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nclusive education has evolved from efforts to address the historical exclusion of learners with disabilities 
from mainstream schooling. Earlier educational systems were heavily influenced by medical and deficit-
oriented views of disability, resulting in segregation, institutionalization, and limited educational 

opportunities for many learners (Oliver & Barnes, 1998; Gabel & Danforth, 2008). In response, international 
frameworks such as the Salamanca Statement, the United Nations Convention on the Rights of Persons with 
Disabilities, and the Incheon Declaration have advanced inclusive education as a fundamental right, emphasizing 
equitable participation, access, and achievement for all learners (UNESCO, 1994; UNESCO, 2015; UNCRPD, 2006). 
These frameworks recognize that inclusion extends beyond physical placement in classrooms and requires 
meaningful adaptations in teaching, learning, and support systems. 
 
Despite growing policy commitments, research consistently highlights challenges in translating inclusive 
education into effective classroom practice. Across diverse educational contexts, studies report persistent barriers 
including inadequate teacher preparation, limited access to specialized services, insufficient learning resources, 
and difficulties in identifying and supporting learners with disabilities (Ainscow & Miles, 2009; Sharma et al., 
2017; Ravet & Mtika, 2021). These challenges are particularly evident among learners with hidden or less visible 
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disabilities, whose academic difficulties often remain unrecognized due to limited screening mechanisms and low 
awareness among educators. As a result, many learners experience academic struggles without receiving 
appropriate interventions, increasing their vulnerability to exclusion despite being enrolled in inclusive settings. 
 
Learning disabilities such as dyslexia, dysgraphia, and dyscalculia are among the most common 
neurodevelopmental conditions affecting school-aged children. These conditions influence reading, writing, and 
mathematical performance and may persist throughout an individual's educational journey if left unrecognized 
and unsupported (APA, 2013; Shaywitz et al., 2008; Butterworth et al., 2011). Existing literature indicates that 
undiagnosed learning disabilities are associated with lower academic achievement, emotional distress, reduced 
self-esteem, and social difficulties (Ashraf & Najam, 2020; Sofologi et al., 2022). Furthermore, learners are 
frequently mischaracterized as inattentive, unmotivated, or disruptive when their learning difficulties are not 
properly identified (Forlin, 2011; Ribeiro et al., 2017). 
 
Within the Philippine context, the implementation of inclusive education has been strengthened through policies 
such as Republic Act No. 11650 and related educational reforms. However, significant challenges remain 
regarding teacher preparedness, access to assessment services, referral mechanisms, and parental awareness, 
particularly in underserved communities (Mirador & Lluz, 2021; Raguindin et al., 2021; Casungcad, 2024). These 
challenges contribute to the continued invisibility of learners with undiagnosed learning disabilities. While 
previous studies have examined diagnosed disabilities and inclusive education practices, limited attention has 
been given to learners who remain unidentified despite experiencing substantial academic, social, and emotional 
difficulties. Addressing this gap, the present study explores the experiences of learners with undiagnosed 
dyslexia, dysgraphia, and dyscalculia in inclusive classrooms in a selected province in the southern Philippines. 
  
Theoretical basis 
This study was anchored in the Input–Process–Emergent Patterns (IPEP) model, drawing from Vygotsky’s Social 
Constructivism (1978) and Bronfenbrenner’s Ecological Systems Theory (1979). It explored the experiences of 
learners with undiagnosed dysgraphia, dyslexia, and dyscalculia in inclusive classrooms.  The Input referred to 
learner profiles shaped by unrecognized cognitive difficulties, often missed due to gaps in diagnosis, teacher 
training, and support systems in the Philippines (Raguindin et al., 2021; Ajdhia-Andrews, 2021). These were 
contextualized within ecological systems—home, school, and sociocultural environments. The Process focused on 
socially mediated learning, framed by Vygotsky’s Zone of Proximal Development, and examined through 
interviews and observations (Hoose, 2020; Reig, 2020). 
 
The Emergent Patterns revealed adaptive strategies, systemic barriers, and implications for inclusive teaching and 
responsive policy, offering insights into the lived realities of undiagnosed neurodivergent learners. 
 

 

 

 

 

 

 

 

 

 

 

 

 
Figure 1. Schematic Diagram of the Study 
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Thus, the IPEP framework provides a coherent structure for examining how ecological inputs and mediated 
educational processes contribute to the formation of unique experiential patterns among learners with 
undiagnosed learning disabilities in inclusive settings.      

 
Statement of the Problem 
Learners with dyslexia, dysgraphia, and dyscalculia often struggle in inclusive classrooms, facing academic and 
behavioral challenges that could negatively impact their learning and social development. This multiple case 
study approach aimed to provide a comprehensive insight into the experiences of learners with undiagnosed 
dyslexia, dysgraphia, and dyscalculia in inclusive classrooms. 

Specifically, this study intended to answer the following questions: 
1. What are the experiences faced by the undiagnosed learners with Dysgraphia, Dyslexia, and 
Dyscalculia in inclusive classrooms? 
2. How do these experiences compare across cases, and what unique patterns or differences emerged? 

 
Methodology 
Research Design 
This study employed a qualitative multiple case study design, guided by Yin (2013), to examine the experiences 
of learners with undiagnosed learning disabilities—specifically dyslexia, dyscalculia, and dysgraphia—in 
inclusive classroom settings. This design enabled an in-depth analysis of each case while allowing comparison 
across cases to identify common patterns and key differences. The use of multiple cases strengthened the study’s 
analytic rigor through replication logic, in which findings were examined for consistency or variation across 
participants. This approach was appropriate for exploring complex, context-bound educational experiences and 
provided a systematic framework for understanding how undiagnosed learning difficulties shape learners’ 
participation and engagement in inclusive classrooms. 
 
Research Locale 
The study was conducted in a public elementary school situated in a semi-urban locality in Northern Mindanao, 
selected for its well-established special education (SPED) programs and a notable concentration of learners 
exhibiting signs of undiagnosed dyslexia, dyscalculia, and dysgraphia. The school provided a rich context for 
examining inclusive practices and institutional responses to hidden learning needs within mainstream classrooms. 
The familiarity of the setting offered practical benefits for data collection, including enhanced accessibility and the 
potential for building deeper rapport with participants. As Hockey (2006) noted, conducting research in a known 
environment can foster trust and openness, especially in qualitative inquiries involving sensitive topics.  
 
Participants and Sampling Procedure 
Participants were selected through purposive sampling based on their enrollment in inclusive classrooms and the 
presence of characteristics associated with undiagnosed dyslexia, dysgraphia, or dyscalculia. The study involved 
five elementary learners from a public school in Northern Mindanao, including one learner with dysgraphia, two 
with dyslexia, and two with dyscalculia. Inclusion criteria required participants to exhibit indicators of these 
learning disabilities without a formal diagnosis and to be willing to share their experiences. Purposive sampling 
was employed to recruit information-rich cases relevant to the study objectives (Bisht, 2024). The final sample size 
was determined by data saturation, emphasizing depth and richness of information rather than numerical 
representation (Burmeister & Aitken, 2012; Patton, 2015). 
 
Research Instrument 
The primary data collection instrument was a semi-structured interview guide designed to explore the experiences 
of learners with undiagnosed dyslexia, dysgraphia, and dyscalculia in inclusive classrooms. The instrument was 
developed using the MEASURE framework (Kalkbrenner, 2021), which guided the identification of key constructs 
and alignment with the study’s objectives. Open-ended questions allowed participants to describe their 
experiences in depth while enabling the researcher to probe emerging issues. To enhance content validity, the 
interview guide underwent expert review and pilot testing, resulting in refinements to question wording and 
sequencing. Consistent with qualitative research principles, the interviews facilitated a participant-centered 
exploration of learners’ experiences (Finlay, 2002). 
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Data Collection Procedure 
Data were gathered through face-to-face, one-on-one semi-structured interviews, conducted with learners 
exhibiting characteristics of undiagnosed learning disabilities—specifically dyslexia, dyscalculia, and dysgraphia. 
Prior to each session, assent forms were obtained to ensure ethical compliance, and all interviews were audio-
recorded with participant consent. Recordings were transcribed promptly to preserve the accuracy and integrity 
of participant narratives. Access to the research site was formally granted following approval from the relevant 
education authority. Participants were selected through a demographic screening survey aligned with the study’s 
inclusion criteria. Consistent with Yin’s (2013) multiple case study design, the evolving nature of the inquiry 
allowed for adaptive questioning during subsequent rounds of interviews, particularly to probe emerging 
patterns and address conceptual gaps (Birks & Mills, 2011; Charmaz, 2006; Urquhart, 2013). To ensure credibility, 
member checking was implemented by returning transcripts to participants for a one-time review. While 
participants retained the right to withdraw consent or clarify their responses, they were not involved in the cross-
case analysis or the final write-up beyond reviewing their own data. Memo-writing was employed systematically 
throughout the research process, supporting analytic rigor and reflexivity (Glaser & Strauss, 1967; Birks & Mills, 
2011). Data collection continued until thematic saturation was achieved, signaling a refined and coherent 
understanding of the phenomenon under investigation (Thornberg & Charmaz, 2014). 
 
Data Analysis 
Data analysis followed Yin’s (2017) multiple case study framework through (1) within-case analysis and (2) cross-
case synthesis. Within-case analysis employed Braun and Clarke’s (2006) thematic analysis to identify patterns 
and themes from interview transcripts and classroom observations. Coding was conducted manually and 
supported by computer-assisted analysis, with memo-writing used to document emerging insights. Data 
collection and analysis continued until thematic saturation was achieved. For cross-case synthesis, findings were 
systematically compared across cases using replication logic (Yin, 2017). A matrix developed in Microsoft Excel 
facilitated the identification of thematic similarities, differences, and emergent patterns across learners with 
dyslexia, dysgraphia, and dyscalculia. 
 
Ethical Considerations  
Researchers in social science need to follow ethical considerations to promote qualitative research when collecting 
and analyzing data (Mack et al., 2005: 8). The emphasis was on the researchers’ responsibilities towards the rights 
and interests of the participants, the audience, the academic community, and the Society, (Cameron et al., 1994; 
Judd et al., 1991; British Educational Research Association BERA, 2004, 2018). Assent forms were obtained from 
the participants, allowing them the opportunity to evaluate whether their participation in the study was unsafe.  
During data collection, face-to-face (one-on-one) interviews were conducted, lasting 1-2 hours to minimize 
inconvenience and discomfort for participants. Privacy rights were upheld by ensuring the protection of 
participants’ confidentiality. Any contact information collected was used exclusively for follow-up interviews or 
sharing the results of the study.  Maintaining the confidentiality of participant responses was a top priority in this 
study. All data was reported in aggregate, ensuring that individual responses remained anonymous. Additionally, 
all collected data, such as video recordings and questionnaire responses, were surely stored during the study and 
promptly deleted once the study concluded. 
 
Trustworthiness and Credibility 
This study upheld the principles of trustworthiness and credibility as conceptualized by Lincoln and Guba (1985) 
to ensure the rigor of its qualitative inquiry. Credibility was established through purposive sampling of 
participants with direct experience of undiagnosed learning disabilities in inclusive settings (Patton, 2015), 
followed by member checking, where participants reviewed and confirmed their interview transcripts (Stahl & 
King, 2020). To minimize interpretive bias, peer debriefing with qualitative experts and triangulation of data 
sources—interviews, observation notes, and reflexive memos—were conducted, reinforcing internal validity 
(Flick, 2014; Creswell & Poth, 2018). Trustworthiness was further strengthened by prolonged engagement and the 
use of a detailed audit trail, ensuring transparency in data handling and analytical decisions (Nowell et al., 2017). 
The researchers maintained reflexivity throughout the process, critically reflecting on their assumptions and 
positionality to reduce bias (Finlay, 2002). These strategies ensured that the study findings were grounded, 
ethically sound, and transferable to similar educational contexts. 
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Results and Discussions 
Challenges Experienced by Learners with Undiagnosed Learning Disabilities  
Learning disabilities like dysgraphia, dyslexia, and dyscalculia present significant challenges for students and 
affect their ability to succeed in educational settings (Smith, 2020). These conditions interfere with fundamental 
skills such as writing, reading, and mathematical reasoning (Johnson & Clark, 2019), requiring tailored support 
and accommodations to help students thrive (Brown, 2021). 
 
Case 1: Undiagnosed Learner with Dysgraphia 
Dependence on External Support for Writing Tasks 
A prominent challenge experienced by the learner with dysgraphia was dependence on external support during 
writing activities. Classroom observations showed that writing performance improved when a teacher or peer 
provided assistance. As one participant explained, “When I write, I always need my teacher to guide my hand. If 
they don’t help, my letters are all over the place, and I don’t know where to start.” Another participant shared, “I 
can trace the letters well when there’s a pattern to follow, but without it, I get confused and stop.” These 
experiences suggest that the learner struggled with both motor execution and cognitive organization during 
writing tasks, limiting independent performance. Similar findings have been reported in previous studies, which 
identified handwriting difficulties, fine motor deficits, and challenges in written expression as core characteristics 
of dysgraphia (Berninger et al., 2006; Berninger & Wolf, 2009; Brown, 2020; Smith, 2021; Taylor, 2019; Taylor & 
Kim, 2021). 
 
Limited Transferability of Structured Interventions 
The learner demonstrated difficulty applying learned writing strategies independently despite receiving 
structured support. One participant stated, “Even if I use tracing or lines, I find it hard to write neatly by myself. 
I just forget how to do it the right way.” Another explained, “It’s easier when someone helps me, but on my own, 
I can’t make my hand do what I want it to do.” These responses indicate that guided interventions were not easily 
transferred into independent performance, suggesting challenges in memory retrieval, spatial planning, and task 
execution. This finding aligns with previous research showing that learners with dysgraphia often experience 
deficits in cognitive processing and spatial awareness that hinder the independent application of writing skills 
(Sumner et al., 2013; James & Engelhardt, 2012; Feder & Majnemer, 2007; Davis, 2021). 
 
Difficulties Beyond Writing Tasks 
The effects of dysgraphia extended beyond writing activities and were evident in tasks requiring fine motor 
coordination. One participant shared, “I love drawing, but I can’t color inside the lines like my classmates. My 
hand shakes a lot, and it gets messy.” Another stated, “I know the answer in my head, but I can’t write it down 
fast enough. My hand doesn’t move the way I need it to.” These experiences suggest that difficulties in 
coordinating motor planning and execution affected both academic and recreational activities. Similar patterns 
have been documented in the literature, which describes dysgraphia as a condition affecting fine motor control, 
coordination, and the integration of cognitive and motor processes necessary for task completion (Smits-
Engelsman & Van Galen, 1997; Alloway & Alloway, 2010; Chang & Yu, 2018; Feder & Majnemer, 2007). 
 
Case 2: Undiagnosed Learners with Dyslexia 
Dependence on Guided Reading Support 
A recurring challenge among learners with dyslexia was dependence on guided reading support. Observations 
revealed that participants frequently relied on teachers, parents, or peers to assist them in reading tasks. One 
participant remarked, “I read better when someone helps me with the words I don’t know.” This finding suggests 
that independent reading remained difficult because of challenges in decoding and word recognition. Consistent 
with previous studies, structured reading support and scaffolded instruction are often necessary to help learners 
with dyslexia navigate reading tasks successfully (Snowling & Hulme, 2012; Torgesen et al., 2006; Vellutino et al., 
2004; Wood, 2009; Gillet & Temple, 2010). 
 
Auditory Preference in Learning 
Participants demonstrated a clear preference for auditory learning over text-based learning. As one learner 
explained, “When the teacher reads it out loud, I understand faster.” This response indicates that spoken language 
served as a more accessible pathway for comprehension than written text. The finding suggests that auditory 
processing may compensate for difficulties associated with reading and decoding. Similar observations have been 
reported in studies showing that learners with dyslexia often benefit from auditory supports and multisensory 
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learning approaches (Ramus, 2003; Shaywitz & Shaywitz, 2008; Snowling, 2013; Hasselbring & Glaser, 2000; Miller 
& Ziegler, 2009). 
 
Overwhelmed by Length and Complexity of Texts 
Learners with dyslexia reported difficulty managing lengthy and complex reading materials. One participant 
shared, “It’s too hard to finish a long story; I forget what I read before.” This finding reflects the cognitive demands 
associated with processing and retaining information from extended texts. Difficulties in working memory and 
information retention appeared to contribute to frustration and disengagement during reading activities. Previous 
studies similarly found that learners with dyslexia often experience cognitive overload when confronted with 
lengthy texts, resulting in reduced comprehension and reading persistence (Snowling & Hulme, 2012; Swanson, 
2006; Vukovic et al., 2010; Rose, 2009). 
 
Case 3: Undiagnosed Learners with Dyscalculia 
Dependence on Concrete Manipulatives for Numerical Understanding 
Learners with dyscalculia exhibited a strong dependence on concrete materials when performing mathematical 
tasks. One participant stated, “I always forgot the answers to even easy problems, so I had to count again.” 
Another shared, “I needed to see and touch the blocks to know how to add them.” These experiences suggest that 
abstract numerical concepts remained difficult to understand without tangible representations. Participants relied 
on counting blocks, fingers, and other manipulatives to support numerical reasoning and problem solving. Similar 
findings have been reported in the literature, which emphasizes the role of concrete manipulatives in supporting 
learners with dyscalculia while also cautioning against long-term overreliance that may limit the development of 
abstract mathematical thinking (Geary, 2004; Butterworth, 2005; Gersten et al., 2005; Jordan et al., 2003; Baroody, 
2003; Wilson & Dehaene, 2007; Butterworth & Yeo, 2004; Ashcraft & Kirk, 2001; Shin & Bryant, 2015; Beilock & 
Maloney, 2015; Hembree, 1990; Kaufmann & Nuerk, 2006; Mazzocco & Thompson, 2005). 
 
Difficulty Retaining and Retrieving Math Facts 
Another challenge involved retaining and retrieving basic mathematical facts. One participant explained, “I 
couldn’t tell if my answer was close to the real one or not.” This response reflects uncertainty in numerical 
reasoning and difficulty recalling previously learned information. The findings suggest weaknesses in working 
memory and mathematical fluency, which limited efficient problem-solving. Similar difficulties have been 
documented among learners with dyscalculia, particularly in relation to memory retrieval, automaticity, and 
mathematical confidence (Wilson & Dehaene, 2007; Butterworth & Yeo, 2004; Mazzocco & Thompson, 2005; Geary, 
2004; Ashcraft & Kirk, 2001; Shin & Bryant, 2015; Baroody, 2003; Beilock & Maloney, 2015; Kaufmann & Nuerk, 
2006; Butterworth, 2005). 
 
Inability to Estimate Quantities 
A further challenge involved estimating quantities and understanding numerical magnitude. As one participant 
noted, “I got confused where the numbers went in problems like 123 minus 45.” This finding suggests difficulties 
in understanding numerical relationships and making reasonable approximations. Rather than estimating, 
learners tended to rely on exact calculations, which slowed mathematical problem-solving. Similar findings have 
been reported among learners with dyscalculia, whose deficits in number sense and numerical magnitude often 
interfere with estimation and approximation skills (Mazzocco & Thompson, 2005; Geary, 2004; Wilson & Dehaene, 
2007; Butterworth & Yeo, 2004; Shin & Bryant, 2015). 
 
Comparison Across Cases 
Within-Case Analysis 
A within-case analysis provided an in-depth examination of each individual challenge, focusing on the unique 
characteristics of   Dyslexia, Dysgraphia, and Dyscalculia.  
  
Case 1. Undiagnosed Dysgraphia 
This case highlights the compounded effect of undiagnosed dysgraphia on a learner's academic and psychosocial 
functioning within an inclusive classroom setting. Central to this case is the learner’s persistent difficulty in written 
output despite verbal comprehension and idea generation being developmentally appropriate. The observed 
reliance on guided writing strategies, particularly physical tracing and one-on-one support, suggested a 
disruption in the neuro-motor coordination necessary for handwriting fluency. These patterns align with extant 
literature, which emphasizes the interplay between fine motor deficits and cognitive-motor integration as core 
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features of dysgraphia (Berninger & Wolf, 2009; Feder & Majnemer, 2007). 
 
The learner demonstrated minimal transfer of learned strategies from guided sessions to independent tasks, 
indicating limitations in procedural memory and spatial planning. This difficulty was not restricted to academic 
writing but extended to broader tasks requiring fine motor precision. The inability to generalize structured 
interventions points to deficits not just in motor execution but in the cognitive scaffolding that supports self-
regulation and task internalization (Sumner et al., 2013). Furthermore, the learner's participation in classroom 
activities was hindered by a growing dependency on external cues, reflecting both academic and emotional 
disengagement rooted in persistent task failure. Overall, the case exemplifies the invisibility and cumulative 
disadvantage of undiagnosed dysgraphia, necessitating early identification and personalized interventions that 
go beyond remedial handwriting support. 
 
Case 2. Undiagnosed Dyslexia 
In this case, the learner’s profile was characterized by specific deficits in decoding and reading fluency, 
manifesting in an overreliance on guided reading and a preference for auditory input. Despite being verbally 
expressive and responsive to oral tasks, the learner struggled with processing and comprehending written texts 
independently, particularly when dealing with longer or complex passages. The need for scaffolded reading 
support pointed to phonological processing deficits and limited working memory, both hallmarks of dyslexia as 
documented by Snowling and Hulme (2012) and Shaywitz and Shaywitz (2008). 
 
The case further revealed that the learner consistently performed better in auditory or multimodal learning 
environments, suggesting a cognitive compensatory strategy grounded in auditory preference. This modality 
strength underscores the necessity of differentiated instruction in inclusive classrooms to meet the needs of 
learners with reading-based disabilities. The learner’s difficulty in sustaining attention and comprehension when 
confronted with extended written content is indicative of cognitive overload, further compounded by an 
undiagnosed condition that was often misconstrued as inattentiveness or lack of motivation. This misalignment 
between actual cognitive capacity and academic expectation exacerbated the learner’s marginalization and limited 
opportunities for academic success. The case reiterates the importance of early phonological awareness screening 
and the integration of multimodal literacy strategies in inclusive pedagogies. 
 
Case 3: Undiagnosed Dyscalculia 
The third case involves a learner whose challenges were primarily situated in mathematical cognition, revealing 
significant reliance on concrete manipulatives and difficulty with numerical abstraction. The learner exhibited 
deficits in number sense, estimation, and retention of basic arithmetic facts, which are consistent with the cognitive 
markers of dyscalculia described by Geary (2004) and Mazzocco and Thompson (2005). Unlike procedural or 
conceptual errors that could be addressed through instructional strategies, the learner’s difficulties stemmed from 
an underlying inability to internalize numerical relationships and manipulate quantities mentally. 
 
This overdependence on physical tools during problem-solving activities impeded the development of 
automaticity and hindered the transition from concrete to abstract reasoning— both critical for mathematical 
proficiency in later grades. The learner also demonstrated heightened task anxiety in mathematics, often 
associated with repeated failures and the absence of conceptual anchoring. The combination of memory retrieval 
difficulties and low estimation accuracy indicated deeper deficits in visual-spatial working memory and 
magnitude processing (Wilson & Dehaene, 2007). Without formal recognition of the disability, instructional 
responses remained generic and ineffective, failing to address the learner’s foundational needs. The case reinforces 
the necessity of implementing targeted numeracy assessments and intervention programs that are attuned to the 
unique neurocognitive profiles of learners with mathematical learning disabilities. It also highlights how 
undiagnosed dyscalculia can remain obscured within the classroom due to surface-level performance that masks 
deeper conceptual challenges. 
 
Across all three cases, the within-case analysis reveals distinct patterns of struggle rooted in undiagnosed learning 
disabilities. While each case demonstrates a unique manifestation—motor-disruptive in dysgraphia, decoding-
deficient in dyslexia, and number-processing impaired in dyscalculia—they collectively underscore a common 
educational gap: the absence of diagnostic sensitivity and tailored instructional support within inclusive learning 
environments. The narratives offer critical insights into how undetected cognitive impairments manifest 
behaviorally, often misinterpreted as lack of effort or disinterest, thereby perpetuating educational inequities. 
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Guided by Yin’s analytic framework, this analysis affirms the value of disaggregated, contextual examination of 
individual cases to understand the multifaceted experiences of learners with invisible learning needs. 
 
Cross-Case Analysis 
To extend the within-case findings, a cross-case analysis was conducted to identify recurring patterns, key 
differences, and shared experiences among learners with undiagnosed learning disabilities. Guided by Yin’s 
(2013) cross-case synthesis approach, this analysis compares the experiences of learners with dysgraphia, dyslexia, 
and dyscalculia across common thematic dimensions. While each case reflects distinct cognitive challenges, the 
findings reveal overlapping patterns related to academic engagement, emotional responses, and reliance on 
external support within inclusive classroom settings. These patterns highlight systemic issues, including limited 
recognition of learning needs and insufficient instructional adaptation. Table 1 presents a summary of the cross-
case themes identified in the study. 
 

                         Table 1. Cross-Case Summary of Experiences of Learners with Undiagnosed Learning Disabilities 
Theme Dysgraphia Dyslexia Dyscalculia Cross-Case Pattern 

External Support Relied on peers and 
teachers for writing tasks 

Depended on others for 
reading and instructions 

Needed assistance in 
computations and 
problem-solving 

High reliance on 
external support 

Academic Engagement Avoided writing activities Avoided reading aloud 
and reading-based tasks 

Avoided mathematics-
related tasks 

Reduced engagement 
in areas of difficulty 

Emotional Responses Frustration, 
embarrassment 

Discouragement, 
feelings of inadequacy 

Anxiety, fear of 
mistakes 

Negative emotional 
experiences 

Self-Confidence Low confidence in written 
work 

Low confidence in 
reading ability 

Low confidence in 
mathematical ability 

Reduced self-efficacy 

Classroom Experiences Difficulty keeping pace 
with writing demands 

Difficulty following 
reading instructions 

Difficulty 
understanding 
mathematical 
explanations 

Limited individualized 
support 

Coping Strategies Copying, repeated 
practice, peer assistance 

Re-reading, audio 
support, seeking help 

Finger counting, 
drawing, peer 
verification 

Use of self-developed 
coping mechanisms 

 
Shared Patterns of Dependence and Disengagement 
A salient pattern that emerged across all three cases is overdependence on external support—whether in writing, 
reading, or numeracy. Learners with dysgraphia required continuous motor scaffolding; those with dyslexia 
relied on guided oral reading; and those with dyscalculia depended on manipulatives for computation. This 
pattern illustrates a consistent gap in internalized strategy transfer, in which students were unable to apply skills 
independently without structured guidance. The failure of intervention generalization suggests deeper cognitive 
impairment not addressed by generic classroom accommodations. Such dependence, while adaptive, also gave 
rise to educational disengagement. Across cases, students displayed avoidance behaviors when confronted with 
tasks they could not independently navigate. These behaviors—pausing, hesitating, giving up—were not 
reflections of disinterest but rather manifestations of persistent task failure. This aligns with the learned 
helplessness model (Seligman, 1972), in which repeated failures in skill acquisition led to motivational withdrawal 
and reduced academic persistence. 

 
Cognitive-Specific Challenges and Modality Preferences 
While the theme of dependence was universal, cognitive-specific challenges differentiated the cases. The 
dysgraphic learner struggled with fine motor execution and spatial planning, consistent with motor planning 
deficits. The dyslexic learner showed impairments in phonological processing and working memory, manifesting 
as difficulty with decoding and text retention. The dyscalculic learner exhibited poor number sense, estimation, 
and arithmetic fact retrieval, reflecting deficits in numerical cognition. These distinctions reflect the domain-
specific nature of learning disabilities (Fletcher et al., 2007), underscoring the need for differentiated identification 
tools rather than a one-size-fits-all label under general learning difficulty. In contrast, a shared strength across 
cases was the presence of modality-based preferences. Learners with dyslexia benefited from auditory input; those 
with dysgraphia from visual-motor prompts; and those with dyscalculia from tactile-manipulative experiences. 
These observations confirm the importance of multimodal instruction in inclusive education (Tomlinson, 2014), 
where leveraging sensory strengths can help offset cognitive deficits. 
 
The Role of Misdiagnosis and Invisible Struggles 
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All cases demonstrated how undiagnosed learning disabilities become invisible disabilities within classrooms—
often mistaken for laziness, inattention, or immaturity. Despite clear indicators of cognitive impairment, none of 
the learners received a formal assessment, delaying appropriate support. This invisibility reinforces the systemic 
issue of under-identification in inclusive settings, particularly in developing contexts where formal psychological 
evaluation is scarce (World Bank, 2020). The consequences of non-identification were evident in all cases. Students 
encountered repeated academic failure, reduced self-confidence, and growing disengagement—outcomes 
supported by international literature on the psychosocial effects of undiagnosed learning disabilities (Snowling & 
Hulme, 2012; Gersten et al., 2005). Furthermore, their needs remained unmet due to the absence of teacher training 
in specific learning disabilities, limiting the potential for early intervention. 

 
Educational Implications and Theoretical Replication 
The cross-case analysis confirms theoretical replications from the literature on inclusive education and cognitive 
diversity. First, it echoes Vygotsky’s concept of the Zone of Proximal Development, where learners require 
mediated assistance to bridge what they cannot yet do alone. However, in these cases, the scaffolding remained 
permanent, with learners never transitioning to autonomy—a misalignment with the intended trajectory of 
scaffolded learning (Vygotsky, 1978). 

 
Second, the cases demonstrate the inadequacy of universal accommodations in addressing the granular, 
individualized needs of learners with specific cognitive impairments. While the inclusive framework promotes 
access, it fails to ensure equity when learners’ needs are misunderstood or ignored (Florian & Black-Hawkins, 
2011). As such, the cross-case findings advocate for the integration of disability-specific pedagogical training, 
diagnostic protocols, and individualized instructional planning in inclusive school systems. 
 
Conclusions & Recommendations 
This study demonstrates that learners with undiagnosed learning disabilities—dysgraphia, dyslexia, and 
dyscalculia—face persistent academic and emotional challenges within inclusive classrooms. Despite the intent of 
inclusion, the absence of formal diagnosis often limits appropriate instructional support, resulting in unmet 
learning needs and reduced learner autonomy. Patterns of dependence, difficulty in skill transfer, and emotional 
distress reflect underlying cognitive challenges insufficiently addressed by conventional teaching practices. 
 
These findings underscore the need for early identification mechanisms and responsive, differentiated instruction 
that can support learners even without formal diagnostic labels. Strengthening teacher capacity, school–family 
collaboration, and evidence-based support systems is essential to ensure meaningful inclusion. At the policy level, 
the integration of screening practices and inclusive intervention frameworks is critical. 
 
Future research should examine the long-term outcomes of undiagnosed learners and evaluate targeted 
interventions across contexts. Ultimately, inclusive education must move beyond physical placement and respond 
to the diverse cognitive needs of all learners to achieve genuine equity. 
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