during the interviews except for a couple of interruptions
(pets, parents, phone calls). Both learners were very friendly and responsive and
seemed mentally present for the whole duration of the interviews (ensured by short
breaks, confirmation questions, and overall attitude of the subjects). A couple of times,
a clarification was requested and was provided to a point of acceptable satisfaction and
appropriate understanding of the message communicated (ensured through questions of

confirmation).

Very little to no discomfort was recognized in the subjects’ behavior and speech. Each
interview was different as each learner reacted to the questions and non-verbal cues of
the interviewer differently; however, both interviews were validated and were accepted
to be used for the paper’s purposes. It had been anticipated that one or both subjects
could have a block and therefore decrease the informative value of the answers
provided (as during the piloting), but that did not occur. Learner A seemed to express a
desire to continue the interview even after all the pre-selected topics (questions) were

done.

It was of great importance to provide perfect conditions for the studied individuals to
provide authentic information to be gathered and collected for the analysis. As

mentioned in the piloting chapter, the aim of the paper is to provide insight based on
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personal experiences of the learners, therefore steps were taken to provide an
environment and conditions for the subjects to be open and willing to open up and

express their personal truth based on their opinion, experiences, and emotions.

All the data collected was transcribed and prepared for detailed analysis. It has proven
greatly invaluable and practical to have a full transcription for better orientation and the
full recording for identifying speech cues. The only data that was impossible to collect
was visual (as there is no recording of the session). This could have been a great
addition to increase the value of the further analysis and deepen the understanding of
the subject’s communicative intentions, as it would provide material to be analyzed for

non-verbal social cues and behavior.

9. Data Analysis Methods and Interpretation

The qualitative data gathered through semi-structured interviews were analyzed using a
thematic approach — the most commonly used qualitative technique across many
scientific fields (Swain 2018). Thematic approach is defined as “a search for themes
that emerge as being important to the description of the phenomenon” by Fereday and
Muir-Cochrane (2006, 82). Swain (2018) explains Braun & Clarke 2013 notion that “it
is a method, or process, for identifying and encoding patterns of meaning in primary

qualitative research” by encoding and labeling collected data.

This method was selected for its flexibility in capturing rich, detailed insights (Swain
2018), particularly in relation to the complex personal and emotional experiences of
dyslexic learners navigating the shift to online schooling. The aim of the analysis was to
uncover recurring patterns in the learners’ narratives, especially concerning their
academic engagement, emotional well-being, and the adequacy of supportive measures
provided during online instruction as well as to look at the data collected via the
interview and the provided SEP details and SEdP (detailing assigned supportive
measures) to paint a complete picture of the situation the subjects were experiencing

during the COVID-19 pandemic.

After transcription, the interviews were reviewed with attention to both verbal and
non-verbal indicators. A series of interpretative labels was applied to highlight recurring
language, tone, and behaviors reflective of emotional status and opinions. This included

observable emotional responses (such as hesitation, laughter, or sighing), repeated word
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choices (e.g., "stupid", "dumb", "boring"), and significant pauses or body language

observed in video recordings.

Verbal labels were coded as follows:

® pos. — positive emotional language ("fun", "cool", "good")

® neg. —negative emotional language ("boring", "stupid", "horrible")

e avd. —avoidance strategies (e.g., deflecting questions, pretending technical
issues)

o Key contextual terms: teacher (T), home (H), friends (<3), online (on),

face-to-face (off)
Non-verbal cue labels included:

e [Long pauses, fidgeting (fg.), laughter (smich), sighing, lack of eye contact, and

moments of agitation or discomfort
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The final table of labels

Verbal Non-verbal

positive words: comfort, pos. pauses 1

nice, good, great, etc.

negative words: bad, boring, | neg. fast-paced (fast speech) D[I

stupid, etc.

giving examples ex. shaking head (“no” x

avoidal answers avd. avoiding eye contact O

excited tone happy | shifting/rapid movement (physically | ///
manifesting discomfort)

sad/unhappy tone sad fidgeding fg.

word: unfair / not fair o unrelated sounds (ex. humming) %)

word: different / strange / e smiling / laughing smich

weird

word: sick / broken / wrong | f expressing comfort (talking a lot, W
starting a story, looking
comfortable)

word: teacher T expressing discomfort (lying, O
avoiding answers, dissociating, etc.)

word: friend / classmates <3

word: home H

word: online / remote / on on

the computer

word: F2F / normal school / | off

at school / classroom

word: better )

word: worse :(
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These labels were used to develop initial codes. The transcript was manually coded and
then organized into broader themes, ensuring consistency and depth. Reflecting on the
list of themes the interview was structured around (more in Chapter 8.1). The coding
process also accounted for contradictions or shifts in emotional tone, reflecting the
nuanced and sometimes conflicting perspectives of the learners. To minimize researcher
bias, interpretations were grounded in direct participant quotes, which served to validate

the themes identified. For instance;

Learner B: “It’s not like I care anyway,”

This statement was marked with labels “adv.” and “[1”, concluded to be most likely a
lie or a dishonest answer, an answer evoking an omission of the truth, or an attempt to
avoid the truth — unclear if it was meant to mislead the researcher or if it was

self-denial.

Additionally, each participant's data was cross-referenced with their school’s Special
Education Plan (SEdP) to assess the alignment and/or misalignment between

recommended support and actual educational experience. For instance;

Learner A: “We played Kahoot a lot, I always felt stressed [...] [ didn’t play
sometimes.” (asked about what topics the Kahoots were) “Uhhh, [...] like, I like and I
don’t like and for other people” (asked if they played the same as everyone else)

‘GYeS.’)

This statement was linked back to the SEP provided, as it mentions the grammar
point of “liked/disliked” + “3rd person singular verb forms”. It was also compared to
the supportive measures the learner was supposed to receive based on their PPP

evaluation.

The data was later interpreted into conclusive notions that could be used for an
elaborate analysis of the students’ position in the online lessons and the challenges they

faced based on their experiences and emotions shared during the interview.
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The following chapters will go into greater detail in regards to that, as well as attempt to
provide an explanation on what could have been the cause of the learners’ challenges in

the online environment or influence on their learning processes.

9.1 Learner A

Learner A is an 11-year-old girl attending the 6th grade. Diagnosed with moderate
dyslexia at the age of nine, her SEP recommends extended time on tasks, reduced
reading demands, and regular emotional reassurance. During the interview, she
displayed high emotional sensitivity, particularly when discussing her academic

struggles, social interactions, and self-perception.

Reading out loud was described as her most stressful activity. This aligns with common
phonological challenges in dyslexic learners, as described in 4.1.1, where difficulty
decoding sound—symbol relationships leads to performance anxiety in oral reading
tasks. She admitted to pretending her microphone was broken to avoid being called
upon. The recurring use of terms like “dumb” and “stupid” in reference to herself
suggests a deeply internalized fear of failure and social judgment. Her emotional

responses indicated a strong dependency on peer support and affirmation.

“lI feel dumb when I read. I feel bad. I don’t want others to think I’m

stupid.”

Such feelings can be demonstrative of stress connected with phonological awareness (as
mentioned in Chapter 4.1.1), which makes reading difficult due to poor
grapheme-phoneme awareness. Despite these difficulties, she expressed a genuine
interest in English and demonstrated insightful awareness of her learning preferences.
Her strongest motivators were collaborative tasks and playful learning formats, such as
picture-based or game-like activities. However, she emphasized that time-constrained

activities like Kahoot induced stress and performance anxiety.

“I like games, but not when there's time. Then 1 get nervous and can’t

think.”

She consistently linked her frustration with online learning to feelings of isolation. She
missed her friends and found working alone demotivating and emotionally draining.

She also reported frequent confusion about instructions and a general lack of feedback
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or clarification during online lessons. When asked if any accommodations were

provided during online learning, she replied:
“No, I don’t think so. It was the same for everyone.”

These experiences led to decreased motivation, forgetfulness, and incomplete
assignments. Her responses highlighted the deterioration of structure and relevance in
her academic routine, contributing to poor memory retention and disengagement over
time. This kind of forgetting echoes the issues described in Chapter 4.1.6 — where poor

encoding and working memory limit retention and task follow-through.
“Sometimes I didn’t know what I was supposed to do.”

A statement like this was representative of auditory processing limitations (as

mentioned in Chapter 4.1.4), especially in a chaotic or non-interactive online setting.
“I forgot things a lot. It wasn’t important. I didn’t want to do it.”

This statement is indicative of Learner A’s lack of motivation, and disengagement from
reading tasks could be linked to the mental fatigue and low reward associated with

slow, effortful reading described in Chapter 4.1.2.
9.1.1 Learner A — Links to SEP and SEdP
According to SEP and her SEdP, Learner A should receive:

e Additional support in reading and writing tasks
e Extended time for task completion
e Reassurance to confirm understanding of instructions

e Modified learning expectations (particularly in literacy-based assessments)

These recommendations are also reflected in the official guidelines found in the school's

Skolni vzdé&lavaci program (Czech word for SEP), which states:

"Uplatiiovani principu diferenciace a individualizace vzdélavaciho procesu
pfi organizaci ¢innosti a pfi stanovovani obsahu, forem i metod vyuky."

("Application of the principle of differentiation and individualization in the
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organization of activities and in the determination of content, forms and

teaching methods")
Additionally, the SEP recommends:

"V odiivodnénych piipadech odlisnou délku vyucovacich hodin pro zéky se
specialnimi vzdélavacimi potfebami..."
("In justified cases, different lesson lengths for pupils with special

educational needs")

In practice, however, these provisions were absent during online learning. Learner A
reported that her tasks were the same as those of her peers, with no visible
differentiation or modifications. She expressed confusion with instructions and had no
extra contact with her teacher outside of scheduled lessons. This contrast between
expected support and her lived experience illustrates a significant implementation gap,

especially under the pressures of the pandemic.

Her case exemplifies how written supportive measures, though clearly outlined, can be
easily neglected in practice, especially in digital environments where individualized

instruction is harder to enforce.

In practice, these provisions were absent during online learning. Her teacher offered no
additional contact outside scheduled lessons, and she reported that her tasks and
expectations were identical to those of her peers. The lack of differentiation and
ongoing support contributed directly to her negative emotions, reduced performance,

and growing aversion to school.

Her experience strongly suggests that without proactive individual support, even
learners who enjoy a subject (such as English) can become alienated from it in an

unsupportive environment.
9.2 Learner B

Learner B is a 14-year-old boy in the 8th grade diagnosed with severe dyslexia in early
elementary school. His SEP includes comprehensive accommodations: exemption from
written assessments, modified instruction, use of assistive technology, extended time,

and reduced emphasis on spelling or grammar accuracy. Despite these measures,
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Learner B expressed considerable disconnection from school, both in physical and

emotional terms.

He described English lessons as “useless” and “stressful”, whether online or in person.
He reported no significant difference in his learning experience across modalities,
suggesting a persistent disconnect between his learning needs and the educational
approach provided. This also indicates an inability to retain information or internalize it,
which is something many dyslexic learners struggle with, as mentioned in Chapter

4.1.6.

“It doesn’t matter if it’s online or school. It’s all the same. I never learn

anything useful.”

Learner B revealed that he preferred learning English informally, through video games,
Discord, and other social platforms. He used English effectively in gaming contexts to
communicate with international peers, demonstrating functional language skills not
acknowledged or cultivated in the classroom. This might suggest a problem if
understanding grammar issues, memorization, and issues with other skill issues are
often associated with dyslexia (ex. Chapter 4.1.3 explaining issues with accuracy in
spelling and grammar), which also often undermines engagement for dyslexic learners —

something Learner B expressed multiple times.

“I talk to people from Germany and Poland. I know what I need. We laugh.
It’s not about being right.”

His remarks hinted at low self-esteem and emotional distress, particularly around being
treated differently. This signals that he might have benefited from decreased pressure in
speaking tasks, as stress is a significant factor for dyslexic learners (more in Chapter
4.1.5). He expressed frustration about extra help being associated with feelings of
inferiority, and recalled negative emotions linked to after-school support sessions,
which might reflect back to issues with motivation, which is a topic connecting many

language skills (in the context of dyslexia — Chapter 4.1.2 — especially reading).

“I had to do more than others and that is unfair. It made me feel stupid.”
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Learner B’s resistance can be interpreted to support a connection to shame associated
with written output (due to spelling and writing issues, which are typical for dyslexic
learners) — a theme supported by discussion on spelling errors as emotional triggers in

Chapter 4.1.3.

During the pandemic, these support sessions ceased entirely. No extra support was
provided during online lessons, and he was not contacted individually by the teacher.
Despite this, he expressed indifference toward their removal, implying that their

emotional cost outweighed their academic benefit in his view.
9.2.1 Learner B — Links to SEP and SEdP
Learner B's SEP and SEdP outlines:

e Exemption from written work

e Use of spell-check tools

e Modified reading and writing tasks

e Emphasis on oral communication and flexible assessment formats

e Psychological support and emotional reassurance

These provisions are clearly supported by the school’s Skolni vzdé&lavaci program

(School Educational Programme), which notes:

"Koordinaci postupt pii poskytovani vzdélavani zak se SVP je povéien
vychovny poradce..."
("The coordination of procedures for providing education to pupils with

special educational needs is entrusted to the educational counselor...")
It also emphasizes:

"Je-i pro zaka vytvoien Individualni vzdélavaci plan (IVP), je
vyhodnocovéan v souladu s ptislusSnym piedpisem."
("I an Individual Educational Plan (IEP) is created for the student, it must

be evaluated in accordance with the relevant regulation')

However, during the online learning period, Learner B reported no communication or

individualized adjustments. He experienced a complete halt of previously arranged
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after-school support and was not contacted for supplementary sessions. Despite being
entitled to technology-supported writing and alternative assessment, no such

accommodations were made.

This disconnect between policy and practice highlights a troubling pattern: even
well-outlined SEdP can collapse under systemic stress, such as the pandemic, leaving
vulnerable learners without the help they are guaranteed by law (order n. 248/2019 and
order n. 349/2020) and school policy (for example, SEP).

None of these measures were consistently applied during online schooling. The absence
of modification and the continued use of rigid academic structures contributed to his
growing detachment. While he did not express confusion as overtly as Learner A, his
emotional responses and vocabulary suggested possible symptoms of depression or
burnout. The pandemic-era discontinuation of individualized support likely exacerbated

his academic disengagement.
10. Results and Findings

Both learners faced unique challenges during the transition to online learning, yet
certain shared themes emerged. This chapter will discuss and summarize Learner A's
specific challenges, Learner B’s specific challenges, and finally also the challenges both
learners shared and reported in their interviews accordingly. Divided into three parts as

follows;
Learner A-specific:

e Strong dependency on social interaction
e Emotional sensitivity toward perceived failure

e Preference for collaborative and visual activities

Learner A dislikes reading out loud, often pretending her microphone doesn't work to
avoid participation. She finds online lessons of decreased importance because she
prefers working with friends and finds it more entertaining and easier. Activities
involving pictures and games are easier for her, but time-limited games cause stress.

She struggles with reading and listening comprehension during online lessons, often
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feeling confused and giving up instead of asking for help due to a fear of seeming

unintelligent.

Online lessons make Learner A feel nervous, demotivated, and disinterested, despite
English being one of her favorite subjects. The main challenges for her in online
learning are distance, isolation, and a sense of exclusion. There is a recognizable lack of
support for her dyslexia, with unclear instructions and unmodified tasks contributing to
her confusion and negative emotions. She suggests having more time to complete
assignments and incorporating more games and less reading into lessons would be
beneficial for her. She misses talking exercises and feels lonely during online lessons.
In face-to-face learning, she can ask questions and find the lessons more interesting due

to open communication.

During online learning, her educational achievement significantly dropped. She
frequently misses deadlines due to demotivation and forgetfulness caused by the
irregularity of assignments. The emotional and mental impact of distant learning

becomes evident as important details blur and fade from memory over time.

Most of the supportive measures Learner A qualifies for were not implemented in

online lessons and could have been the cause of her negative experience.

In summary, Learner A faces challenges with dyslexia and struggles with online
learning due to a lack of social interaction, support, and modified tasks. She values
communication, interaction with peers, and a supportive environment. Her academic
performance suffers during online learning, and the emotional toll of the experience

affects her interest, memory, and motivation.
Learner B-specific:

e Resistance to formal instruction
e Preference for real-world, peer-driven language use

e Possible signs of mental health struggles linked to school pressure and identity

Learner B is to receive various supportive measures to accommodate his learning needs,
including increased assistance with orientation, extended time for tasks, no written

testing, and modifications in reading and writing methods. His struggles with writing

66



and reading are emphasized, and it is noted that his dyslexia may not be the sole cause

of his difficulties.

Learner B's behavior appears typical of his age, showing both disinterest and sensitivity,
influenced by his disability. There's a suggestion that his struggles might be
compounded by potential depression related to the impact of the COVID-19 pandemic
on adolescents. Despite his challenges, he displays proficiency in English when

communicating through video games and voice chats with online friends.

Learner B's attitude towards school-based English lessons is negative; he finds them
uninteresting, stressful, and considers them a “waste of time”. He doesn't connect with
the teaching methods or content. His demotivation might be influenced by his special

needs status and negative emotion-inducing experiences with correction.

During interviews, Learner B couldn't definitively state a preference for face-to-face or
online lessons, indicating a lack of distinction in his perception of English lessons
regardless of the format. Online lessons didn't lead to any significant self-discovery

regarding his dyslexia.

The student's interaction with a teacher, who used to offer additional support after
school, stopped when lessons shifted online. The impact of this support remains

unclear, as Learner B expressed uncertainty about its benefits.

Learner B struggles with dyslexia and its related challenges did not drastically change
after the migration to online platforms. However, it is possible that the discontinuation
of additional support from his teacher during the transition to online learning might

have been influential.

And finally, the shared challenges. What is interested and became apparent throughout
the analysis process is that the shared challenges seemed to be more related to the
general execution of the teaching/learning process such as tasks, supportive measure,
atmosphere, motivation, or relevance of topics taught, while the individual challenges
were mostly centered around the social element of school and personal difference (such

as introverted learner vs. extroverted learner).
Shared difficulties:

e Lack of teacher support and task modification
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e Emotional strain and feelings of exclusion
e Decreased academic motivation

e Stress related to peer comparison and correction

These shared challenges were analysed in greater detail during the second look at the

transcripts of both interviews.

1. Lack of Individualized Support: Both learners reported an absence of personalized
accommodations during online instruction. Despite well-documented SEPs, neither

received the support necessary to meet their educational or emotional needs.

2. Emotional Disengagement: The psychological toll of the pandemic, combined with
dyslexia-related struggles, manifested as anxiety, demotivation, or avoidance. Learner
A expressed these feelings more directly through words like “dumb” or “bad”, while

Learner B’s detachment was more implicit but equally concerning.

3. Learning Environment Misalignment: Learner A thrived in social, collaborative
settings. Learner B, in contrast, rejected formal instruction in favor of informal,
gamified learning. In both cases, the online environment failed to adapt to their learning

preferences.

4. Communication Breakdown: Both learners noted the lack of ongoing
teacher-student communication, particularly outside of scheduled lessons. This absence

of contact led to confusion, loneliness, and reduced performance.

5. Educational Irrelevance: Learner B especially emphasized that school tasks felt
disconnected from real-world applications. His functional use of English in digital

spaces was overlooked in favor of grammar-focused instruction.

These findings reinforce the necessity of differentiated, inclusive teaching practices —
especially in remote contexts. Learners with specific educational needs require not only
modified tasks but also consistent emotional and academic reassurance. The abrupt shift
to digital formats during the pandemic magnified existing gaps in support and amplified

emotional strain for learners like A and B.

While these case studies are not representative of all dyslexic learners, they offer

authentic insights into the lived experiences of two individuals. Their voices highlight
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the need for educators to rethink inclusion, not just as a set of policies, but as a lived,

relational practice.

A more comprehensive study incorporating additional learners, teacher interviews, and
longer-term observation is recommended to further explore these findings and validate

them in broader educational settings.
Summary

This research set out to investigate the experiences of dyslexic learners within the
Czech online schooling system during the COVID-19 pandemic. It aimed to offer an
authentic and grounded insight into how remote schooling impacted learners with
specific educational needs, particularly in relation to their English as a foreign language
(EFL) development. Through a qualitative, multi-case study approach, two
semi-structured interviews were conducted with dyslexic learners enrolled in Czech
elementary schools. Each participant’s responses were analyzed through a thematic
lens, allowing for an in-depth exploration of their emotions, perceptions, and

educational realities.

The analysis focused on verbal and non-verbal indicators of emotional response,
academic frustration, and engagement. Findings were cross-referenced with each
learner’s School Educational Programme (SEP) to assess whether the recommended
supportive measures were implemented during online schooling. The research found

significant discrepancies between expected support and actual practice.

The study revealed several key challenges: a lack of individualized accommodations,
reduced teacher-student communication, emotional withdrawal, and the misalignment
between remote learning structures and learners’ preferred learning styles. For Learner
A, emotional vulnerability and performance anxiety dominated her narrative,
exacerbated by the absence of social interaction and feedback. Learner B expressed
deep disconnection and frustration with academic content, showing a preference for

informal, interest-driven learning through games and social platforms.

Despite differing personalities and needs, both learners experienced a collapse in
supportive frameworks during online schooling. This failure led to emotional strain,

reduced motivation, and decreased academic performance, even in areas where learners
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previously expressed interest. While SEPs clearly outlined the necessary measures, their

implementation during remote instruction proved insufficient or nonexistent.

The findings demonstrate how emergency online schooling often overlooks the nuanced
needs of dyslexic learners, ultimately magnifying existing inequalities. Although the
study’s scope is limited, it highlights the urgent need for inclusive teaching strategies
that are adaptable across both traditional and digital contexts. The study reinforces the
importance of understanding learner identity and agency in creating educational

environments that are not only accessible but genuinely supportive.
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Conclusion

This research set out to explore the real-life experiences of two Czech dyslexic learners
during the COVID-19 lockdown and assess the extent to which their needs were
supported through remote education. Based on the data collected through
semi-structured interviews, the findings strongly support the preconception that
supportive measures were either inconsistently applied or entirely absent during this
period. Despite having clearly outlined SEPs, both learners reported that the
accommodations they were entitled to were not reflected in their online schooling

experiences.

The research confirmed that online learning, while theoretically rich in adaptive
potential, often failed to provide dyslexic learners with the tailored support, emotional
scaffolding, and flexible structures they require. Learner A, who had previously been
enthusiastic and self-aware, became overwhelmed and emotionally disengaged. Learner
B, who already expressed skepticism toward traditional schooling, further distanced

himself from educational participation and formal learning environments.

Thus, the study successfully fulfilled its aim of uncovering lived experiences,
highlighting key problem areas such as the absence of individualized instruction,
emotional strain, lack of teacher interaction, and a sense of educational irrelevance.
While the findings cannot be generalized to all dyslexic learners, they offer valuable

insight into how two individuals navigated an extraordinary educational disruption.

At the same time, it is important to acknowledge the limitations of this study. As a
small-scale qualitative inquiry involving only two participants, the findings cannot be
universally applied. Additionally, the interpretative nature of thematic analysis means
that some degree of researcher bias is inevitable, even when grounded in participant

quotes and observable behavior.

Nevertheless, the strength of qualitative research lies in its ability to present detailed,
human-centered insight. This study offers exactly that—an authentic glimpse into how
dyslexic learners experience inclusion, or the lack thereof, in a digitally mediated
educational landscape. Future research might build on these findings by incorporating
more voices, comparing teacher perspectives, or evaluating systemic implementation of

SEPs in various schooling formats.
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In conclusion, the study confirms the original concern: while inclusive education exists
in policy, its practical realization, especially under pressure, remains fragile and

inconsistent.
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Resumé

Oblast vzdélavani prosla necekanou transformaci, na niZ jen zfidka mohla byt
pfipravend. Na pielomu desetileti svét zasdhla celosvétova pandemie viru COVID-19,
které zménila chod nejen ve vzdélavani, ale ve vSech oblastech kaZzdodennich lidskych
zivoti. V tomto prostfedi, ve kterém se méni formy, metody a zpiisoby vyuky, se
vyskuje jedna obzvlastné citliva skupina zaki. Jsou ji zaci se specidlnimi potiebami k
uceni, u nichz akademicky uspéch Casto zavisi na podpirnych opatienich, ktera jsou jim

pridélena pedagogicko-psychologickou poradnou a §kolnim specidlnim pedagogem.

Tyto zéky chrani zikony Ceské republiky a zajistuji jim podminky k uleni, které
odpovidaji jejich individudlnim potfebam v procesu vzdélavani. Pii pfechodu na
distan¢ni vyuku vSak piislo mnoho zmén, které bylo potieba oSetfit, zavést a ukotvit v
zakoné¢ a nakonec také uvést do praxe. Tato vyjimecnd situace postavila zdanlivé
nekonenou tadu vyzev pred statni Ufedniky, Ministerstvo Skolstvi, mladeze a

télovychovy, skolské zatizeni, feditele Skol, ucitele, ale také zaky samotné.

Zaci s dyslexii se setkdvaji s fadou vyzev pii svém vzd&lavani na dennodennim
poradku, a to at’ uz v distan¢ni vyuce, €i té prezencni. Distan¢ni vyuka vSak pfinesla
zmény, na které ministerstvo a Skoly, vcetné jednotlivych uditelli, neméli Sanci
zareagovat dostatecné rychle a pohotové, aby byl pfechod z prezen¢ni vyuky na
distan¢ni dostate¢n¢ oSetfen tak, aby moznosti a podminky vzdélavani zakh nikterak
neposkodil. Jsou to pak obzvlasté déti, jez potfebuji ke svému vzdélavani adekvatni
podplrna opatieni. Tato opatieni pomahaji zaklim s poruchami u¢eni vyrovnat sily s
ostatnimi zaky. Béhem prechodu na distancni vyuku se vSak tato strana problému
nezdala byt prioritou a dostala se do pozice, ve které ucitelé¢ neméli kapacitu, prostiedky

¢1 osobni motivaci udrzet standard podpory, jenz nabizeli béhem prezencni vyuky.

Tato prace se zamétfuje na tuto problematiku v na detail orientované vypoveédi dvou
74kt druhého stupné zakladni Skoly, ktefi si prosli rokem a ptl distan¢ni vyuky jakozto
zastupci z fady déti s oficidlné diagnostikovanou dyslexii a se seznamem podptrnych
opatieni vypracovanych specidlnim pedagogem. Teoretickd Cast prace se zabyva
vysvétlenim a definovanim pojmu dilezitych k pochopeni a vykresleni pozadi tohoto
problému. Uzce se zaméfuje na otazku vyuky angliétiny v prostiedi Ceské republiky, na

inkluzivni vzdélavani a inkluzi v Cesku, na dyslexii z pohledu historického, moderniho,



celosvétového 1 Ceského a také na distancni vyuku a podpiirné opatieni z hlediska toho,

jak byla a jsou implementovéna a oSetfena v zakonech a vyhlaskach Ceské republiky.

Prace se také kratce zabyva pribuznymi tématy, jako je kratka definice jinych poruch
uceni ¢i dalSich specifickych poruch uceni — do této kategorie se tadi i dyslexie.
Rozebird rozdil mezi anglictinou jako druhym a cizim jazyce z pohledu ¢eskych zaki,

kulturnich moznosti a zpiisob vyuky jazyka na ¢eskych skolach.

Teoreticka Cast stavi zdklad, na némZz stoji empirickd ¢ast prace, ale také pomaha
dokreslit rozliSnost a komplexnost této problematiky, obzvlasté pak z pohledu cile prace
jen si dava cil poskytnout autenticky vhled na toto téma skrze hlasy samotnych zakii,
které tento problém postihuje. Vypovédi zaka s dyslexii jsou pateti prace a celkovy cil
prace se o n¢ opira. Prace si klade za cil vyzkoumat, jak zkoumani Zaci vnimali obdobi
online vyuky za COVID-19 pandemie a jakymi si prochazeli vyzvami skrze vhled do
osobnich zkuSenosti zakti, nahled do pocitil a emoci vyvolanych distancni vyukou. Déle
pak umoziuje ziskat novou perspektivu, a to skrze pohled, ktery Zaci nabizi ve svych

vypovédich.

Vyzkum prace operuje s nastroji sbéru dat ve formé& semistrukturovaného rozhovoru s
zaky, ktery je vhodnym nastrojem ke sbéru kvalitativnich dat za Gcelem piipadové
studie (Priicha 1995, 63-65). V praci je pouZita metoda vicepiipadové kvalitativni
studie, jez slouzi jako robustni rdmec pro ditkladné prozkoumani zkuSenosti dvou zaka
(11 a 14 let) na druhém stupni zakladni Skoly s dlouhodobé diagnostikovanou dyslexii.
Tato metoda analyzy a prace s daty umoznuje podrobny prizkum jedine¢nych vyzev,

kterych tito Zaci ¢elili béhem distanéni vyuky.

Tim, Ze se zabyvd dvéma odliSnymi piipady, se tato vyzkumna prace snazi osvétlit
rizné rozmeéry obtizi, kterym celi zaci s dyslexii, zaroven se vSak zameétfuje na
poskytnuti prostoru k vyjadieni pocitl,, emoci, zkuSenosti a osobnich perspektiv na
tento problém. Skrze peclivou analyzu sebranych dat se tato studie snazi pfispét k
hlubs§imu a komplexnéjSimu pochopeni slozité situace a vyzev, jez se pro zZaky s

dyslexii stala kazdodenni realitou pfi pfestupu na distan¢ni vyuku.

Prace aspiruje na to, aby u ¢tenaii zajem o tuto problematiku vyvolala, stejn¢ tak jako
zakotenila touhu a motivaci déale diskutovat, vylepSovat inkluzivni vzdélavani a
pracovat na vytvaieni adekvatnich vzd€lavacich podminek a prostiedi pro zaky nejen s

dyslexii. Vhled, jenz prace poskytuje, nabizi moznost pochopeni a uvédomeéni a nabizi



¢tenafim pedagogického vzdélani moZnost rozsifit si povédomi, coz je forma

pozornosti, jeZ si tito Zaci a jejich boj s obtizemi zaslouZi.

Tato forma studie ma ovSem své limitace, a to jak neopomijitelné nizkou reliabilitu
vyzkumu, tak vysokou moznost snizené validity dat na zdklad¢ proménnych, které jsou
v obdobnych studiich v téchto védeckych oblastech vSudyptitomné. Prace pracuje s
omezenimi, jez takovato forma vyzkumu obsahuje, a implementuje né€kolik modifikaci
a pravidel sbéru analyzy dat. Cilem téchto modifikaci je zvySeni relevance, validity a
autenti¢nosti dat i samotného vyzkumu a jeho vysledkii. AvSak bez ohledu na kroky, jez
byly podstoupeny, prace ma své neodmyslitelné limitace a ve findlni zhodnoceni dat

navrhuje moznosti vylepSeni a zdokonaleni podobného vyzkumu v budoucnu.

K zéavéru prace jsou sesbirand a zanalyzovana data prezentovana ctendii ve formé
rozboru, Givah a autorova komentédie nad zjiSténymi informacemi, stejné tak jako
porovnani vypovédi obou zakll v kontextu, jenz ma objasnit a upozornit na to, jak
rozdilné muze byt prozivani, zazitky a postoje zaku, ktefi by mohli byt snadno zatazeni
do homogenni kategorie ,,Zaci se specialnimi vzdélavacimi potfebami®, ¢i dokonce
»zaci s dyslexii. V zavéru je také prodiskutovan cil a jeho dosazeni. Cile bylo ¢astecné
dosazeno do miry (a to i pres limitace vyzkumu), kterou prace shledava uspokojujici a
uspésnou.

V nelehké dobg, jez se staly roky 2020-2022, slouzi zkuSenosti dyslektickych studentt
jako dojemnd pfipominka rozmanitosti u¢ebnich potteb, které jsou kazdodenni realitou
zakl bez ohledu na stav svéta ¢i formu vyuky. Obdobi, jez se stalo pro mnohé cernou
skvrnou na tapeté jejich Zzivota, jez nckteti chtéji zapomenout a jini pfemalovat,
poznamenala také ty nejzranitelngjsi z nas - déti. V procesu vzdélavani je kazdy krok (a
situace a problematika zplsobila pravé na déti, tim spiSe pak ty, ktefi potiebuji o to vice

podpory.
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Appendices

Appendix A — List of questions in Czech

Jak se jmenujes? (jméno)
Kolik je ti let? (vek)
Kdy sis prvni v§iml/a, ze jsou pro tebe nékteré véci t€z8i/jiné nez pro ostatni? (rok,
ttida, obdobi)
Kdy jsi byl/a diagnostikovan s dyslexii? (tfida)
Myslis, ze jsi kvili tomu (dyslexii) jiny/jina? (ve Skole, mezi kamarady, ve volném
case)? (Ano/Ne)
Jak rozumis dyslexii? (Jak bys popsal, co to je dyslexie?)
Vysveétlil ti to nékdo? (Ano/Ne) Co ti o tom tikali?
Co jiného pro tebe pan/pani ucitel/ucitelka anglictiny délala kdyz jste byli normalné ve
Skole? (Méam na mysli néco jako, Ze dostanes vic asu, Ze mas zadani v Cesting, Ze
nemusis psat celou vétu ale jen sefazujes slova za sebou do véty,...)
Pomahalo ti to?
Citil/a jsi se Spatn¢, ze mas jiné cviCeni/zadani nez ostatni? // Citil/a jsi se
Spatné, Ze se k tob& pan/pani ucitel/ucitelka chova jinak?
Libilo se ti kdyZ byla skola online? (Ano/Ne) Proc?
Jak jsi se citil/a pfi online vyuce?
Byl/a jsi aktivni? (Ano/Ne)
Bavila t€ online vyuka? (Ano/Ne)
Jak se k tob¢ choval pan/pani ucitel/ucitelka?
Jak se k tobé chovali ostatni spoluzaci?
D¢lal/a pan/pani ucitel/ucitelka vSechny ty véci ke kterych jsi mluvil/a i potom co
zacala online vyuka?
Pro¢ myslis, ze ano/ne?

Jak jsi se ohledn¢ toho citil/a?

Vv
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A pro¢? A co?
Co pro tebe bylo naopak nejjednodussi?

A proc? A co?



Existuje néco, co jsi o sob& nebo o své dyslexii zjistil/a béhem online vyuky? A pokud

ano, co to bylo?



Appendix B — List of questions in English (Translation)

What is your name? (name)
How old are you? (age)
When was the time you first noticed there was something different about you? (year,
grade, period of time)
When were you diagnosed with dyslexia? (grade)
Do you think dyslexia is a disadvantage (at school, among your friends, outside of
school) (Yes/No)
Has anyone explained to you what dyslexia is? (Yes/No)
How would you describe dyslexia?
What is it like to be dyslexic? How does it affect you in school?
What did the teacher do back then during face-to-face lessons that she/he didn’t do for
other students? (For example, you got more time than others, your exercises were
already filled in at some places, etc...)
Do you think it was helping? (Yes/No)
How did/do you feel about that? (Does it feel good or bad to be given different
exercises or extra minutes during tests?)
How did you feel during the online lessons?
Were you active? (Yes/No)
Did you enjoy it? (Yes/No)
Did the teacher treat you any differently than others?
Did the teacher do any of those things we spoke about previously? (extra time,
exercises with filled-in sentences, etc)
Why do you think he/she did/did not?
How did you feel about it?
Was learning online harder or easier than face-to-face?
What was the most difficult during online lessons?
Why do you think so?
What was the easiest during the online lessons?
Why do you think so?
Is there anything you learned about yourself or your dyslexia during the online lessons?

And if so, what was it, and what do you think caused it?
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