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Abstract. The present paper explores dyslexia awareness among BA and MA students enrolled in
a TEFL program at a Polish university. Dyslexia, a language-related difficulty affecting reading
fluency and accuracy (Gabrieli, 2009), necessitates greater awareness among pre-service teachers
to ensure effective language support for dyslexic students. While research has primarily focused
on teacher preparedness, studies on dyslexia awareness remain limited, particularly in Poland. This
study replicates Soriano-Ferrer et al. (2016), which examined knowledge and beliefs about dyslexia
among Spanish- and Peruvian-speaking pre-service and in-service teachers. By employing a repli-
cation methodology (McManus, 2023), the study facilitates a contrastive analysis of dyslexia
awareness levels, both within the Polish sample (comparing undergraduate and graduate students)
and between the Polish and Spanish/Peruvian educational contexts.
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SWIADOMOSC DYSLEKSJI WSROD PRZYSZEYCH NAUCZYCIELI JEZYKA
ANGIELSKIEGO: ANALIZA KONTRASTYWNA KONTEKSTOW EDUKACYJNYCH

Abstrakt. Celem badania jest analiza §wiadomosci dysleksji wsrod polskich studentéw studiow
licencjackich i magisterskich przygotowujacych si¢ do zawodu nauczyciela jezyka angielskiego.
Dysleksja to zaburzenie jezykowe utrudniajgce ptynne i poprawne czytanie oraz aplikowanie zasad
ortografii (Gabrieli, 2009). Dotychczasowe badania koncentrowaty si¢ gtdownie na przygotowaniu
nauczycieli do pracy z uczniami z dysleksja, natomiast §wiadomo$¢ tego zaburzenia byta rzadziej
badana. Niniejsze badanie oparto na bliskiej replikacji badania Soriano-Ferrer i in. (2016) przepro-
wadzonego w Hiszpanii i Peru, dotyczacego wiedzy i przekonan dotyczacych dysleksji. Dzigki
przyjetej metodologii replikacyjnej (McManus, 2023) mozliwa jest analiza kontrastywna na dwoch
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poziomach: poréwnanie $wiadomosci dysleksji w kontekscie polskim i hiszpansko-peruwianskim
oraz wptywu poziomu ksztalcenia (licencjackiego i magisterskiego) na wiedzg¢ polskich studentdw.

Stowa kluczowe: swiadomosc; dysleksja; nauczyciele; jezyk angielski; analiza kontrastywna

INTRODUCTION

Dyslexia is a disorder characterized by a difficulty in acquiring accurate
and fluent reading skills due to challenges in understanding and applying al-
phabetic or logographic principles (Gabrieli, 2009, p. 280). Investigations into
the manifestations of dyslexia in various languages explore three main per-
spectives. To begin with, specific orthographic features present different
demands, and therefore the distribution of reading difficulties in different lan-
guages is asymmetrical (Geva, 2006). In addition, reading in two scripts where
English is a FL is observed to be motivated by the distance between the lan-
guage systems, degree of transparency (deep or shallow orthography), and the
type of dyslexia impairment characteristic of an individual (Ho & Chung,
2010; Siok et al., 2004; Wang & Koda, 2007; Wydell & Butterworth, 1999;
van der Leij & Morfidi, 2007). The EU Dyslexia Charter (Broadbent, 2018)
estimates that 50—100 million people in Europe struggle with dyslexia. Given
the linguistic diversity of Europe, English language education presents chal-
lenges for dyslexic learners, teachers, and policymakers (EDA, 2020). Ac-
cording to the Charter, dyslexia prevalence varies across European countries,
ranging from 5% in Luxembourg to 15% in Sweden, with disparities in na-
tional definitions and policies. Some countries, like Croatia and Bulgaria, lack
an official definition of dyslexia. Thus, a major issue results from the incon-
sistency in defining, diagnosing, and supporting dyslexic EFL students. This,
in turn, leads to gaps in teacher training and consequently, adds to low aware-
ness of dyslexia among pre-service and in-service English language teachers.

At the same time, despite the consistently high rate of recognized dyslexia
cases, teacher training programs often inadequately equip teachers to identify
and assist dyslexic students (Mills & Clarke, 2017). Wadlington and Wadling-
ton (2005) contend that the inadequate understanding of dyslexia among un-
dergraduate and graduate students leads to significant frustration and feelings
of helplessness. Interestingly, research indicates that teachers can possess
accurate knowledge of dyslexia while still holding misconceptions about the
condition (Washburn et al. 2011a, 2011b; Washburn et al., 2014). Washburn
etal. (2011a, 2011b) found that most pre-service and in-service teachers
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recognized that students with dyslexia often struggle with language-based
tasks such as decoding and spelling. However, the majority of teachers in both
studies also wrongly believed that colored overlays or tinted lenses could help
those with dyslexia. In a subsequent study, Washburn et al. (2014) examined
the understanding of dyslexia among pre-service teachers in both England and
the USA. Consistently with previous research, both groups accurately
recognized that dyslexia is not attributable to environmental factors and that
poor spelling is a prevalent characteristic. Yet, both American and English pre-
service teachers mistakenly believed that reversing letters and words is the
main characteristic of dyslexia. A well-informed distinction between facts and
beliefs is particularly important in EFL instruction, where dyslexia may be
overlooked as a general challenge of second-language acquisition and linked
to an inadequate proficiency level (Nijakowska, 2020). Therefore, EFL
teachers need a well-developed understanding of dyslexia to differentiate
between language acquisition challenges and dyslexia-related reading deficits
to implement pedagogical adaptations that accommodate students’ needs.

While substantial research has focused on dyslexia intervention strategies
and teacher preparedness, fewer studies have looked at dyslexia awareness as
a separate construct that includes teachers’ knowledge, beliefs, and percep-
tions of dyslexia. Previous research has found that misconceptions about dys-
lexia persist, with many teachers still attributing reading difficulties to low
intelligence, poor motivation, or visual impairments, rather than recognizing
the phonological deficit that underpins dyslexia (Soriano-Ferrer et al., 2016;
Washburn et al., 2014). This observation is particularly concerning in settings
where teachers work with learners navigating both first-language (L1) and
second-language (L2) literacy challenges. The additional cognitive demands
of L2 learning, combined with the challenges associated with dyslexia, neces-
sitate that EFL teachers be well-informed about dyslexia across language sys-
tems. Therefore, this study explores dyslexia awareness among pre-service
EFL teachers in Poland, using a contrastive approach that compares its find-
ings with Spanish data from Soriano-Ferrer et al. (2016). By replicating an
initial study in a different educational context, this research provides a com-
parative perspective on the similarities and differences in dyslexia awareness
across countries. Such a contrastive analysis facilitates a deeper understanding
of the ways in which linguistic and educational factors shape teacher percep-
tions of dyslexia.
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1. AWARENESS OF DYSLEXIA

Awareness of dyslexia among teachers is crucial for the early identification
and effective support of students with reading difficulties. This section presents
a comprehensive review of research studies examining teachers’ awareness of
dyslexia. The section synthesizes and organizes the findings to assess dyslexia
knowledge among three groups: pre-service teachers, in-service teachers, and
a mixed cohort comprising both. The analysis is structured around key themes,
including general knowledge of dyslexia, common misconceptions, diagnosis
and identification, teaching strategies, perceptions of responsibility, gaps in
knowledge, and recommendations.

Research on pre-service teachers’ awareness of dyslexia reveals significant
knowledge gaps, as many teacher training programs provide insufficient
instruction on the condition. Altar and Amir (2023) found that while pre-ser-
vice teachers recognized dyslexia as a reading difficulty, they lacked an un-
derstanding of its neurological basis. Similarly, Faudzi and Cheng (2022)
noted that limited coursework on dyslexia left many pre-service teachers un-
certain about its causes. Washburn et al. (2014) found that many mistakenly
viewed dyslexia as a visual impairment rather than a phonological processing
disorder. White (2018) reinforced these findings, reporting that while some
pre-service teachers identified dyslexia as a language disability, many struggled
to distinguish it from general reading difficulties. At the same time, miscon-
ceptions about dyslexia are common among pre-service teachers, shaping their
approach to reading difficulties. Washburn et al. (2014) found that a sig-
nificant number of teachers incorrectly believed dyslexia was primarily rela-
ted to letter reversals and could be outgrown. White (2018) observed that some
teachers associated dyslexia with intelligence, assuming students were either
highly gifted or had low cognitive ability. Faudzi and Cheng (2022) found that
some pre-service teachers believed dyslexic students simply needed to try harder.
Atar and Amir (2023) noted that cultural beliefs reinforced these misconcep-
tions, with some attributing dyslexia to poor home literacy environments.

These misconceptions contribute to difficulties in diagnosing dyslexia, as
pre-service teachers often struggle to differentiate it from general reading
challenges. White (2018) found that many teachers relied on superficial indi-
cators, such as slow reading speed, without recognizing phonological deficits.
Washburn et al. (2014) found that pre-service teachers often misidentified dys-
lexic students as having attention issues rather than language-based impair-
ments. Faudzi and Cheng (2022) found that those with no direct exposure to
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dyslexic students had difficulty recognizing the condition, reinforcing the
need for targeted dyslexia education. Atar and Amir (2023) reported that even
when pre-service teachers correctly identified dyslexia, they often failed to
associate it with phonological processing difficulties. In consequence, a lack
of knowledge about effective teaching strategies further limits pre-service
teachers’ ability to support dyslexic students. Washburn et al. (2014) found
that many endorsed ineffective methods, such as using colored overlays.
White (2018) noted that while pre-service teachers were eager to help dyslexic
students, they lacked familiarity with structured literacy approaches. Faudzi
and Cheng (2022) found that most teachers relied on general teaching methods
rather than evidence-based interventions. Atar and Amir (2023) emphasized
that informal dyslexia training was insufficient for equipping pre-service
teachers with effective instructional strategies.

Pre-service teachers’ perceptions of their role in supporting dyslexic stu-
dents also vary. White (2018) found that many believed dyslexia intervention
was the responsibility of special education teachers rather than general edu-
cators. Faudzi and Cheng (2022) reported that while pre-service teachers
wanted to support dyslexic students, they lacked confidence in their ability to
do so. Atar and Amir (2023) found that some teachers felt overwhelmed by
the idea of teaching dyslexic students due to limited training, while Washburn
et al. (2014) noted that many expected dyslexic students to seek external tu-
toring rather than rely on classroom-based support. These gaps in knowledge
stem from the inadequate inclusion of dyslexia education in teacher training
programs. Washburn et al. (2014) found that, despite encountering reading
difficulties in students, pre-service teachers lacked formal instruction on
dyslexia. White (2018) observed that they often confused dyslexia with other
learning disabilities. Faudzi and Cheng (2022) highlighted the absence of stan-
dardized dyslexia education, leading to inconsistent levels of preparedness. Atar
and Amir (2023) suggested that cultural influences shape misunderstandings,
reinforcing the need for cross-cultural research on dyslexia education.

To address these gaps, researchers recommend integrating mandatory
dyslexia coursework into teacher training (Atar & Amir, 2023), providing
hands-on experience with dyslexic students (Washburn et al., 2014), offering
professional development workshops on structured literacy (White, 2018), and
continuously updating teacher education curricula to align with dyslexia re-
search (Faudzi & Cheng, 2022). Collectively, these studies highlight that pre-
service teachers often lack foundational dyslexia knowledge, struggle with ac-
curate identification, and have limited familiarity with effective instructional
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strategies. Many also view dyslexia intervention as the responsibility of spe-
cial education teachers rather than general educators. Training, not experi-
ence, emerges as the strongest predictor of dyslexia awareness, reinforcing the
need for structured dyslexia education in pre-service teacher programs.

Research on in-service teachers’ awareness of dyslexia consistently reveals
a high prevalence of misconceptions, despite years of teaching experience.
Studies conducted across various countries highlight the limited exposure
teachers have to formal dyslexia training, which, in turn, contributes to
persistent misunderstandings regarding its causes and appropriate interven-
tions. Abed and Shackelford (2022) examined teachers in Saudi Arabia and
found that only 19.9% had received dyslexia training, with over 80% holding
misconceptions about its causes and treatment. A similar trend was observed
by O Cadhla (2023) in Ireland, where primary school teachers demonstrated
suboptimal knowledge scores, with 70% incorrectly believing that colored
lenses could aid dyslexic students. In the United States, Peltier et al. (2022)
reported that despite legislative mandates for dyslexia training, more than half
of the teachers surveyed still believed dyslexia to be a visual disorder rather
than a language-based difficulty.

In-service teachers’ ability to diagnose and identify dyslexia is another area
where challenges persist. Okechukwu et al. (2023) in Nigeria found that
76.06% of teachers had low dyslexia awareness, often mistaking reading dif-
ficulties for a lack of motivation rather than a neurological condition. Simi-
larly, research on the Turkish teacher population (Siimer Dodur & Altindag
Kumas, 2020) underscored an urgent need for improved dyslexia education in
Turkey’s teacher training programs. The misconceptions about dyslexia’s
causes, symptoms, and interventions are widespread, leading to potential mis-
diagnoses and ineffective teaching strategies. While Ustiindag and Odabas
(2023) show that training can improve knowledge, they also highlight its lim-
itations, indicating that current programs are not comprehensive enough. The
studies conducted by Siimer Dodur and Altindag Kumas (2020) and Altindag
Kumag et al. (2021) further underscored the severity of the issue, with only
12% of teachers correctly identifying dyslexia as a neurological disorder,
while 82% still attributed it to visual deficits. These findings suggest that
many teachers lack a fundamental understanding of the nature of dyslexia. In
terms of teaching strategies and perceptions of responsibility, research sug-
gests that while many in-service teachers believe they can support dyslexic
students, they often lack the actual knowledge needed for effective instruction.
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Szymanski (2024) in the United States found that, despite their confidence
in their ability to support dyslexic students, many teachers lacked the training
necessary to implement evidence-based strategies. This overconfidence aligns
with the Dunning-Kruger effect, indicating that years of teaching experience
alone do not necessarily improve dyslexia knowledge, formal training is es-
sential. Further studies in Croatia (Martan et al., 2023) and Malaysia (Ramli
et al., 2019) revealed that many in-service teachers continued to believe in
ineffective interventions. Similar findings were observed in China, where Yin
et al. (2019) found that early literacy teachers exhibited significant miscon-
ceptions about dyslexia’s causes, symptoms, and interventions. More than
80% of teachers were unaware of the neurological basis of dyslexia, and many
believed ineffective methods. Notably, teachers from less-developed regions
had even lower knowledge scores, highlighting the importance of structured
dyslexia education programs across different educational contexts.

In the same vein, the study on Polish in-service teachers of English as a
Foreign Language (Siek-Piskozub, 2011) revealed significant gaps in teach-
ers’ knowledge, training, and instructional practices, highlighting the need for
systematic dyslexia education in teacher training programs. A key issue iden-
tified in the study is the lack of formal training on dyslexia among EFL teach-
ers. Less than half of the surveyed teachers had received any instruction on
dyslexia during their professional education, leading many to feel unprepared
when working with dyslexic students. Additionally, misconceptions about
dyslexia were widespread, with some teachers mistakenly believing that dys-
lexia is solely a visual processing disorder or that students could overcome it
through extra effort. These misconceptions can result in inadequate support
and misdiagnosis, further complicating the learning experiences of dyslexic
students. The study also reveals inconsistencies in teaching strategies. While
some teachers relied on techniques such as using colored chalk and peer
tutoring, few employed research-based interventions like structured phonics
instruction. Moreover, assessment practices remained unchanged for dyslexic
students, with many teachers applying the same grading criteria as for non-
dyslexic students, potentially disadvantaging those with learning difficulties.
Teachers who had received specialized training demonstrated greater confi-
dence and awareness of effective interventions, yet such training remained
rare. Most pre-service education programs were reported not to include dys-
lexia instruction, and opportunities for professional development in this area
were limited. Thus, the study underscored the urgent need for comprehensive
dyslexia training in Polish teacher education programs to ensure that EFL
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teachers are equipped with the knowledge and skills to effectively support
dyslexic students.

Finally, the studies involving a mixed population of both pre-service and
in-service teachers highlight the impact of teaching experience, while also un-
derscoring the persistent presence of misconceptions. The comparative study
by Echegaray-Bengoa et al. (2017) in Peru found that while in-service teach-
ers had a better knowledge of dyslexia than pre-service teachers, misconcep-
tions remained prevalent in both groups. Similarly, Martan et al. (2023) in
Croatia and Tosun et al. (2021) in Turkey found that exposure to dyslexic stu-
dents improved teachers’ knowledge, but structured dyslexia training was still
necessary for accurate understanding. Interestingly, the Tosun et al.” study—
that included also the population of speech-language therapist—indicated that
while experience may enhance awareness, it does not eliminate misconcep-
tions without formal instruction.

In summary, research across pre-service, in-service, and mixed teacher
groups underscores that training, rather than experience, is the key determi-
nant of dyslexia awareness among teachers. Martan et al. (2023) in Croatia
found that teachers who had undergone in-service training had significantly
higher dyslexia knowledge scores, whereas pre-service university education
had little impact. Preschern (2021) emphasized the need for standardized dys-
lexia policies, as many IB teachers lacked clarity on whether to follow national
policies or IB guidelines. While recommendations from these studies include
mandatory dyslexia training for all teachers, professional development work-
shops on phonological interventions, and integrating dyslexia myth debunking
into training programs, these measures remain inconsistently implemented.
This, in turn, is crucial for improving dyslexia support in classrooms, ensuring
that students with dyslexia receive appropriate, scientifically grounded in-
struction rather than interventions based on misconceptions.

2. RESEARCH AIM AND RATIONALE

Despite the growing body of research on dyslexia and teacher preparedness
(e.g. Lodej, 2019; Nijakowska, 2018), limited studies have investigated teach-
ers’ awareness of dyslexia as a distinct construct encompassing knowledge
and beliefs, specifically in the Polish educational context. In addition, there is
a discrepancy between dyslexia awareness studies that focus on pre-service
and in-service teachers, with the former group being underrepresented in
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research. Previous studies indicate that numerous pre-service teachers hold
inaccurate or insufficient knowledge on dyslexia, often mistaking it for a
visual impairment or a general reading difficulty rather than a phonological
processing disorder. This study adopts a contrastive approach by replicating
Soriano-Ferrer et al.’s (2016) research on Spanish and Peruvian pre-service
teachers’ knowledge and beliefs about developmental dyslexia, thus offering
insights into cross-cultural variations in teacher awareness of dyslexia. Ad-
dressing these gaps is essential for equipping future English teachers with the
necessary knowledge and skills to identify and support dyslexic students in
EFL classrooms. Therefore, this study aims to examine the level of dyslexia
awareness among BA and MA students enrolled in a TEFL program at a mid-
sized Polish university.

To achieve this aim, the following research questions were formulated:

1. Are there significant differences in dyslexia-related knowledge and be-
liefs between Polish pre-service EFL teachers enrolled in BA and MA TEFL
programs, as measured by the General Information, Symptoms/Diagnosis, and
Treatment subscales and a Total scale?

2. Are there significant differences in dyslexia-related knowledge and be-
liefs between Polish and Spanish pre-service teachers, as measured by the
General Information, Symptoms/Diagnosis, Treatment and Total scales?

3. METHOD

A cross-sectional study was conducted within the Department of English at
a mid-sized Polish university to assess the level of dyslexia awareness among
Polish students majoring in TEFL. Data were collected using a Google Form
survey, which was distributed to participants through a convenience sampling
technique. This study utilized a quantitative approach to provide a compre-
hensive analysis of dyslexia awareness. The survey questionnaire consisted of
two sections: a demographic data section and the Knowledge and Beliefs
About Developmental Dyslexia Scale (Soriano-Ferrer et al., 2016), which
served as the primary instrument for measuring participants’ knowledge and
beliefs regarding dyslexia.
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3.1 PARTICIPANTS

The research sample consisted of 70 students from the English Department
majoring in TEFL. Of these, 48 students were in their second or final year of
a three-year Bachelor’s program, while 22 students were enrolled in the first
and second years of a two-year Master’s program. The gender distribution
within the sample was 51 female students (73%) and 19 male students (27%).
First-year Bachelor’s students were not included in the study, as specialization
in either TEFL or Translation begins in the second year of the program. Con-
sequently, the study’s sample size was determined by the actual available stu-
dent population, ensuring the inclusion of all eligible participants. In addition,
45 students (64%) had prior contact with people with dyslexia; 12 (17%) had
experience teaching them, and their average self-reported preparedness indi-
cated a moderate confidence in their ability to teach students with dyslexia.

3.2 INSTRUMENT

This study employs a modified version of the Knowledge and Beliefs about
Developmental Dyslexia Scale (KBDDS) developed by Soriano-Ferrer et al.
(2016). The KBDDS is a comprehensive 36-item rating scale designed to as-
sess both knowledge and beliefs about dyslexia. The instrument consists of
two main sections. Section I gathers background information related to par-
ticipants’ experiences with dyslexia, including: (a) prior contact with people
with dyslexia, (b) experience in teaching students with dyslexia, and (c) self-
reported preparedness to instruct dyslexic learners. Section II is subdivided
into three distinct subscales: (1) general knowledge about the nature, and of
dyslexia (17 items), (2) symptoms and diagnosis of dyslexia (10 items), and
(3) treatment and interventions for dyslexia (9 items). The scale consists of
statements about dyslexia, to which respondents indicate their response using
a three-point Likert scale format: True, False, or I don’t know.

3.3 STUDY DESIGN AND PROCEDURE
The study design follows a replication (cf. McManus, 2023) of Soriano-

Ferrer et al.’s (2016) investigation on knowledge and beliefs about develop-
mental dyslexia among Spanish-speaking pre-service and in-service teachers
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from Spain and Peru. The present study, however, incorporates several
changes: (a) population change (initial study: Spain and Peru; present study:
Poland), (b) grouping factor change (initial study: PSTs vs. ISTs; present
study: Bachelor’s vs. Master’s PSTs), and (c) instrument alterations (revised
scoring system), which aligns with contemporary dyslexia research, instruc-
tional methods, and current standards for special educational needs. Despite
these adaptations, the study retains the core structure, objectives and statistics
of the original research, thereby qualifying as a close replication of the
Soriano-Ferrer et al. (2016) study.

4. DATA ANALYSIS AND DISCUSSION

First, separate one-way ANOVAs (see Table 1) were performed for each
KBDDS subscale and a total score to examine whether educational level (BA
vs. MA TEFL students) affects dyslexia-related knowledge and beliefs about
dyslexia among pre-service TEFL students. The results revealed a statistically
significant difference in the General Information Scale (F(1,40.1)=5.21,
p =.03), with BA students (M4 =9.31, SD =2.13) outperforming MA stu-
dents (MA = 8.05, SD = 2.17). The associated effect size (Cohen’s d = 0.59)
shows a medium effect, suggesting a meaningful difference between the two
groups. For the Symptoms/Diagnosis Scale, no statistically significant differ-
ence was observed (F(1, 33.3) =1.37, p=.25), indicating that BA and MA
students performed similarly on this measure. The effect size (Cohen’s d = 0.31)
suggests a small effect size but does not reach the level of statistical signifi-
cance. Similarly, the Treatment Scale did not yield significant differences be-
tween the groups (£(1, 37.6) = 0.71, p = .40), and the corresponding Cohen’s
d = 0.22 suggests a small effect size, further indicating a negligible difference
in scores. Finally, the Total Score, which represents the combined performance
across all scales, did not show a statistically significant difference between BA
and MA students (F(1, 34.6) = 1.54, p = .22). The effect size (Cohen’s d = 0.33)
suggests a small effect, though not strong enough to be statistically significant.
In sum, BA students performed significantly better than MA students on the
General Information Scale, suggesting they have stronger foundations in
knowledge of dyslexia. In contrast, no statistically significant differences were
observed between BA and MA students on the Symptoms/Diagnosis and
Treatment Scales, indicating similar levels of understanding in these areas.
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Similarly, the Total Score did not differ significantly between the two groups,
suggesting that overall knowledge and beliefs about dyslexia are comparable.

Table 1. One-Way ANOVAs and Cohen’s d Results: BA in TEFL vs. MA in TEFL

F dfi df2 D Cohen’s d
General Information 501 | 401 03 0.59
scale
Symptoms/Diagnosis 1.37 1 333 25 0.31
scale
Treatment scale 0.71 1 37.6 .40 0.22
Total score 1.54 1 34.6 22 0.33

Note. Cohen’s d effect size: 0.00-0.19 = very small; 0.20—0.49 = small; 0.50—0.79 = me-
dium; 0.80 or higher = large.

Next, a t-test was utilized to compare the replicability of the present study
on Polish pre-service EFL teachers (N = 70) with the initial study by Soriano
et al. (2016) on Spanish and Peruvian pre-service teachers (N = 246). The re-
sults on the General Information Scale showed a mean difference of 2.35, in-
dicating a statistically significant difference in knowledge of dyslexia between
the Spanish and Polish pre-service teachers (#(314)=6.93, p <.001,
SEM = 0.34). The evidence suggests that the Polish pre-service teachers
(MA =8.91, SD=2.21) performed better on the General Knowledge Scale
than the Spanish/Peruvian pre-service teachers (M4 = 6.56, SD = 2.58). When
the results of the Symptoms/Diagnosis Scale were investigated, the z-test
showed again a statistically significant mean difference of —0.78, indicating
significant discrepancies between Polish and Spanish/Peruvian pre-service
teachers’ responses regarding their awareness of symptoms and diagnosis of
dyslexic students (#(314) =3.07, p <.002, SEM = 0.25). This indicates that
the Polish pre-service teachers (MA = 5.54, SD =1.81) scored higher than
their Spanish/Peruvian counterparts (M4 = 4.76, SD = 1.89).

In contrast, there was no statistically significant difference found on the
Treatment Scale (#(314) = 0.29, p > .05, SEM = 0.28), showing a mean differ-
ence of 0.08. This value signifies that while the Spanish/Peruvian pre-service
teachers showed greater awareness of the treatment of students with dyslexia
(MA4 =5.06, SD=2.16) than the Polish pre-service teachers (MA = 4.98,
SD = 1.62), this difference did not reach the level of statistical significance.
Whereas, the Total Score, which measures the collective awareness of dyslexia
across all three categories of general information, symptoms/diagnosis, and
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treatment, reached the level of extreme statistical significance (#(314) = 4.38,
p <.0001, SEM = 0.66) with a mean difference of —2.92. This result reveals
that Spanish/Peruvian pre-service teachers had less knowledge of dyslexia
(MA =16.38, SD=5.05) than Polish pre-service teachers (MA =19.30,
SD =4.37). In sum, the findings demonstrate statistically significant dif-
ferences in awareness of dyslexia between Polish and Spanish/Peruvian pre-
service teachers, with Polish pre-service EFL teachers scoring higher on the
General Information, Symptoms/Diagnosis, and Total Score, except for the
Treatment Scale.

CONCLUSION

The present study contributes to the research line focusing on dyslexia
awareness among pre-service teachers, specifically future EFL teachers who
will be instructing students in a bilingual setting. Thus, the proposed research
questions aimed to examine the knowledge and beliefs about dyslexia among
Polish pre-service EFL teachers and to assess the replicability of the initial
study in the Polish context.

The first research question aimed to examine differences in dyslexia-
related knowledge and beliefs between Polish pre-service EFL teachers
enrolled in BA and MA TEFL programs, focusing on the General Information,
Symptoms/Diagnosis, and Treatment subscales, as well as the Total score. The
results indicate that BA TEFL students exhibited significantly greater
knowledge of general dyslexia-related concepts compared to their MA coun-
terparts. The finding suggests that BA students may have a stronger founda-
tional understanding of dyslexia. However, no meaningful differences were
observed between BA and MA students in their understanding of dyslexia
symptoms, diagnosis, or treatment, indicating similar levels of awareness in
these areas. Similarly, overall knowledge and beliefs about dyslexia did not
differ significantly between the two groups, suggesting that educational level
alone does not necessarily predict higher dyslexia awareness among pre-ser-
vice TEFL teachers.

The observation that BA students showed significantly greater knowledge
of general dyslexia-related concepts compared to their MA counterparts was
unanticipated. This counterintuitive finding could suggest that pre-service
teachers receive more intensive instruction about dyslexia earlier on in their
studies, or that BA students have just finished coursework that makes the
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information more relevant. In contrast, MA students, who are further along in
their studies, may have shifted their focus toward more specialized areas of
TEFL, potentially leading to less emphasis on dyslexia-related content. This
situation raises questions about how dyslexia education is integrated into
TEFL curricula at different academic levels and whether advanced training
adequately reinforces foundational knowledge. Interestingly, Abed and
Shackelford’s study (2022) reported no statistically significant differences in
knowledge of dyslexia scores based on education level. In addition, the ob-
served linear progression in awareness of dyslexia suggested a correlation
with educational level; mean scores increased with higher levels of education.
The divergence in findings suggests that the relationship between education
level and dyslexia awareness is not straightforward and may depend on how
dyslexia education is structured within TEFL programs.

In line with the replication-based design of the present study, the second
research question examined the degree of replicability among Polish and
Spanish pre-service teachers, as assessed through the General Information,
Symptoms/Diagnosis, Treatment, and Total scales. The results show statisti-
cally significant differences in dyslexia awareness between the two groups,
with Polish pre-service EFL teachers demonstrating higher scores on the Gen-
eral Information, Symptoms/Diagnosis, and Total scales compared to their
Spanish/Peruvian counterparts. Specifically, Polish pre-service teachers out-
performed Spanish pre-service teachers on the General Information Scale,
with a statistically significant mean difference, suggesting a stronger founda-
tional understanding of dyslexia among the Polish cohort. Similarly, Polish
pre-service teachers exhibited significantly higher awareness on the Symp-
toms/Diagnosis Scale, indicating a greater ability to recognize and identify
dyslexia-related characteristics. These findings suggest that Polish pre-service
teachers may have had greater exposure to dyslexia-related content in their
training or that their teacher education programs place more emphasis on these
aspects. In contrast, no statistically significant difference was found on the
Treatment Scale, indicating that despite some variations, both groups demon-
strated similar levels of understanding regarding interventions and support
strategies for dyslexic students. However, the Total Score, which encompasses
all three subscales, revealed an extreme statistical difference, reinforcing that
Polish pre-service teachers had a more comprehensive awareness of dyslexia
than their Spanish/Peruvian counterparts. Overall, these results suggest that
while the study achieved partial replicability, discrepancies between the two
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cohorts highlight possible cross-cultural or curricular differences in dyslexia
training.

On a final note, the findings of this study highlight the urgent need for the
integration of dyslexia awareness into TEFL preparation courses at Polish uni-
versities, since they align with the findings of the 2011 study by Siek-
Piskozub. This consistency emphasizes that, despite the passage of over a
decade, significant gaps in EFL teacher preparedness persist. The continued
lack of dyslexia-related knowledge among teachers stresses the need for
comprehensive modifications in teacher training programs to ensure that
future EFL teachers are equipped with the skills and understanding required
to support dyslexic learners effectively.
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