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Abstract

The aim of the study was to identify the determinants of dyslexic and
non-dyslexic students’choice of reading strategies for exams, as well as the
mediating factors — in this case, exam stress — in the relationship between
perceived educational support and the use of specific reading strategies.
The study groups consisted of students diagnosed with dyslexia (N=540)
and students without dyslexia (N=540), aged 14 to 15 years.

The tools used in the study were the Metacognitive Awareness of Read-
ing Strategies Inventory, developed by Mokhtari and Reichard, the Students’
Perceived Sources of Test Anxiety, developed by Bonaccio and Reeve, and the
Educational Support Questionnaire, developed by Gindrich. The study fol-
lowed a correlational design. Descriptive statistics, Pearson’s r correlations,
and regression analysis were used to analyze the results using model tem-
plates for PROCESS for SPSS and SAS (Hayes, 2018).

The study established relationships between perceived educational sup-
port and the declared use of particular reading strategies (global, support,

and reading problem-solving strategies) and stressors in exam situations.

455

S8S5/-eSC NSSI

60¥8-€7SC NSSI -2



456

e- ISSN 2543-8409

ISSN 2543-7585

Agnieszka Dhuzniewska, Kamil Kuracki

Educational Support and the Choice of Metacognitive Reading Strategies Under Exam Stress
Among Students With and Without Dyslexia

(Pp. 455-475)

The results of the study indicate that only among dyslexic students was there
a moderating role of exam stress in the relationship between perceived
educational support and the declared choice of global reading strategies.

Keywords: exam stress, metacognitive reading strategies, educational

support, dyslexia

Dyslexia is currently one of the most prevalent specific learning dis-
orders, affecting between 9% and 12% of European citizens (Snowling
etal., 2020; European Dyslexia Association, 2021) and perhaps as much as
15%-20% of the general population (International Dyslexia Association,
2021).There is no doubt that its consequences determine the school func-
tioning of affected students at every stage of education (Ganschow et al.,
1995; Crombie, 1997, 2000; Kaminska-Ostep & Gulinska, 2008; Snowling
& Hulme, 2011). Many studies provide evidence of a link between the read-
ing difficulties experienced by dyslexic students and both their cognitive
abilities (Capin et al., 2021; Lauterbach et al., 2017; Wong et al., 2017) and
school achievement (Adlof, 2020; Snowling et al., 2000).

The result of these learning difficulties, in many cases, is an anxiety
reaction (Lufi et al., 2004; Peleg, 2009; Wang et al., 2021). One of the key
symptoms of anxiety is a preoccupation with personal thoughts or emo-
tions, which can result in mind-wandering (Unsworth & McMillan, 2013)
and, during an exam, may interfere with reading comprehension per-
formance, including making appropriate inferences from the text (Blicher
et al, 2017; Martinez-Lincoln et al., 2021).

The relationship between exam anxiety and the cognitive/emotional
and social functioning of students with low reading skills, including
dyslexia, and reading and learning styles and achievement has been con-
firmed by numerous studies (Francis et al., 2021; Livingston et al., 2018;
Ogundokun, 2011; Peleg, 2009). A number of papers also highlight the im-
portant links between exam stress and self-regulation (Ramli et al., 2018;
Oaten & Cheng, 2005).

Although exam stress from being assessed in various test situations
that require reading and writing skills can also affect students without
specific learning difficulties and is a prominent element of school life,



Agnieszka Dhuzniewska, Kamil Kuracki

Educational Support and the Choice of Metacognitive Reading Strategies Under Exam Stress
Among Students With and Without Dyslexia

(Pp. 455-475)

the research so far seems to indicate that students with dyslexia are
more vulnerable to its destructive impact, especially during exams.
Given these consequences, it seems important to recognize the sources
of exam anxiety experienced by students, which may arise from both in-
ternal resources, such as self-efficacy or self-esteem, and external fac-
tors, related to the exam’s unpredictability or difficulty or the form of
its tasks. In this situation, it is reasonable to draw attention to the need
to activate metacognitive strategies in students as an outcome of ther-
apeutic interventions aimed at increasing reading performance — one
of the determinants of learning success (Dimmitt & McCormick, 2012;
Kanani et al., 2017; Moojen et al., 2020). The activation of metacognitive
mechanisms (Flavell, 1971, as cited in Lajoie, 2008; Flavell et al., 2000;
Garner, 1994; Jacobs & Paris, 1987) allows the individual to control and
regulate their own activity and to choose specific learning strategies in
order to increase learning efficiency (Swiezy, 2008). While reading a text,
students may be directed to apply different strategies, such as global
strategies, problem-solving strategies, or support reading strategies.
The first of these uses a general analysis of the text, in terms of both its
content (metatextual strategies) and organization. The second relates
to the actions students take when the text becomes difficult and they en-
counter problems that prevent them from understanding the content.
The last group of strategies involves the use of additional aids, such as
note-taking, paraphrasing, summarizing, or discussing the text (see
Mokhtari & Reichard, 2002).

Researchers’ efforts in this area have focused on the search for two
types of relationships, the first between metacognitive awareness - re-
sulting in the activation of strategies for working with a text — and read-
ing and learning performance (Campos, 2012; Czerniawska, 1999; Eilers
& Pinkley, 2006; Keskin, 2013; Koli¢-Vehovec & Bajsanski, 2006; Li, 2010),
and the second between learning support activities and students’ for-
mation of metacognitive skills (Antoniou & Souvignier, 2007; Camahalan,
2006; Denton et al., 2021; Stevens et al., 2020; Stevens & Vaughn, 2020;
Williams & Vaughn, 2020). The results of a study by Burden and Burdett
(2005) showed that appropriately structured environmental support can
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positively influence dyslexic students’ beliefs about self-efficacy, goal ori-
entation, and sense of control.

The above-mentioned reports therefore prompt further research
into identifying the metacognitive mechanisms activated by dyslexic stu-
dents when working with a text. In a study (Furnes & Norman, 2015) con-
ducted on a group of 44 students aged 18-23 years (22 with dyslexia and
22 without reading difficulties), the students with dyslexia scored lower
in reading skills, metacognitive knowledge, and associated stated use
of reading strategies than students who did not exhibit reading difficul-
ties. In addition, the former group reported lower learning efficacy (see
Humphrey & Mullins, 2002) and poorer grades. They showed similar sen-
sitivity to metacognitive experiences and comparable insight into their
own difficulties, suggesting that interventions to increase the level of pro-
cedural metacognitive knowledge (Jacobs & Paris, 1987) and the use of
problem-appropriate reading strategies in dyslexic students should in-
crease their effectiveness in working with texts. Activities of this kind
should be seen in the perspective of social support in the broadest sense,
including educational support, which can be considered in two dimen-
sions: objective and subjective. The objective dimension refers to both
organized institutional psychological/educational support and informal
support from teachers, therapists, parents, and peers. The subjective di-
mension, on the other hand, is understood in terms of how students per-
ceive, evaluate, and value learning support activities (Gindrich, 2014).

There have been inconclusive results from research on the effec-
tiveness of interventions, whether in the form of instruction on specific
reading strategies (Camahalan, 2006; Stevens et al., 2019) or multifaceted,
multi-component interventions for improving reading comprehension
in students with reading difficulties (Fogarty et al., 2014). While some
studies support the effectiveness of using an intervention targeting the
selection and use of reading strategies (Camahalan, 2006; Stevens et al.,
2019), others unfortunately do not provide such optimistic evidence (Fog-
arty et al., 2014). The theoretical discourse and research reports on the
importance of support in improving reading skills in students with read-
ing difficulties, including dyslexia, therefore guide the research toward
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establishing the moderating role of exam stress in the relationship be-
tween educational support and reading strategy choice.

Methods

The research presented herein is part of a wider project on metacog-
nitive awareness and the motivational mechanisms of reading under
exam stress. The aim of the ongoing research project was to identify dif-
ferences between groups of dyslexic and non-dyslexic students in terms
of perceived educational support, declared use of reading strategies,
and perceived sources of exam stress; to determine the relationships be-
tween perceived educational support, declared use of metacognitive
reading strategies, and sources of exam stress among students with and
without dyslexia; and to determine how sources of exam stress moderate
the relationship between perceived educational support and declared
use of global and support reading strategies and reading problem-solv-
ing strategies.

These research objectives are represented by the following ques-
tions and hypotheses:

1. Are there differences in the level of educational support experienced,
the declared use of reading strategies, and the exam stress experi-
enced by dyslexic versus non-dyslexic students? In view of the fact that
dyslexic students receive specialized psychological/educational care
aimed at minimizing learning difficulties — including reading and writ-
ing — we hypothesized that they report higher levels of perceived ed-
ucational support and in consequence more often use particular
reading strategies. In contrast, negative educational experiences and
the associated understated sense of efficacy (Furnes & Norman, 2015;
Humphrey & Mullins, 2002) may increase vulnerability to stressors;
therefore, dyslexic students will experience higher levels of exam stress.

2. Are there relationships between educational support declared by
dyslexic students in the use of reading strategies (global, support,
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and problem-solving reading strategies) and the sources of exam
stress in dyslexic versus non-dyslexic students? The psychological and
pedagogical support provided to dyslexic students led us to hypoth-
esize a stronger positive relationship between educational support
and declared use of reading strategies among this group.

3. How and why do different sources of exam stress condition the rela-
tionship between educational support and the choice of specific read-
ing strategies in dyslexic and non-dyslexic students? Considering
both the research-supported destructive effect of exam stress on
emotional/cognitive functioning (e.g., Blicher et al.,, 2017; Martinez-
Lincoln et al., 2021) and the importance of educational support for
enhancing learning performance, including reading and writing
(Camahalan, 2006; Stevens et al., 2019), we hypothesized that sources
of stress will act as moderators of the relationship between educa-
tional support and reading strategy choice in both groups of students.

Data

In this study, the research group consisted of a total of 1,080 students
(540 with dyslexia and 540 without dyslexia) attending randomly selected
Polish schools across the country. The dyslexic students had diagnoses
documented by reports from psychological/educational counselling cen-
ters. The age of the students was between 14 and 15 years (M=14.40;
SD=0.55). All dyslexic pupils participating in the study were receiving psy-
chological/educational support at school and/or a counselling center and
had participated in remedial classes and possibly other specialized classes.

Research tools
In this study, three psychometric tools were used. The self-reporting

tool Metacognitive Awareness of Reading Strategies Inventory, developed
by Mokhtari and Reichard (2002), was used to measure students’declared
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use of reading strategies. The tool uses a 5-point Likert scale (1 —“I never
or almost never doit”; 5 —“l always or almost always do it”). The authors rec-
ommend interpreting scores of 3.5 and above as high, from 2.5 to 3.4 as
medium, and scores below 2.4 as low (Mokhtari & Reichard, 2002).

In the study sample, the reliability coefficients for the individual sub-
scales were comparable to those of the original version: Global Reading
Strategies — 0.88 (original version - 0.92), Problem-Solving Strategies — 0.86
(original version — 0.79), and Support Reading Strategies — 0.86 (original
version — 0.87).

The Students’ Perceived Sources of Test Anxiety questionnaire, devel-
oped by Bonaccio and Reeve (2010), was used to identify the sources of
exam stress experienced by students. The tool consists of 22 items as-
signed to three factors: Perceptions of the Test, whose Cronbach’s alpha
value for the study sample was 0.82; Perceptions of the Self, whose relia-
bility was 0.89; and Perceptions of the Situation, whose reliability was 0.70.
The tool uses a 5-point Likert-type scale (ranging from 1 - “not at all” to
5 - “very strongly”), on which the subjects rate the extent to which each
item reflects their emotions and thoughts before taking an exam.

The Educational Support Questionnaire, developed by Gindrich (2014),
was used to assess students’ perceived educational support. The tool con-
sists of a total of 30 items forming three subscales of educational support:
from teachers, parents, and schoolmates. Each subscale contains eight
items. In the additional part of the questionnaire, there are six statements
concerning educational support provided by specialists from the psycho-
logical/educational counselling center or school in the form of additional
specialized classes. The tool uses a 5-point Likert scale (1 - “completely
false”; 5 - “completely true”).

The validation study of the questionnaire showed that the split-half
reliability coefficients ranged from 0.79 to 0.91. The reliability of this tool’s
scales for the study sample were as follows: Global Educational Support -
0.91, Educational Support from Teachers - 0.88, Educational Support from
Parents — 0.85, and Educational Support from School Classmates — 0.91.
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Results

In order to answer the first research question, concerning the exis-
tence of differences between the level of educational support, declared
use of reading strategies, and perceived exam stress in dyslexic versus non-
dyslexic students, the mean scores that the two groups obtained for each
variable were analyzed and compared (Table 1). This made it possible to
establish that for the three potential sources of exam stress — Perception
of the Test, Perception of the Self, and Perception of the Situation - the
students in both study groups prioritized Perception of the Self, which can
be influenced by previous positive or negative test-taking experiences,
anxiety about any type of test, setting high expectations for oneself, and
the pressure to perform well in examinations, and Perception of the Test,
its form, the type and amount of material, and the rank that the student as-
cribes to it in relation to their educational achievement. Perception of the
Situation, understood as the occurrence of unforeseen events that could
potentially affect the course of the exam and the results, was perceived
less frequently as a source of exam stress. It should be added that the av-
erages obtained for each of the sources of exam stress did not indicate
any statistically significant differences between students with dyslexia and
their peers without dyslexia.

In the case of metacognitive reading strategies, students in both
groups most often declared using problem-solving strategies aimed at at-
tentively reading the text, monitoring attention, adjusting the reading pace
to the difficulty of the text, and visualizing the content being read, among
other things, and least often using support reading strategies, consisting of
taking notes while reading, summarizing or paraphrasing content, under-
lining information in the text, or returning to a previously read passage in
order to link the content into a logical whole, for example. The frequency
of use of each reading strategy, as declared by the students, fell within the
range of mean scores. The analysis with Student’s t-test for independent
samples showed that the mean scores for the use of each type of strategy
by students with dyslexia were statistically significantly higher than the
mean scores for this variable for students without dyslexia.



Agnieszka Dhuzniewska, Kamil Kuracki

Educational Support and the Choice of Metacognitive Reading Strategies Under Exam Stress
Among Students With and Without Dyslexia

(Pp. 455-475)

Turning to the results concerning educational support, it appears that
students with dyslexia scored significantly higher in terms of perceived
Global Educational Support than their peers without dyslexia. A more de-
tailed analysis indicates that these scores were not differentiated by the
sources of support either: Support from Teachers, Support from Parents,
and Support from Peers. It is noteworthy that students in both groups were
least likely to declare educational support from their classmates, while they
were most likely to report support from their parents.

Table 1. Differences in mean scores obtained by respondents

for individual variables

Students Students

el with dyslexia without dyslexia Students t-test
M SD M SD t df p
Perception of the Test 2.92 0.72 2.86 0.93 1186 | 1015.94 | 0.236
Perception of the Self 2.98 0.88 2.99 0.96 -0.093 | 1070.98 | 0.926
Perception of the Situation 245 1.06 237 1.18 1.168 | 1065.09 | 0.243

Global Reading Strategies (GLOB) | 3.09 0.81 2.89 0.88 3.850 1078 0.000

Support Reading Strategies (SUP) | 2.75 0.95 2.61 0.91 2.461 1073 0.014

Problem-Solving Strategies (PROB) | 3.45 0.84 3.15 0.9 5.451 1078 0.000

Global Educational Support 76.51 16.90 71.80 17.31 4529 1078 0.000

Educational Support from Teachers |  24.14 6.99 22.81 7.35 -3.035 1078 0.002

Educational Support from Parents |  28.83 6.91 26.41 7.31 -5.584 1078 0.000

Educational Support from Peers| 23.55 8.41 22.57 6.91 -2.076 1078 0.038

M — arithmetic mean; SD - standard deviation; p - significance level;
bold - statistical significance (<0.05); df — degrees of freedom.

Based on SPSS 27.0.

Pearson’s r correlations were used to address the second research ques-
tion, concerning the determination of relationships between exam stres-
sors, reading strategies (global, supportive, and problem-solving strategies
in reading), and the evaluation of the global educational support received.
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Table 2. Pearson’s r correlations of the study variables among
the students with dyslexia (N=540) and without dyslexia (N=540)

1 2 3 4 5 6
1. Perception of the Test
D TJ46%*
2. Perception of the Self
WD 780%%
D A74%% | 361*

3. Perception of the Situation
WD 621%% | 560%*

D ST5%* | A9 | 265%F

4. Global Reading Strategies
WD 392%% | 34T | 233

D A37FF | 374 | 309%% | 768%F
5. Support Reading Strategies

WD 207%% | 222 | Q70" | T73%

D A19%% 1 388%* | 196 | 723%% | T27**

6. Problem-Solving Strategies
WD 371%% | 308** .066 J80%* | .610%*

D 217%% .068 017 A39%% | 450%* | 437

7. Global Educational Support
WD 109* 054 -.027 A00%* | 377** | 307**

D - students with dyslexia; WD - students without dyslexia
** correlation was significant at p<0.01 * correlation was significant at p< 0.05

Based on SPSS 27.0.

As Table 2 shows, the analysis showed weak to moderate positive
correlations for both study groups between test perception and individ-
ual reading strategies and between self-perception and individual read-
ing strategies. It should be noted that in the group of students with
dyslexia, the correlation coefficients between global reading strategies
and both sources of exam stress were at a moderate level, while in the
group of students without dyslexia, they were at a weak level. Perception
of the situation as a source of exam stress, on the other hand, appeared
to correlate positively but weakly with all metacognitive reading strate-
gies among the dyslexic students. In contrast, in the students without
dyslexia, the perception of the situation as a source of stress correlated
weakly only with global and support reading strategies.
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Both groups also showed weak positive correlations between global
educational support and test perception, though statistically significant
relationships were not found between self-perception and perceived ed-
ucational support and between situation perception and perceived edu-
cational support in either group.

The analysis suggests that global educational support is significantly
related, positively and at a weak to moderate level, to the global and sup-
portive reading strategies and reading problem-solving strategies de-
clared by students with and without dyslexia. Furthermore, moderate to
high positive correlations between individual metacognitive reading
strategies and between individual sources of exam stress were revealed
in both study groups.

Seeking to answer the third research question on the moderating
role of the source of exam stress in the relationship between educational
support and the choice of specific reading strategies, a linear regression
analysis was conducted (Table 3).

Table 3. Statistics indicating the percentage of variance explained by R2
of both models with the moderators Perceptions of the Test

and Perceptions of the Self

Standard Change statistics

Model | R R F dft | df2 p
error

R Fo|odft | d2 | p

1 106700449 | 0360 | 14561 | 3 | 536 | <0.001 | 0.013 | 12.422 1 536 | 0.001

2 106250392 0397 |115.017 | 3 | 536 | <0.001 | 0.040 | 33.665 1 536 | <0.001

Predictors in models 1,2: Global support, Dependent variable: Global strategies

Based on SPSS 27.0 (Process v3.4 by Andrew F. Hayes, Model 1).

After entering the data into Model 1 (Hayes, 2018), the results showed
that a statistically significant F(3, 536) = 145.67, p < 0.001 (Table 3, Model 1)
is the model in which the relationship between global support and choice
of global reading strategies is conditioned by the stress source of test per-
ception. This model explains about 45% of the variance in the dependent
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variable (R?=0.45); the change in R? after introducing a moderator into the
model was statistically significant (R> = 0.013; p = 0.001). The second
model tested F(3,536) = 115.017, p < 0.001 (Table 3, Model 2), which in-
cluded the moderating role of perceiving the self as a source of stress, ex-
plains about 40% of the variance in the dependent variable (R? = 0.37).
In this case as well, the change in R? after introducing a moderator into
the model was statistically significant (R? = 0.04; p <0.001).

The statistically significant predictors of reading strategy choice in
Model 1 were the variables Global Support Without Counselling (B=0.032,
p < 0.001; 95% Cl [0.023, 0.042]), Perceiving a Test as a Source of Stress
(B=10.981, p < 0.001; 95% Cl [0.737, 1.225]), and the interaction variable
Global Support and Perceiving a Test as a Source of Stress (B = -0.006,
p = 0.001; 95% CI [-0.009, -0.003]). In Model 2, the statistically significant
predictors of reading strategy choice were the variables Global Support
(B=0.045,p <0.001; 95% CI[0.036, 0.054]), Perception of Self as a Source
of Stress (B = 1.052, p < 0.001; 95% CI [0.812, 1.292]), and the interac-
tion variable Global Support and Perception of Self as a Source of Stress
(B=-0.009, p < 0.001; 95% ClI [-0.124, -0.006]).

In the two models, in a situation of exam stress — which is either a test
or self-perception - the declared frequency of using reading strategies
decreased as the sense of educational support increased. The conditional
effect values obtained in both cases indicate that the relationship be-
tween global support and choice of global reading strategies was statis-
tically significant for all levels of perceived stress (Table 4).

Table 4. Estimation of conditional predictor effects

for moderator values

o et Stz: r(:::r d t : Confidence interval
Lower limit | Upper limit
2222 0.019 0.002 10.482 <0.001 0.016 0.023
Varia:)Ie PT 2.889 0.015 0.002 9.837 <0.001 0.012 0.019
3.556 0.012 0.002 5.810 <0.001 0.008 0.016
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2.091 0.026 0.002 3.381 <0.001 0.022 0.030
2
Variable PS 3.091 0.017 0.002 9.798 <0.001 0.012 0.020
3.818 0.010 0.002 4244 <0.001 0.008 0.015

The predictor in both models was Global Support. Moderating variables:
Model 1 - Perception of the Test (PT); Model 2 — Perception of the Self (PS)

Based on SPSS 27.0 (Process v3.4 by Andrew F. Hayes, Model 1).

Discussion

The aim of the study was to identify the determinants of dyslexic
and non-dyslexic students’ choice of reading strategies and the mediat-
ing factors (exam stress) in the relationship between perceived educa-
tional support and the use of specific reading strategies by these two
groups of students.

Referring to the first research question, which addressed differences
between dyslexic and non-dyslexic students in the level of educational
support received, the use of reading strategies declared, and the exam
stress perceived, the results indicate that dyslexic students scored statis-
tically significantly higher on perceived educational support and declared
use of specific reading strategies than their non-dyslexic peers. The results
relating to strategy use do not support those obtained by Furnes and Nor-
man (2015). This may be due to the fact that including dyslexic students
in psycho-educational care raises their level of metacognitive awareness
and allows them to use reading strategies more reflectively. In contrast,
no statistically significant differences were observed in the level of exam
stress reported, which can be attributed to perceptions of the test, the self,
and the situation. These results may seem surprising in light of previous re-
search reports (Humphrey & Mullins, 2002), in which students with
dyslexia showed lower self-esteem and self-efficacy than students with-
out dyslexia, which could suggest that they would perceive themselves
to a greater extent as a potential source of exam stress. Thus, the results
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only partially support the hypothesis and indicate that exam stress, re-
gardless of its source, should be considered a potential factor that may af-
fect the school achievement of both dyslexic and non-dyslexic students.

This fact is also reflected in the results of the correlational analysis to
answer the second research question, which show that sources of exam
stress related to test perception and self-perception have statistically sig-
nificant relationships with individual reading strategies in both dyslexic
and non-dyslexic students; situation perception is related to all types of
reading strategies only in dyslexic students, while in non-dyslexic students
it correlates weakly and positively with two types of strategies: global, in-
cluding activities focused on familiarizing oneself with the structure of the
text, establishing the purpose of reading, using the context of the text, or
being supported by typographical clues, tables, diagrams, and illustrations
in the text, and support reading strategies such as taking notes, underlin-
ing selected passages, summarizing, using dictionaries, re-reading the text,
or talking to the teacher (therapist) to check reading comprehension.
Therefore, in students without dyslexia, self-perception does not correlate
with problem-solving strategies, which include adjusting the reading pace
to the difficulty of the text, visualizing the text to improve recall, taking
breaks while reading to analyze passages, re-reading the text, and using
the context of the text to determine the meaning of unfamiliar words
and expressions.

The analysis of the relationships between sources of exam stress and
global educational support revealed weak positive correlations in both
groups of students only between global educational support and per-
ceiving a test as a source of exam stress. This suggests that for both
dyslexic and non-dyslexic students, as perceived educational support in-
creases, so does the level of stress related to the perception of test struc-
ture. This seemingly surprising relationship can be explained by students’
sense of responsibility and fear of disappointing those who support their
efforts to succeed in their education.

No statistically significant relationships were found between per-
ceived educational support and perception of the self or the situation as
sources of exam stress in either of the study groups. It cannot be ruled out
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that this is due to both the students’ low self-confidence and the belief
that they have no real influence over unpredictable factors, the occur-
rence of which cannot be prepared for in advance. These results do not
correspond with those reported in the study by Burden and Burdett
(2005), who found a positive relationship between adequate environ-
mental support and the beliefs of dyslexic students concerning self-effi-
cacy, among other things. Indeed, in this case one would expect negative
correlations between the assessment of educational support and the per-
ception of the self as a source of stress.

In contrast, the study showed that global educational support was sig-
nificantly positively related to the global and support reading strategies
and reading problem-solving strategies declared by students with and with-
out dyslexia. The strength of the relationships (from weak to moderate) re-
vealed in the analysis allows us to confirm the hypothesis that stronger
positive relationships exist between educational support and declared
use of particular reading strategies among dyslexic students. This may be
due to the fact that they are more prepared to activate specific strate-
gies due to the coverage of specialized psychological/educational support.

Concerning the third research question, the regression analysis iden-
tified the moderating role of stress in the relationship between educa-
tional support and the declared use of specific reading strategies. The
results indicate that sources of stress only play a moderating role in the
relationship between educational support and the choice of specific read-
ing strategies in the group of dyslexic students and only in two cases.
Both involve the relationship between educational support and the
choice of global reading strategies, regardless of their level, with the mod-
erator of this relationship being two sources of stress, the test or the self.
This finding is in line with previous research findings on the destructive
role of stress on cognitive functioning (Ogundokun, 2011; Peleg, 2009).
It seems that this may be due to the strong link that exists between these
two sources of stress, resulting in dyslexic students perceiving a test in
terms of their reading comprehension problems and having low self-effi-
cacy (Burden & Burdett, 2005), perceiving themselves as the source of
difficulty (Francis et al., 2021; Livingston et al., 2018).
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It is noteworthy that in both cases, the declared frequency of using
global reading strategies in a stressful situation decreased as the sense of
educational support increased. This makes it possible to conclude that,
on the one hand, the educational support received by dyslexic students
has little to do with equipping them with effective strategies for working
with texts and that, on the other hand, the stress of having to face the un-
known of the test and the lack of self-confidence in their own abilities
means that — even with an increasing sense of support — students are un-
able to activate metacognitive strategies for working with texts (see Ramli
et al, 2018; Oaten & Cheng, 2005). The fact that both sources only mod-
erate the relationship between educational support and global reading
strategies may indicate that exam stress causes dyslexic students to acti-
vate primarily general strategies for working with texts. It therefore cannot
be ruled out that the instruction for working with texts that they receive
in therapeutic/educational support refers only to general guidance and
does not include more advanced strategies, or that students themselves —
without specific help from teachers, therapists, and parents — try to in-
tuitively use certain strategies which they feel are the most effective at
coping with the challenges of reading in an exam stress situation.

For students without dyslexia, none of the sources of stress acted as
a moderator of the relationship between educational support and de-
clared use of reading strategies. Thus, our third hypothesis was only par-
tially confirmed. With regard to students without dyslexia, it is necessary
to look for models based on assumptions other than those made in this
study in order to explain the relationship between the three variables.

The research carried out under this project points to the need to pro-
vide educational support for dyslexic students, focusing on developing
skills such as recognizing sources of exam stress, understanding their own
cognitive and psychosocial resources, and selecting effective coping
strategies, as well as on familiarizing and implementing problem-appro-
priate strategies for working with texts. These elements should be part
of permanent rather than ad hoc multifaceted systemic solutions in the
form of intervention programs aimed at improving the learning and pres-
entation performance of dyslexic students.
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