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1 Introduction 
 

This thesis focuses on the connection between dyslexia and language learning motivation by 

exploring language learners’ perspectives on language learning. Dyslexia is a common learning 

disorder (LD), which affects both first language (L1) and foreign language (FL) learning. 

According to British Dyslexia Association (1998, 12), dyslexia is “a complex neurological 

condition which is constitutional in origin. The symptoms may affect many areas of learning 

and function, and may be described as a specific difficulty in reading, spelling and written 

language”. In other words, it is a neurological difference that often runs in families, and can 

affect one’s life during education, in the workplace and in everyday life. Due to the challenges 

dyslexia poses in language learning, dyslexic students are prone to lose their motivation to learn 

languages (Kormos and Kontra 2008). Thus, dyslexic people often have either mixed or 

negative attitudes towards language learning (Csizér, Kormos and Sarkadi 2010).  It is therefore 

essential to understand the reasons behind these different attitudes and whether dyslexia is 

strongly connected to them in order to find ways to help dyslexic students not to lose their 

motivation and interest in languages.  

Language learning and motivation have been widely studied in the past, but only a few studies 

have taken dyslexic students into account and focused on the perspectives of the learners 

themselves. Studies that have considered learner perspectives suggest that “dyslexic language 

learners display significantly less positive motivational characteristics than their non-dyslexic 

peers” which is visible in their language learning attitudes, self-concepts and motivated 

behavior (Csizér and Kormos 2010, 247). Since it appears that no similar – neither quantitative 

nor qualitative – studies have been conducted in Finland, it would be important to find out 

whether the situation is similar here with regard to the foreign languages usually studied in 

Finland. 

Thus, by comparing dyslexic and non-dyslexic language learners, this thesis aims to find out 

whether some ideas seem more exclusive to the dyslexics. This is carried out by looking at the 

similarities and differences that dyslexic and non-dyslexic participants have regarding different 

aspects of language learning motivation. Furthermore, the thesis sets out to find out how Finnish 

dyslexic students feel about language learning, how they view themselves as language learners, 

whether dyslexia affects their motivation to learn and what kind of attitudes they have towards 

different languages.  
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To compare learner perspectives, I conducted interviews with six dyslexic and six non-dyslexic 

language learners and compared their answers with each other. The participants were of similar 

age but from different backgrounds and different occupations. As Csizér, Kormos and Sarkadi 

(2010, 474) argued: “Although the qualitative nature of [the] investigation does not allow 

generalizations for a large group of students with dyslexia, we believe that the diversity of the 

participants makes [the] findings relevant to a number of language learning settings”. Thus, in 

order to gain a wide overview of different motivational factors of dyslexic and non-dyslexic 

individuals, interviewing appeared to be the most convenient data collection method. 

 

The research questions are as follows: 

1. What kind of similarities and differences are there between the language learning goals 

of dyslexics and non-dyslexics? 

 

2. What kind of similarities and differences are there between the dyslexics’ and non-

dyslexics’ self-guides in regard to language learning? 

 

 

3. What kind of similarities and differences are there between the language learning 

attitudes of dyslexic and non-dyslexic language learners?  

 

 

According to Kormos, Kiddle and Csizér’s (2011) model of motivation, the three categories 

researched in this study –goals, self-guides and attitudes– are at the core of motivated behavior. 

Following the findings and definitions of Csizér, Kormos and Sarkadi (2010) and Kormos, 

Kiddle and Csizér (2011), I refer to language learning goals as the degree to which the 

participants’ motivated behavior is due to internalized and instrumental goals. These goals also 

include the factors of knowledge orientation and international posture. Knowledge orientation 

refers to “the drive to learn the language in order to be a better-educated person who knows 

more about the world and who can gain information with the help of English” (Kormos, Kiddle 

and Csizér 2011, 510). International posture includes wanting to study or work abroad, being 

interested in international affairs and working with intercultural colleagues and a “non-

ethnocentric attitude toward different cultures” (Yashima 2002, 57). For language learning 
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attitudes, I follow the definition by Garrett (2010, 20) and refer to them as “an evaluative 

orientation to a social object of some sort”. 

Finally, by self-guides, I refer to the learner’s ideal self-image, the ideas of what they ought to 

become and their self-efficacy beliefs (Kormos, Kiddle and Csizér 2011). By focusing on these 

three categories, I attempt to draw a picture of the participants’ language learning motivation 

and how it is (possibly) connected to dyslexia. 

The paper is divided into five chapters. The following background chapter begins by briefly 

introducing dyslexia and its connections to language learning followed by different motivation 

theories and finally the context of the present study. The third chapter gives a brief overview of 

the research method, the participants of the study and the data analysis. The results of the study 

are presented and analyzed in the fourth chapter and further discussed in the fifth chapter. 

Lastly, the conclusions of the study are drawn in the final chapter.  
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2 Background 
 

In this chapter, I will form the theoretical framework of this study by first looking into dyslexia 

and language learning in general (section 2.1), then moving on to different motivation theories 

regarding FL learning (section 2.2), focusing especially on the concepts of self-guides, goals 

and attitudes (section 2.3). I will also introduce previous studies that have studied dyslexia and 

language learning motivation (section 2.4) and finally end the chapter by giving an overview 

of the context of this study (section 2.5). 

 

2.1  Dyslexia and language learning 
 

According to Lerner (1989), dyslexia is the most common and most carefully studied LD. In 

fact, it affects 80% of all learning-disabled (Learner 1989) and is diagnosed on a three-point 

scale from mild to severe. While this LD is a condition that cannot be cured, there are different 

types of mechanisms dyslexics can adopt in order to manage their difficulties. What is also 

emphasized by International Dyslexia Association (IDA) (2020b), is the fact that dyslexia is 

not connected to intelligence in any way. In fact, there are many highly successful people, such 

as Leonardo da Vinci, F. Scott Fitzgerald and Walt Disney, who have or had dyslexia (see e.g. 

Sartori, 1985, Brunswick, 2012). However, teachers who are lacking the relevant understanding 

of dyslexia or who are not aware that the student has this condition might see the student as 

lazy, or even stupid (International Dyslexia Association 2020b). 

Dyslexic students often face a range of difficulties in FL learning (Kormos and Kontra 2008a). 

They also tend to become poorly motivated to learn languages, which often stems from the lack 

of support from their teachers and peers as well as the failures they constantly experience with 

their studies (ibid). IDA (2020a) lists both some difficulties that students with mild or moderate 

dyslexia face and those of severe dyslexics. Due to the difficulties they experience in their 

language studies, dyslexic students may appear as struggling to keep up with their peers. Having 

to spontaneously answer questions can be quite challenging for them and they often have to put 

much more effort into FL studies than with other subjects. Dyslexics also struggle with FL 

vocabulary as well as grammar and pronunciation rules, such as remembering new words, 

forming plurals and possessives and using correct word order. When compared to their non-

dyslexic peers, they also tend to produce many more spelling errors in the written language 

(International Dyslexia Association 2020a). 
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According to IDA (2020a), students who are diagnosed with severe dyslexia also face 

challenges in remembering and learning foreign sounds and phonemes which have little or no 

resemblance at all to those of their native language. Moreover, recognizing repeated spelling 

patterns, understanding and using grammar rules correctly, reading multisyllabic words out 

loud, comprehending spoken language and connecting the words they hear with their written 

counterparts may also cause major difficulties to individuals with dyslexia (ibid). 

Studies further show that the nature and prevalence of dyslexia vary across different languages 

(Landerl, Wimmer and Frith 1997) and it seems to be related to the language’s orthography and 

whether it is transparent or not. For example, according to Lindgren, de Renzi and Richman 

(1985), the prevalence of dyslexia in Italy was half that of the United States. Different 

orthographies have different mapping rules and while some orthographies, such as Finnish, 

follow the ideal of one phoneme-one grapheme closely, others, such as English, have less 

transparent phoneme-grapheme relations. In fact, in a language like Finnish, even a child with 

phonological difficulties may learn to map text onto speech with little or no delay in reading 

acquisition, while with opaque and confusing grapheme-phoneme relations the problems in 

reading acquisition would be severe (Landerl, Wimmer and Frith 1997).  

In their study, Landerl, Wimmer and Frith (1997) compared the reading performance of German 

and English dyslexic children and found that the phonological deficit account of dyslexia 

appears to hold for all alphabetic orthographies. They also found that in contrast to the German 

dyslexics, English participants were “at an enormous disadvantage in their struggle to learn to 

read and write” (Landerl, Wimmer and Frith 1997, 330). However, also the German children 

had severe impairments that arose from a phonological dysfunction. Therefore, dyslexics with 

orthographically varying L1s appear to share the same neurocognitive deficit (Landerl, 

Wimmer and Frith 1997). 

The study conducted by Paulesu et al. (2001) supports the fact that dyslexia has a universal 

basis in the brain and can therefore be characterized by the same neurocognitive deficit. The 

Italian participants of the study read more accurately than French or English dyslexics but 

showed similar impairment on reading latencies and reading-related phonological tasks. 

Therefore, it can be stated that dyslexia causes literacy problems both in shallow (transparent) 

and deep (opaque) orthographies. However, deep orthographies such as English may in fact 

aggravate literacy impairments of otherwise mild cases of dyslexia. Comparatively, with 
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orthographically shallow and transparent languages such as Italian and Finnish, the impact is 

smaller, which leads to a more hidden existence of dyslexia (Paulesu et al. 2001). 

 

2.2  Language learning and motivation 

 

Language learning motivation has been a widely researched topic in the 21st century. In this 

section, I will introduce some more recent theories. Dörnyei (2005; Dörnyei and Ushioda 2009) 

has proposed an approach, which attempts to integrate theoretical second language (L2) 

motivation constructs with findings of self-research in the field of psychology. The theory 

contains three main components: 

1. ‘Ideal L2 Self’, which represents the person’s ideal self-image and wishes to become a 

competent L2 speaker. This includes also integrativeness, which is the intention to 

become similar to L2 speakers. 

2. ‘Ought-to L2 Self’, which includes “attributes that one believes one ought to possess 

(i.e. various duties, obligations, or responsibilities) in order to avoid possible negative 

outcomes” (Dörnyei 2005, 106) associated with not being able to speak an L2.  

3. ‘L2 learning experience’, which covers “situation specific motives related to the 

immediate learning environment and experience” (Dörnyei 2005, 106). 

According to this theory, the biggest motivating factor behind language learning is the students’ 

future self-image. However, especially the concept of Ought-to L2 Self has received critique 

and demands for reconceptualization (see e.g. Kormos and Csizér 2008; Dörnyei and Chan 

2013). Furthermore, Dörnyei’s ambiguity in the connections between instrumentality and 

Ought-to L2 Self have been problematized (Kormos and Csizér 2008). According to the model, 

Ideal L2 Self includes internalized instrumental goals while extrinsic instrumental incentives 

form a part of one’s Ought-to L2 Self. In reality, separating intrinsic and extrinsic aspects of 

instrumentality might be impossible (Kormos and Csizér 2008). What is more, this model 

neither takes into account how the different factors interact with each other nor the dynamic 

nature of motivation.  

Kormos, Kiddle and Csizér (2011) studied the language learning motivation of 518 Chilean 

students in order to find out how the different components of motivation interact with each 

other. They analyzed how language-learning goals, attitudes, self-related beliefs and parental 

encouragement are connected while also considering the significance of age and group-related 
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differences in language learning motivation. Based on their findings, they proposed a new 

interactive system of language-learning motivation, consisting of goal systems, attitudes, self-

efficacy beliefs and future self-guides. In their model (Figure 1), motivation consists of attitude, 

goal, and self-guide components, which are in interaction with each other. The model builds on 

Dörnyei’s (2005) self-system theory by including also goals and social contextual factors and 

describes the interaction between the different constituents of motivation (Kormos, Kiddle and 

Csizér 2011). 

 

 

Figure 1 

Model of motivation by Kormos, Kiddle and Csizér (2011, 511) 

 

On the top of the hierarchical model, there is motivated behavior, i.e. “the final outcome of the 

motivational processes” which includes the effort and persistence invested in language learning 

and which is connected with actual language learning behavior (Kormos, Kiddle and Csizér 

2011, 497). The next level of the model consists of self-guides and language learning attitudes. 

Self-guides include both the Ideal L2 Self and the Ought-to L2 Self as well as the learner’s self-

efficacy beliefs. Attitudes refer to the extent to which the participants like and enjoy learning 

languages. At the bottom of the model, there are goals which are future-oriented instrumental 

and integrative goals. The study by Kormos, Kiddle and Csizér (2011) measured goals through 

two factors: knowledge orientation and international posture. In addition to the four interactive 

constituents – motivated behavior, attitudes, goals and self-guides – the model includes milieu 
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and instructional setting, which can affect motivational behavior indirectly by affecting goals, 

self-guides and attitudes.  

As stated in the introduction chapter, the main aim of the present study is to find out the 

differences and similarities of the language learning motivation of learners with and without 

dyslexia by looking at their language learning goals, self-guides and attitudes. The reason 

behind using this model of motivation as a source for my categories rather than for example the 

model by Csizér, Kormos and Sarkadi (Figure 2), is because of its hierarchical layering and 

thus the somewhat clearer presentation of how the components interact with each other.  

Therefore, the three concepts that are interacting with each other and together affect motivated 

behavior in Figure 1 – goals, self-guides and attitudes – are of special interest here. Because of 

the limited scope of this MA thesis, contextual factors are not under the main focus of this 

study. The next section will more closely consider the concepts of goals, self-guides and 

attitudes in relation to motivation and motivated behavior. 

 

2.3 Language learning goals, self-guides and attitudes  

 

The first component of the model I discuss in this section is language learning goals, which are 

situated on the bottom of the model of motivation by Kormos, Kiddle and Csizér (2011). Instead 

of being on the same level with self-guides and attitudes and directly affecting motivated 

behavior, they appear to affect motivated behavior indirectly through the two factors. In fact, 

according to Deci, Koestner and Ryan (1999), goals work as motivational factors only if they 

become internalized. Moreover, if the future goals are not translated into proximal goals with a 

plan to reach them, they will not initiate action and instead remain fantasies (Markus and Nurius 

1986; Miller and Brickman 2004). 

 

When focusing on language learning goals, it is also important to note the difference between 

intrinsic, extrinsic and instrumental motivation. Deci and Ryan (1985) define intrinsic 

motivation as finding learning enjoyable and interesting, which makes students engaged in the 

learning process. Extrinsic motivation, on the other hand, refers to learning only in order to gain 

rewards or avoid punishment. Gardner and colleagues (Gardner and Lambert 1959; Gardner 

1985, 2006; Masgoret and Gardner 2003) also introduced the concepts of instrumental goals 

that focus on the usefulness of knowing a language and integrative goals, which are present 
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when the learner wishes to become integrated into the target culture and thus wants to learn the 

new language. However, in today’s global world where English is a lingua franca, a new 

language learning goal called international posture has emerged. International posture includes 

wanting to study or work abroad, being interested in international affairs and working with 

intercultural colleagues as well as a “non-ethnocentric attitude toward different cultures” 

(Yashima 2002, 57). In their study, Kormos, Kiddle and Csizér (2011, 510) limited the concept 

of goals to refer to distal language learning goals including the above-mentioned international 

posture as well as knowledge orientation, which refers to “the drive to learn the language in 

order to be a better-educated person who knows more about the world and who can gain 

information with the help of English”. Consequently, the concept of goals in Figure 1 refers 

mainly to instrumental and integrative goals while internalized intrinsic and extrinsic goals are 

regarded as part of Ideal L2 Self or Ought-to L2 Self and thus form a part of self-guides. 

When it comes to dyslexia and language learning, Csizér, Kormos and Sarkadi (2010) found 

that dyslexic language learners are more often motivated instrumentally and extrinsically than 

their non-dyslexic peers. Additionally, “[a]lthough the students attributed great importance to 

the role of foreign language competence in international communication, international posture 

seemed to serve as an external rather than an internalized motivating factor” (Csizér, Kormos 

and Sarkadi 2010, 483). Since this thesis focuses on dyslexia and not only English but other 

foreign languages as well, it is important to take different instrumental and integrative goals 

into account rather than only focus on international posture and knowledge orientation. 

The second motivating factor I am focusing on in this section is self-guides, which includes 

both the aspects of Ideal L2 Self and Ought-to L2 Self as well as the learner’s self-efficacy 

beliefs (Kormos, Kiddle and Csizér 2011). However, in their model of motivation Kormos, 

Kiddle and Csizér (2011, 507) reconceptualized Ideal L2 Self as “a future second-language self-

guide, which includes distal personal goals related to L2 learning and one’s beliefs about being 

able to realize these goals”. Thus, the students’ motivated behavior is affected by their ideal 

self-image, the ideas of what they ought to become and whether they view themselves as 

competent language users who are capable of performing the learning tasks they are given. 

Moreover, Ideal L2 Self and Ought-to L2 Self include internalized language goals, whether 

they are intrinsic or extrinsic.  

The Ideal L2 Self is also strongly connected with the perception of self-efficacy. As Dörnyei 

(2005, 103) suggests, “in our idealized image of ourselves we may not only want to appear 
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personally agreeable but also professionally successful.” While self-efficacy refers to future-

oriented beliefs of one’s competence, self-concept beliefs are broader views of one’s self-worth 

and self-esteem that are based on past experiences (Bong and Skaalvik 2003). These personal 

agency beliefs regulate goal setting and how goals are turned into action (Kormos, Kiddle and 

Csizér 2011). In fact, according to Bong and Skaalvik (2003, 32) “[s]trong self-efficacy and 

positive selfconcept lead students to set challenging yet attainable academic goals for 

themselves, feel less anxious in achievement settings, enjoy their academic work more, persist 

longer on difficult tasks, and, overall, feel better about themselves as a person and as a student”. 

Kormos, Kiddle and Csizér (2011) also argue that these self-related beliefs have an essential 

role in language learning motivation. The future self-guides – both internal and external ones – 

tend to interact with each other as well as with motivated behavior among different groups of 

language learners. However, when it comes to the motivation of learning English as L2, the 

most important motivating factor was related to the status of English as a lingua franca and thus 

“the wish to use English as a means of international communication had a strong direct 

relationship with students’ future self-guides” (Kormos, Kiddle and Csizér 2011, 513).  

The third and final concept of interest here is language learning attitudes. In their study 

regarding dyslexia and language learning motivation, Csizér, Kormos and Sarkadi (2010) view 

attitudes as both enduring and temporary beliefs, feelings and values related to the language 

learning process. Kormos, Kiddle and Csizér (2011, 508), on the other hand, followed Skaalvik 

(1997) in their definition of attitudes to L2 as “affective reactions that partly derive from one’s 

self-appraisal”. According to Kormos, Kiddle and Csizér (2011), language learning attitudes 

are interrelated with the concept of Ideal L2 Self in such a way that enjoyment derived from 

learning appeared to influence the Ideal L2 Self, especially among university students. 

Additionally, Csizér, Kormos and Sarkadi (2010) argue that internal factors, such as language 

learning anxiety and internalized learning goals as well as external influences, including for 

example the instructional setting and language teachers have their effects on language learning 

attitudes. These different internal and external factors are in constant interaction with each other 

(Csizér, Kormos and Sarkadi 2010). According to Kormos, Kiddle and Csizér (2011), attitudes 

to L2 learning also appear to have a strong influence both on student’s effort and persistence. 

In order to take into account all these different factors connected to language learning attitudes, 

I will adopt the definition of attitudes as “an evaluative orientation to a social object of some 

sort” (Garrett 2010, 20). 
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As seen above, according to the model of motivation by Kormos, Kiddle and Csizér (2011) the 

three components – goals, self-guides and attitudes – are interrelated with each other. However, 

the strength of the connection between self-guides and attitudes as well as motivated behavior 

varies across socio-cultural and educational contexts. For instance, Ideal L2 Self appears to 

have a direct connection to motivated behavior, whereas the link between Ought-to L2 Self and 

motivated behavior appears to vary greatly (Kormos, Kiddle and Csizér 2011). In Chile and 

Hungary, this link might not exist, whereas “in certain cultures where socio-educational factors 

put a great pressure on students’ achievement and where foreign language education is highly 

exam-oriented (e.g. China and Japan), it is possible that the Ought-to L2 Self has an effect on 

effort and persistence in language learning” (Kormos, Kiddle and Csizér 2011, 508–509). In 

her minor thesis, which is a case study regarding adult English learners in Finland, Ahtiainen 

(2019) did not find Ought-to L2 Self to have such an influence on motivation as Ideal L2 Self. 

However, for some of the participants, Ought-to L2 Self appeared to have a more important 

role than for others.  

 

2.4  Previous research on language learning motivation and dyslexia  
 

For the purposes of this study, it is especially important to consider how previous studies that 

connect dyslexia and language learning have defined motivation. My definition follows that by 

Csizér, Kormos and Sarkadi (2010). In their interview study on dyslexic language learners, 

language learning motivation is defined as “the dynamic characteristic that influences the effort 

and persistence that an individual invests into the language learning process” (Csizér, Kormos 

and Sarkadi 2010, 473). Motivated behavior can thus be viewed as the outcome of motivation 

since it has been defined as “a volitional system controlling effort and persistence invested in 

language learning and which is linked to actual language learning behavior” (Kormos, Kiddle 

and Csizér 2011, 511). 

In their study, Csizér, Kormos and Sarkadi (2010) investigated the dynamic nature of 

motivation and wanted to demonstrate how qualitative interviews can be used in order to 

explore individual differences from the perspective of dynamic systems theory. The study 

focused on dyslexic Hungarian language learners. The study indicated that both the attitudes 

toward language learning and the motivated behavior of dyslexic learners tend to fluctuate 

dynamically throughout their years of language learning, affected by, for example, student 

internal factors and learning environment. In their nested model of motivation (Figure 2), goals, 
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attitudes and motivated behavior clearly form an interrelated co-adaptive system where a 

change in one factor brings about change in the other factors as well. According to the model, 

the learner is situated in a social context including their milieu and instructional setting. The 

learner-internal factors include both self-perceptions and cognitive factors, such as dyslexia. 

Finally, attitudes, goals and motivated behavior are situated within the learner-internal factors. 

 

 

Figure 2 

The Model of the Nested Systems in Motivation by Csizér, Kormos and Sarkadi (2010:483) 

Furthermore, Csizér, Kormos and Sarkadi (2010) found out that the language learning attitudes 

and motivation of students with dyslexia are particularly sensitive to external factors, stemming 

from the instructional setting. In fact, L2 teachers had a huge influence on these attitudes. Their 

general behavior in class, instruction methods and attitudes towards dyslexia clearly had an 

effect on the participants’ enthusiasm for learning the FL. The interviewees of the study were 

also often instrumentally motivated. According to the majority of dyslexic participants, their 

reason for trying to learn the L2 was to pass exams. Additionally, a foreign language certificate 

was viewed as a necessity both in entrance exams to universities and in graduating with a 

university degree. The participants also highlighted the advantages it creates in their future work 

careers. 

According to the study, the dyslexic participants tended to lose their intrinsic interest in learning 

English once they started encountering difficulties in language learning. Many of the 
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participants with dyslexia did not think that they would become competent L2 users in the future 

and due to the serious problems in language learning they had negative self-concepts and either 

negative or mixed attitudes towards language studies. For some, those attitudes had resulted in 

giving up language learning or not investing enough energy to succeed in it. 

Quite surprisingly, the participants of the study appeared to have more positive attitudes 

towards their third languages (L3), as long as the language was not German. In fact, the attitudes 

towards these languages were “considerably more positive than their attitudes toward English” 

(Csizér, Kormos and Sarkadi 2010, 479). They were also more intrinsically interested in these 

languages than the other languages they studied. Among these L3s were for example Russian, 

Spanish and Italian, which all have more transparent orthographies and thus more predictable 

spellings than English. Even Russian, despite its own alphabet, was seen as an easier language 

to learn than English and therefore evoking feelings of success among the participants. 

Furthermore, the participants clearly preferred these L3s because they were not compulsory, 

but rather languages that they actually liked. Nonetheless, Csizér, Kormos and Sarkadi (2010) 

argued that since English is internationally such an important language, it is not recommendable 

for dyslexic students to choose another, orthographically easier language instead of English. 

Even though English is not a compulsory language in Hungary, its role as a lingua franca 

certainly makes it an essential language to know.  

Csizér and Kormos (2010) also conducted a survey study, in which they compared the FL 

learning motivation of Hungarian dyslexic and non-dyslexic students. In that particular setting, 

self-concept appeared to play a significant role in the participants’ motivated behavior. The 

results also indicated that  dyslexic language learners display less positive motivational 

characteristics than non-dyslexics. This is especially apparent in their language-learning 

attitudes, self-concepts and motivated behavior. Dyslexics also might “easily get caught in a 

vicious circle because, owing to their problems in language learning, they lose their motivation, 

which then might lead to their experiencing further failures” (Csizér and Kormos 2010, 247). 

In Hungary, German is the most offered first FL besides English. Since German has more 

transparent orthography than English, it should be an easier language for dyslexics to learn. 

However, according to a survey study (Csizér and Kormos 2010), both dyslexic and non-

dyslexic students were more motivated to learn English than German. The reason for this 

appears to be the fact that dyslexic participants considered English as a global language with 

an international status that is necessary both in business and everyday life as well as outside 
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Hungary. Therefore, it appears that dyslexic students may prefer more difficult languages to 

easier ones if there is a bigger incentive to learn the language. 

 

2.5  Educational context of the study 
 

The Finnish school system is based on the ideas of inclusion and equality. Pupils with special 

educational needs are included in the mainstream educational system. However, all pupils have 

a right to differentiation practices and general support. According to the Finnish National Core 

Curriculum, each teacher has a responsibility to guide a student in need of support and the 

guidance should be included in all teaching situations, subjects and assessment feedback given 

to the student. The aim of this is to strengthen the student’s self-confidence, self-assessment, 

learning skills and the ability to plan for the future (Opetushallitus 2016). 

According to Lyytinen and Lyytinen (2007), approximately every tenth child in Finland has 

difficulties in achieving a basic level of literacy and thus is in need of individual support. There 

are three types of support programs for dyslexics in Finland (Opetushallitus 2016). The first 

alternative for dyslexic pupils is general support, which is a type of support that is given to all 

pupils, but which can also include remedial teaching or part-time special needs education. 

Intensified support, on the other hand, is a more organized and regular program of remedial 

teaching or part-time special needs education. The third option is special support, which is more 

comprehensive, organized and intensive than the other alternatives. Before receiving intensified 

or special support, the pupil’s teacher or teachers make a learning plan based on a pedagogical 

evaluation of the pupil’s situation which examines what kind of support the pupil will need for 

their learning in the future. 

Finland is a bilingual country with two national languages: Finnish and Swedish. All pupils 

need to study Finnish, Swedish and at least one other language. First language studies begin in 

the first grade. The first foreign language is also selected in the first grade, while another 

obligatory language – one of the national languages or English – begins in the sixth grade at the 

latest. In addition to these three languages, it is usually possible to select other optional 

languages such as Russian, German, French and Spanish.  

This is the current order of language studies. However, the interviewees of this study have 

started studying Finnish in first grade, English in third grade and Swedish in seventh grade, 

except for one bilingual participant, who has studied Swedish as her L1, English from third 
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grade and Finnish from fourth grade. The optional languages were selected in fifth grade at the 

earliest. In the next chapter, the participants and the methods of this thesis will be introduced 

more thoroughly. 
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3 Data & Methods 
 

This chapter begins by examining the data collection method adopted for the study (section 

3.1). After this, the participants of the study (section 3.2) and the methods of analysis (section 

3.3) will be introduced. 

3.1 Data collection method 
 

The data for this study was collected by interviewing both dyslexic and non-dyslexic language 

learners. Interviewing was selected as the research method of this study because it allows wider 

and more personal answers about goals, self-guides and attitudes than for example a 

questionnaire would. The semi-structured nature of the interview made it also possible to ask 

individualized follow-up questions and clarifications as well as to deviate from the order when 

it felt natural or necessary. Furthermore, the interactive nature of interviewing made it possible 

to move beyond the planned interview questions. While a questionnaire study would have made 

it possible to make more generalizable conclusions of the language learner motivation, 

interviewing allowed to form a wider picture of the different factors affecting the motivation 

and self-image of individuals with different experiences with language learning.  

As a whole, I conducted twelve semi-structured interviews with six dyslexic and six non-

dyslexic language learners. The interview data of five non-dyslexics was collected already 

during spring 2020 for the purposes of my BA thesis (Pönniö 2020) in which I focused on the 

language learning motivation of dyslexic language learners. Because of the differences in the 

frame of reference of this study and the BA thesis and the additional participants, the data were 

reanalyzed, and the participants were asked for their permission to use the data for the present 

study as well. The rest of the participants were interviewed during December 2020 and January 

2021. All the participants are native Finnish speakers, and they were between 18 and 25 years 

of age at the time of their interview, which made it possible for them to consider their language 

learning attitudes and motivation all the way from elementary school1 to either high school or 

higher education as well as working life in their answers. The interviews were carried out in 

Finnish in order to make the interviewees feel comfortable and to be able to express themselves 

easily. 

 
1 In this thesis I will refer to the Finnish school system as follows: 

Elementary school = grades 1-6, Middle school = grades 7-9, High school /vocational school 
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Each interview lasted for approximately fifteen to twenty minutes. The five interviews collected 

in spring 2020 and one of the more recent interviews were conducted face to face while the rest 

of them were conducted on Zoom. Because of the COVID-19 pandemic, the seven new 

participants were given an option to either be interviewed in person or on Zoom. For 

background information, the participants’ age, occupation, and information about dyslexia 

(whether they have it or not, severity, age of diagnosis) were collected in order to profile the 

participants. Any information regarding the participants’ gender was not collected, since it was 

not deemed necessary or relevant for the study. Therefore, in this thesis, I will refer to all the 

participants with the pronouns she/her regardless of their gender. The questions were compiled 

mostly on the basis of the interview study conducted by Csizér, Kormos and Sarkadi (2010) 

and both the way of presenting the questions and their order in the interview guides were 

prepared by following the advice of Richards (2003), my thesis seminar groups and instructors. 

All the participants were presented with a consent form and GDPR information before they 

agreed to take part in the study. 

The interview guide for dyslexics (Appendix 1) was created for my BA thesis, while the guide 

for non-dyslexics (Appendix 2) was formed for the purposes of this MA thesis with the aim to 

keep it as similar to the original guide as possible in order to be able to compare the answers of 

the two groups. Only the questions concerning the participant's dyslexia were deleted and 

replaced with questions about general difficulties (and aspects that are easy) with the 

participants’ language learning. The interviews were audio-recorded with the permission of the 

participants, and afterward, the data was transcribed and the examples included in the thesis 

translated into English. Because of the differences in syntax and word order in Finnish and 

English, the division to sentences follows mainly written conventions to make the examples 

easier to follow. Further transcript conventions are listed in Appendix 3. 

 

3.2 Participants 
 

In this section, I will first introduce the dyslexic participants (sub-section 3.2.1) and then the 

non-dyslexic participants (sub-section 3.2.2) interviewed for the study. As mentioned above, 

during the time of their interviews the participants were between 18 and 25 years of age with 

different backgrounds and occupations. By including various language learners, I sought to gain 

a more varied picture of Finnish dyslexics’ and non-dyslexics’ language learning experiences 

that could be transferable to different contexts. Contextual factors can strongly affect language 
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learners’ motivation and therefore it was important to have participants with different language 

learning experiences and goals, including e.g. different teachers and present/future careers. 

 

3.2.1 Dyslexic participants 

 

Table 1. Dyslexic participants 

HS = High school 

ES = Elementary school 

UAS = University of applied sciences 

UNI = University 

 

Of the six dyslexic participants (D1 – D6), four (D1 – D4) have moderate dyslexia while one 

(D5) has severe and one (D6) mild dyslexia, as seen in Table 1 above. The participant with mild 

dyslexia (D6) was only diagnosed while studying at a university of applied sciences, while the 

other participants had their dyslexia diagnosed either in elementary school (D3, D4, D5) or in 

high school (D1, D2). The participants have also received varying amounts of remedial teaching 

during their years in education. Additionally, Table 1 lists the languages the participants have 

studied or acquired. The languages are presented in the order in which they have been learned 

(L1–L5). Five participants have Finnish as their L1, while one participant (D5) is bilingual and 

Partici

pant  

Occupation Severity 

of 

dyslexia  

Time of 

diagnosis 

Remedial 

teaching 

L1  L2  L3  L4   

D1   Beautician, 

sports coach 

Moderate

  

HS Support 

courses in 

HS 

Finnish  English  Swedish    

D2  UNI student 

(architecture), 

works as an 

architect 

Moderate

  

HS Nothing Finnish  English  Swedish    

D3  HS student Moderate

  

ES 3rd grade-

6th grade, 

HS 

Finnish  English  Swedish    

D4   Prep school 

student 

(police 

services) 

Moderate

  

ES Until 9th 

grade, not 

in HS 

Finnish  English  Swedish    

D5 UNI student 

(English 

philology) 

Severe  ES Since 7th 

grade 

Swedish, 

Finnish  

  English   

D6  UNI student 

(accounting) 

in Sweden, 

works as an 

accountant 

Mild  UAS Longer 

exam times 

Finnish  English  Swedish  Spanish, 

French, 

Russian  
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thus has both Swedish and Finnish as her L1 and L2. When it comes to the FLs, all the dyslexic 

participants have studied both English and Swedish as their two obligatory languages. In fact, 

even the bilingual participant has studied Swedish as a foreign language in vocational school, 

despite it being her L1. However, the only dyslexic participant who has studied additional FLs 

– Spanish, French and Russian – is the participant with the mildest dyslexia (D6).  

 

3.2.2 Non-dyslexic participants 

 

Table 2. Non-dyslexic participants 

  

As presented in Table 2 above, in contrast to the dyslexic participants all the non-dyslexics 

interviewed for the study were L1 speakers of Finnish. All the participants also have at least 

one FL they have studied in addition to English and Swedish. In fact, the table contains nine 

languages – French (N1, N3, N4), German (N2, N4, N5), Spanish (N3, N6), Russian (N1), 

Swahili (N1), Turkish (N1), Latin (N2), Chinese (N5) and Czech (N3, N4) – in addition to 

Finnish, English and Swedish. What is worth noticing is that while most of the dyslexics have 

Swedish as their L3, four of the six non-dyslexics have started studying another FL (in addition 

to English) either before or at the same time with Swedish. Thus, they have voluntarily studied 

optional languages in addition to the obligatory ones whereas the dyslexic participants, apart 

from the mild dyslexic, have only studied obligatory languages. N1 also reported having been 

diagnosed with attention deficit disorder (ADD) while studying at a university of applied 

sciences. Since ADD is not a specific language learning disorder or difficulty, and according 

Participant  Occupation L1  L2  L3  L4   L5  

N1   UAS student 

(community 

pedagogue) 

Finnish  English  Swedish  French   Russian, 

Swahili, 

Turkish  

N2  UNI student 

(musicology) 

Finnish  English  German  Swedish  Latin  

N3  UNI student 

(education), works as a 

service specialist 

Finnish  English  French  Swedish  Spanish, 

Czech  

N4   UNI student (technical 

mathematics), works as 

a software developer 

Finnish  English  French,  

Swedish  

German Czech, Swiss 

German  

N5   UNI student (digital 

marketing), works as a 

marketing assistant 

Finnish  English  German  Swedish  Chinese  

N6 Kindergarten teacher, 

sports coach 

Finnish  English  Swedish  Spanish    
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to the participant does not make learning languages more difficult, it appeared justified to 

include her among the group of non-dyslexics. However, since it appears to be connected to the 

motivational factors, it is important to regard this participant’s answers with caution and with 

her ADD diagnosis in mind. 

 

3.3  Analysis 

 

I began analyzing the interview data by carefully listening to the interview records, transcribing 

first with the aid of MS Word’s dictate tool and then by proofreading and making corrections 

to the transcriptions. Next, I divided the answers thematically into three categories: attitudes, 

self-guides and goals, which are from the model of motivation by Kormos, Kiddle and Csizér 

(2011). This particular categorization was chosen because it covers the main components that 

appear to interact with motivational behavior while also reflecting the themes that emerged 

from the interview data. However, I also had to take into account the fact that some of the 

answers covered more than one category. In those cases, I considered the answer, or a part of 

it, in regard to all the relevant categories. Then, with the help of thematic tables, I compared the 

answers of each category between the participants and looked for similarities and differences 

first inside each group and then between the two groups. I also contrasted my findings with 

those of earlier research on language learning motivation and dyslexic learners. Finally, for the 

purposes of the thesis, I translated the excerpts of each category into English. 
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4 Results 
 

In this chapter, I will briefly introduce the results divided under the themes of language learning 

goals (section 4.1), self-guides (section 4.2) and attitudes (section 4.3). According to the model 

of motivation (Figure 1) by Kormos, Kiddle and Csizér (2011) goals have an indirect link to 

motivated behavior, and they need to be internalized as personal Ideal L2 Self and regarded as 

achievable in order to have an impact on motivated behavior. Therefore, I will first focus on 

goals, then on self-guides and attitudes, which are interacting directly with motivated behavior.  

 

4.1  Goals 

 

This section focuses on the interviewees’ language learning goals. I will first focus on whether 

the concepts of international posture and knowledge orientation were visible in the answers and 

finally discuss other instrumental and integrative goals that emerged from the data. 

When it comes to international posture and knowledge orientation, some of the dyslexic 

participants mentioned language learning goals regarding their current or future careers. 

Especially English was seen as a useful language that is needed in Finland. The participants 

were motivated to learn English to be able to use the language at least on some level since it is 

often needed when working in Finland. One of the dyslexic interviewees (D2) also expressed 

her motivation to study English and her connection to international posture in the following 

way: 

(1) English is so important in Finland these days, and in my opinion, if I want to be 

competent in my work as an architect in the future, I really need to get better at 

English. (D2) 

It is worth noting that the dyslexic interviewees mostly highlighted how English is needed in 

Finland rather than mentioning traveling or interest in different cultures. In fact, only one of 

the dyslexics (D3) reported that living or studying abroad one day, being able to communicate 

with foreign people as well as reading texts and studying in English were among the things that 

had motivated her to study English. Thus, the dyslexics reflected aspects of international 

posture, but their goals appeared to be limited to their current environment or the general 

usefulness of English.  



 

22 
 

 

All the non-dyslexic participants reflected some instrumental goals such as the importance and 

advantages of knowing the languages has in their careers as well. The international posture was 

also present in many answers as the interviewees mentioned concepts such as global world and 

international environments. N4 and N5 explained their interest and motivation to learn 

languages in the following ways: 

(2)    Being able to use and understand sources and listen to the people speaking a 

certain language and survive in a country where you are going … and especially 

if you want to live in another country for a longer period of time, in my opinion, 

in order to be able to fully integrate into the culture you must be able to use the 

language …  in order to get in the local discourses. (N4)  

(3)  It must be internationality or, I mean, cultural knowledge. That it [language 

learning] is not only vocabularies and memorizing but also about learning about 

the culture. (N5) 

As in examples 2 and 3 above, when talking about their goals and sources of motivation, all the 

non-dyslexic participants mentioned either traveling, living abroad, or getting to know different 

cultures, which all reflect both instrumental goals and international posture. Participant N4’s 

answer is also a good example of integrative goals. When it comes to learning about different 

cultures, the aspect of knowledge orientation is present as well. Thus, it appears that the non-

dyslexic participants had more internalized views regarding knowledge orientation and not only 

wanted to become better-educated people with the help of languages but also to learn from other 

cultures. In contrast, most of the dyslexics had less internalized knowledge orientation and 

viewed English skills more as external requirements and necessities for their studies or careers 

rather than as tools to integrate into or learn about cultures. This finding is in line with Csizér, 

Kormos and Sarkadi (2010) as they found that despite viewing foreign language as an important 

part of international communication, international posture appeared to not be internalized but 

rather serve as an external motivating factor among the dyslexics.  

When it comes to the other instrumental and internalized goals, especially dyslexic participants 

appeared to share the instrumental goal of simply passing exams and graduating from school. 

Four of the six dyslexic participants (D1–D4) stated that school, passing exams and courses 

were among their biggest sources of motivation. This implies that for them, studying languages 

is more of a compulsory factor everyone must face rather than, for example, an exciting 
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opportunity to become able to express oneself in a foreign language and interact with foreign 

people.  

In fact, when asked what has motivated the dyslexic participants to study languages despite 

their difficulties, D4 stated that nothing had motivated her except for surviving at school: 

(4) Technically nothing [has motivated me]. There has always just been a must to pass 

something [e.g. course or exam]. So, that has been the only motive. But there has 

not been anything else. I mean, there has not even been anyone who would have 

motivated me. If there had been more encouragement since elementary school, 

then I might have been motivated to do the extra amount of work and exercises. 

(D4) 

As seen in Example 4 above, D4 feels that the extra help she has received has not been 

encouraging enough and that her condition has not been properly understood. At the beginning 

of the interview, she also explained how chemistry and history had been her favorite school 

subjects because of the “competent teacher who gave wide-ranging options for the exercises, 

so that essay was not the only option”.  

Conversely, for Participant D5, language learning has always been fun regardless of the 

difficulties she has faced because of her severe dyslexia. However, she said that the language 

teachers were the ones who had motivated her by making language learning nice. She also 

wanted to become an English teacher in the future, which naturally requires an excellent level 

of English.  

These comments from D4 and D5 suggest that the quality of extra help and the use of 

differentiation can be crucial to dyslexic students and consequently affect their motivation and 

attitudes towards language learning. Since both participants have received extra help in school, 

it cannot be stated that the more help they get the more it encourages motivated behavior. 

Rather, the emphasis needs to be on the quality and nature of the help received. However, when 

it comes to Swedish, for example, the attitudes might be too much in the way of learning for 

the encouragement of a teacher to make any difference. I will return to this idea again later in 

this thesis when I have further discussed language learning attitudes. 

While the dyslexic participants appeared to have quite extrinsic and instrumental language 

learning goals, the non-dyslexics had also quite instrumental, but more intrinsic goals. Passing 

courses seemed to be only one factor among the variety of goals. Participants N1, N2 and N3 
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appeared to be quite intrinsically motivated, since they mentioned that they are interested in 

languages, willing to learn them and that it is nice to learn languages. N2 also explained how 

her background in music and singing has an effect on her language learning goals: 

(5) I have always been really interested in [languages]. Maybe it is because of my 

musical background, and I have been singing almost my whole life. I have been 

singing in a choir and later done solo singing, in which languages play a central 

role, especially in classical singing. That way I have gotten interested in learning 

to understand what I’m singing and to be able to pronounce and to know more 

about the language in general … and it has probably maintained my interest on a 

broader scale so that I have wanted to learn different languages as well. (N2) 

Thus, for her, music appears to have awakened her intrinsic interest in languages while giving 

her language learning also an instrumental value: being able to sing in and pronounce a variety 

of languages. 

While instrumental goals were visible among both groups, knowledge orientation and 

international posture came up more frequently among the non-dyslexics and appeared to be 

more internalized among them. Moreover, for dyslexics the language learning goals were more 

often linked to passing courses and graduating while non-dyslexics viewed languages as 

beneficial and useful. The answers also support the finding by Csizér, Kormos and Sarkadi 

(2010) that dyslexic learners are more prone to instrumental than intrinsic motivation.  

According to Kormos, Kiddle and Csizér (2011), these instrumental goals “foster the 

establishment of self-guides and attitudes, but self-related beliefs and language learning 

experience can also modify language-learning goals”. My data suggests that especially 

language teachers can have either negative or positive effects on the learners’ motivation. 

Having discussed the more distal, instrumental and integrative goals, in the next section I will 

move on to more internalized learning goals and self-efficacy beliefs, which form the students’ 

self-guides and are more directly connected to motivated behavior. 

 

4.2  Self-guides 
 

This section aims to shed light on the self-guides of both groups of participants. By focusing 

on the participants’ self-perceived competence and wishes to become more fluent language 
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users in the future, I seek to paint a picture of their self-guides, i.e., their “own internalized 

views of the value and importance of L2 learning (Ideal L2 Self) and self-efficacy beliefs as 

well as the external views of their environment (Ought-to L2 Self)” (Kormos, Kiddle and Csizér 

2011, 512). 

At the end of the interview, the participants were asked whether they wanted to become better 

FL users in the future. Quite positively, all the dyslexic interviewees stated that they would like 

to become better and more fluent in English in the future. In addition, participant D6 was 

interested in studying all her languages more and she and D3 expressed their interest in learning 

other languages as well. This suggests that all the dyslexic participants view their Ideal L2 

selves as more fluent users of English. Especially the participants D3, D5 and D6 appeared to 

have quite positive views of themselves as future users of English.   

However, Swedish was seen as less useful than English among the dyslexic participants. Even 

though the dyslexics were not as eager to learn it as English, most of them wanted to become 

more competent in it, as visible in Example 6:  

(6) With Swedish I don’t feel like I must, or that I absolutely want to [be more 

competent], but I would like to be able to use it as well. But English is, you know, 

a must. (D3) 

Five of the six dyslexics wanted to improve their Swedish in a similar way than D3, whereas 

one participant (D4) reported that she has no desire to become better in it:  

(7) Not with Swedish, but with English, at least. With English, it would be nice for it 

to become easier to speak, or more natural. (D4) 

Since she does not think Swedish is as useful as English, professing the language is not included 

either in her Ought-to L2 Self or her Ideal L2 Self. Overall, it is visible in the data how the 

dyslexic participants were neither more motivated to learn Swedish nor did they have 

significantly better attitudes towards the language, even though orthographically it could be 

easier for them to learn Swedish than English. In general, these answers imply that even if some 

of the participants have had major difficulties in language learning, most of them wanted to 

become more fluent in the languages they have studied, and not one of them seems to have 

totally given up on developing as foreign language users. This finding will be discussed in more 

detail in section 4.3. 



 

26 
 

When asked about their wishes to become more fluent language users in the future, all the non-

dyslexics reported that they “definitely” wanted to be more fluent in English. In fact, all but one 

(D6) wanted to become more fluent in all the languages they have studied and possibly learn 

new languages, such as Italian (N2, N4, N5), Russian (N4), Spanish (N4), Arabic (N4), Chinese 

(N4) and French (N5). Many of the non-dyslexic participants appeared to share the same wish 

to be fluent in multiple languages as N3 in her answer below: 

(8) Yes. Definitely. I mean, it would be great to know so many languages quite 

thoroughly so that you could actually use them properly … and if I could travel 

sometimes after this corona [COVID-19 pandemic], they would probably be used 

a bit more. Someday, I could take some new courses as well. (N3) 

Additionally, being able to use many different languages was viewed as a “superpower” (N1) 

or something to “brag about” (N4) among many of the non-dyslexics. Thus, foreign language 

competence was connected to positive qualities and pride. Since five out of six non-dyslexics 

wanted to be more fluent in many languages – which might not be as necessary as English – 

their Ideal L2 Self concepts were strongly connected with being a competent user of multiple 

foreign languages. Kormos, Kiddle and Csizér (2011, 510) found that “the Ideal L2 Self of the 

students is strongly influenced by international posture” and especially “the wish to use English 

as a means of international communication that has a direct link to students’ future self-guides”. 

My results appear to support this finding since the learners with more internalized international 

posture seem to strongly value language learning competence and thus reflect positive Ideal L2 

Selves. 

However, Ought-to L2 Self was present in both participant groups as well. When it comes to 

the dyslexics, especially D1, D2 and D4 appeared to view their future language competence as 

an obligation and something that is necessary, rather than as interesting and fun. While the 

connection between Ought-to L2 Self and motivated behavior varies between different cultural 

contexts and is sometimes non-existent, it seems that at least for some dyslexics the 

instrumental goal of passing courses has been one of the only things motivating them in their 

language studies (Example 4).  

In contrast to the non-dyslexics, only two dyslexics (D3 and D6) reported wanting to learn new 

languages in the future, which could also be interpreted as a lack of internal incentives. What 

is more, when compared to non-dyslexics, the dyslexics were less assertive when they reported 

their willingness to become more fluent language users. Some of their answers were more 
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passive wishes (see e.g. Example 7) than active plans. Since the belief that one is able to realize 

their language learning goals is an integral component of Ideal L2 Self, this further implies their 

weaker sense of Ideal L2 Self in contrast to the majority of the non-dyslexics. 

Among the non-dyslexics, N6 was the only one who only wanted to become more fluent in 

English. In Example 9 below she explains why she is only interested in improving her level of 

English, rather than also Swedish and Spanish:  

(9) If I don’t use them, I don’t have the interest that many people have, or some 

people, who are studying many languages. So, no. I feel that English is the one 

that is needed and used in the world, so with that I want to, but maybe not with 

any others. (N6) 

Thus, even though according to her earlier answers she has liked studying Swedish more than 

English, she views herself as only practicing her English skills in the future. In contrast to the 

other non-dyslexic participants, her instrumental goals and views on international posture and 

knowledge orientation appear to be internalized as part of her more extrinsic self-guides and 

Ought-to L2 Self.  

The final questions of the interview regarded some aspects of self-efficacy beliefs from the 

perspective of self-perceived language competence. It appears that one of the dyslexic 

participants (D1) did not feel competent in either English or Swedish. When asked whether she 

feels like a competent FL user or whether she could effectively use the languages she answered: 

(10) No, I do not, no, at this moment I do not. It is also one of the things that cause me 

some anxiety, but I would like to, and I have planned to study them more in the 

future to become able to be in that situation one day. (D1) 

The participant is clearly insecure with FLs and does not feel competent enough to use them in 

any situation. Thus, her current self-concept as an FL user is quite negative, but her answer 

suggests that her self-efficacy beliefs are strong enough for her to view herself as a competent 

user in the future. The answer also supports the findings of Csizér, Kormos and Sarkadi (2010): 

not only is there a risk for dyslexic students to feel like incompetent language users, but it can 

also negatively affect their self-conceptions.  

Participants D2 and D4, on the other hand, felt that they can survive some basic everyday 

situations in English, but cannot really have in-depth conversations on more specific topics. 

Furthermore, Participant D2, who was currently studying in English, emphasized how she does 
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not feel competent, but rather very “insecure with academic English and especially with 

presentations in English”. Furthermore, both Participant D4 and D1 said that they only use 

English when necessary.  

Of the six dyslexic participants, three (D3, D5, D6) viewed themselves as competent users of 

English. It appears that there is a wide variation between the dyslexic participants since the 

participant with mild dyslexia illustrated her competence in the following way:  

(11) I feel that my competence in English and Finnish are almost at the same level, but 

I would like to achieve the same level with Swedish as well. It requires a lot of 

effort since I still have quite a small vocabulary because we started studying it 

later and Swedish is not as visible in for example all the movies and such as 

English. (D6) 

Thus, she does not only think that she can use English if necessary, but that her level is very 

close to her native level of Finnish. Moreover, she appears to be confident she will be able to 

achieve native-like fluency with Swedish as well in the future, which implies strong self-

efficacy beliefs. 

All the non-dyslexic participants appeared to view themselves as competent users of English. 

In fact, only N6 reported that her language skills are limited to easy situations, while more in-

depth conversations are challenging to her. Most of the answers to the question of whether they 

view themselves as competent language users or can use the FLs in different situations were in 

line with Example 12 below: 

(12) English yes, just like that. Swedish in easy situations … I can use it, but it isn’t 

the easiest and I understand it really well but speaking might be difficult. (N3) 

In addition to N3, also N4 and N5 reported that they can use Swedish in simple conversations 

while N1 said her Swedish is in the beginner level and N2 pointed out how the feeling of 

competence can vary depending on how much she is using the languages at the time: 

(13) I have noted that it depends also on how much you use them. I mean, whether it 

feels like you survive with them or not. So with English yes, definitely. I haven’t 

been using Swedish that much lately, but probably with it as well. With German 

probably not since I haven’t used it in such a long time. It has clearly fallen out of 

use. (N2) 
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As can be seen in Example 13 above, the participant’s L4 is not used much and partly because 

of that she does not feel competent with it. The same thing applied to most of the other non-

dyslexic participants’ “additional” (languages that are not English or Swedish) languages as 

well: they were either beginner level, used in simple everyday situations, or completely 

forgotten. 

When asked whether the participants actually use FLs in their everyday life, three out of six 

dyslexic participants told that they are currently studying in English and also use the language 

sometimes in their free time (D2) or at work (D6). The rest of the participants were more passive 

users of English. They either watched TV (D1) or YouTube videos (D5) in English or read 

books in English (D3). Additionally, D5 mentioned that she only speaks in English if necessary. 

When it comes to Swedish, only two of the dyslexic participants (D5 and D6) – one of them 

bilingual and the other currently living in Sweden – reported feeling competent using the 

language. This lack of self-perceived competence among the participants appears to be because 

– as D6 pointed out in Example 11 above – the studies began so late and thus the participants 

have not acquired the same level in Swedish as in English. Additionally, the majority of the 

participants have not felt they need the language.  

However, it needs to be taken into account that these kinds of negative perceptions regarding 

competence in Swedish are quite usual in the context of Finland, also among non-dyslexic 

students (see e.g. Tuokko 2011). When asked whether the dyslexic participants use FL in their 

everyday life, again the participants D5 and D6 were the only ones who said they used the 

language, which further supports the fact that the participants do not think Swedish is needed 

in Finland.  

In contrast to the dyslexics, all the non-dyslexic participants appeared to use English actively, 

most of them daily in their studies, at work and when searching for information in general. 

When it comes to Swedish, none of the participants appeared to use it regularly. N1, N5 and 

N6 did not use the language at the moment, while N4 was planning to start reading a newspaper 

in Swedish and N2 and N3 used it sometimes.  

The use of the additional languages varied from never using them to “sometimes” or “when 

watching TV”. However, most of them seemed willing to use different languages and expressed 

a wish to use these languages more. Overall, they seemed to be slightly more open to using 

different foreign languages than most of the dyslexics. What is more, they appeared to be 
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interested in and value languages even if they are not necessary and needed in their everyday 

life in Finland. 

 

4.3  Attitudes 

 

To have an idea of how dyslexia might affect the language learning of the participants and 

therefore naturally their attitudes as well, I will begin this section by focusing on how the 

dyslexic participants viewed dyslexia and its connection to language learning. 

All the dyslexic participants agreed that language learning appears to be more difficult for 

individuals with dyslexia. However, with support and hard work, it is not a barrier to language 

learning. When asked whether the dyslexic participants consider it more difficult for dyslexics 

to learn FLs, one of the participants expressed her experiences in the following way: 

(14) I, for one, feel that it has been more difficult compared to others, for example to 

friends who have put as much effort into the studies as I have. There has been a 

very notable difference, which all the teachers necessarily do not seem to 

understand. (D4) 

In Example 14 the participant describes how there is a clear difference between herself and her 

non-dyslexic friends when it comes to learning a foreign language. According to her earlier 

answers, she has received extra help in compulsory school but not in high school. Nevertheless, 

she feels like her situation has not been understood and there has not been enough support and 

encouragement (cf. Valtonen 2021). However, rather than only blaming teachers for lack of 

understanding, she also appeared to empathize with them. In fact, she explained that Swedish 

and English were her least favorite subjects since lagging so much behind others made it 

difficult “and it was probably difficult for the teacher as well” (D4).   

In Example 15, participant D5 answers the same question as in Example 14 above. Apparently, 

she had much more positive language learning experiences than D4: 

(15) Yes, in my opinion, [dyslexia] makes it more challenging. It is not a barrier, but 

the difficulties require a remedial teacher’s assistance or some other help, such as 

extra time for exams. But it has not kept me from learning another language. (D5) 

The effects of support and recognition clearly connect both examples above. While the first 

participant felt left alone with her difficulties, the other participant believed that support can 
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make a real difference. Thus, it appears that the amount and the quality of the extra help dyslexic 

students receive can have a notable impact on their attitudes.  

However, it is worth noting that D6, the only dyslexic participant who has studied other 

languages in addition to Swedish and English, had not gotten any extra help with her studies 

(except for longer exam times in the university) because her (mild) dyslexia was only diagnosed 

while she was studying at a university of applied sciences. Thus, in her case, the lack of support 

does not seem to have had any notably negative effects on her attitudes.  

The non-dyslexic participants did not report any remarkable difficulties in language learning. 

Due to her ADD, one of the participants (N1) reported finding it difficult to study and learn 

when she is not motivated and “if there’s, for example, a teacher who doesn’t know how to 

encourage and there are some mean comments, well, then if the motivation is gone I feel like 

it’s impossible to focus on those things”. When it comes to the other non-dyslexics, they had 

either had no difficulties with language learning (N2), some temporal challenges (N3 and N4), 

no remarkable difficulties but either they found English more challenging than other school 

subjects (N6) or generally “have never felt like a gifted language learner” (N5). 

Among the dyslexic language learners, the attitudes towards language learning varied a lot and 

the participants reflected both negative and positive attitudes as well as mixed views. 

Surprisingly, all the dyslexic participants mentioned languages when talking about their 

favorite or least favorite school subjects. Four of the six dyslexics (D1–D4) mentioned either 

English and/or Swedish or languages in general as their least favorite subjects. However, there 

appears to be a big contrast inside the group, since two interviewees (D5 and D6) displayed 

favorable attitudes towards language learning and considered languages as their favorite 

subjects.  

While most of the dyslexic participants had quite instrumental and extrinsic future goals, 

especially D6 – the participant with mild dyslexia – reflected quite intrinsic goals that were 

strongly attached to her attitudes towards language learning. In addition to finding languages 

beneficial in her studies and work, she explained her motivation to study languages as follows:  

(16) It has always been interesting. Maybe Swedish was not that interesting in middle 

school but at least I feel that English has always been very interesting and in my 

opinion, it was really nice when it began in elementary school and in high school 

it was nice to be able to select– or that there were other languages offered as well. 
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So, it is possibly the fact that it never felt forced, except for Swedish at first, but 

otherwise … it was about natural interest. (D6) 

Thus, apart from her first reaction to Swedish, she has always been intrinsically motivated, and 

her positive attitudes have resulted from natural interest and enjoyment derived from language 

learning. However, it is important to remember that in comparison to the other dyslexic 

participants she seemed to have little difficulties with languages because her dyslexia is mild 

and therefore she appeared to not have struggled with language learning as much as the other 

dyslexic participants. Participant D5, on the other hand, is the only bilingual dyslexic, which 

might have been an advantage for her since she has only studied one foreign language. What is 

more, studies on L3 learning have shown that bilingualism facilitates the acquisition of a third 

language (see e.g. Cummins 1979; Eisentein 1980; Hoffman 2001; Klein 1995; Lerea and 

Laporta 1971; Sanz 2000; Thomas 1988; Valencia and Cenoz 1992; Zobl 1993). Ringbom 

(1985) also suggested that in the Finnish context the structural knowledge of both Finnish and 

Swedish could help in increasing the bilinguals’ ability in L3 learning. 

Also, as Csizér, Kormos and Sarkadi (2010) found, it is not the language learning difficulties 

and dyslexia themselves that directly affect attitudes in a negative way. Rather, it appears to be 

the lack of success and a sense of failure that leads to negative attitudes. Despite their 

difficulties, both D5 and D6 viewed language learning as interesting and fun and thus wanted 

to invest effort in their language studies. This effort led to positive experiences and a sense of 

success, which consequently affected their attitudes in a positive way. As mentioned above, D5 

has also had encouraging language teachers, which has had a positive effect on her motivation.  

When the interviewees were asked whether they like language learning in general, two (D1 and 

D2) answered no, two (D3 and D4) reflected more mixed attitudes and two (D5 and D6) 

reported liking language learning. When it comes to participants D1 and D2, the difficulties in 

learning and remembering words and feelings of inadequacy were among the reasons they had 

these negative attitudes. Participants D3 and D4 spoke more positively about languages, but D3 

did mention how her attitudes varied a lot between learning English which she liked and 

Swedish that she did not. D4, on the other hand, reported preferring spoken exercises to 

grammar: 

(17) IR: Do you like language learning in general? 

D4: Well, yes and no. Maybe not grammar but conversation exercises, that’s 

something I like, but grammar was quite difficult.  
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The interviews revealed that the participants had negative attitudes especially towards Swedish. 

Swedish was seen as the least favorite language they have studied because the participants had 

studied it less than English and thus perceived it as more difficult. Only two of the dyslexic 

participants (D5 and D6) viewed Swedish studies in a more positive way. However, D5 is the 

only participant whose L1 is Swedish and she studied as a native speaker in a Swedish as an L2 

class. D6, on the other hand, is the interviewee with mild dyslexia who had studied other 

languages in addition to Swedish and English. Furthermore, she appeared to like them all to the 

point of not being able to name one language that is the least favorite for her. She reported that 

Spanish had become quite difficult once the courses got more advanced and there had been a 

lack of motivation with Swedish in middle school, but these appeared to only have temporal 

effects on her motivation rather than a strong impact on her attitudes.  

When asked about their favorite foreign language, only two dyslexic participants preferred 

Swedish to English. According to D1, she does not feel as pressured to be good in Swedish as 

with English and she also finds Swedish a bit easier to learn and pronounce. The other 

participant (D6) reported that her favorite language changes all the time “but at the moment it 

is Swedish”. However, in general, she finds English more useful and multipurpose.  

When considering these more and less negative attitudes towards Swedish, it needs to be taken 

into account that these attitudes are a somewhat common phenomenon in Finland and especially 

in cities that are not bilingual. It has been debated whether Swedish should be a mandatory 

school subject in Finland or not, and these compulsory studies are sometimes referred to with 

the negatively charged concept of Mandatory Swedish or pakkoruotsi. Furthermore, it has been 

shown that generally in middle school girls view Swedish as useful but do not really like it as 

a subject, while boys have even more negative attitudes; they do not like the language, neither 

do they view it as useful nor feel competent in it (Tuokko 2011).  

The attitudes towards English were more varied among the dyslexic participants than among 

the non-dyslexics. Three of the dyslexic participants viewed studying English as being quite 

unpleasant (D1, D2, D4), while three (D3, D5, D6) reflected more positive attitudes. The 

negative attitudes appeared to stem from the idea that learning the language is challenging and 

difficult and as D2 said:  

(18) The level of English is so high in Finland and we are supposed to be so good at it, 

and when you are not it is challenging. (D2) 
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One of the main reasons for the more positive attitudes towards English, when compared to 

other languages, was the fact that the participants had studied English more than Swedish and 

the studies began earlier and therefore they were better in the language than in Swedish. It was 

also seen as a useful and important language. Apparently, the importance of the language is 

viewed among the participants both as a positive and motivating factor as well as a negative 

factor that causes pressure and stress. 

One of the dyslexic participants (D5) liked language learning and especially English so much 

that she was currently studying English philology at a university. For the youngest participant 

(D3) English played a big part in her everyday life through different media, such as TV, and 

thus she felt that the language is important and necessary while Swedish has always felt too 

difficult for her and not quite so useful. In Example 19 she answers why she likes English more 

than Swedish: 

(19) Well, because it is easier and it is like, a general language, so I find it more 

interesting and I know I will be using it in the future much more and I understand 

it much, much better. Besides, I use it every day, for example by reading it 

somewhere and that is why it is more convenient. (D3) 

In addition to finding English easier to understand, the fact that English is a lingua franca made 

it a more likable language for D3, which suggests that her attitudes are closely linked to her 

internalized view of international posture. This finding is also consistent with the findings of 

Csizér and Kormos (2010). They found that “even if German is easier to learn than English in 

terms of spelling, Hungarian students with dyslexia, like their nondyslexic peers, seem to prefer 

learning English, due to its international status” (ibid, 484). Thus, it seems that the attitudes 

towards Swedish in contrast to English in Finland are in many ways similar to the attitudes 

towards German in Hungary and that it is the instrumental value of English that makes it more 

pleasant to learn. 

In contrast to the attitudes of the dyslexic participants, the non-dyslexics viewed language 

learning in a somewhat more positive light. The attitudes of the non-dyslexic participants were 

mostly positive or neutral. When asked about their favorite school subjects, N1 highlighted 

French, N3 languages in general and N6 Swedish. However, N6 was also the only non-dyslexic 

participant who mentioned English – or any other language – as one of their least favorite 

subjects.  
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The interviews revealed that the participants preferred different languages for varied reasons. 

Additionally, for many of them, it was difficult to name one language that was above the others 

that they have learned either because they liked all of them or because they had quite neutral 

views of them and as N5 said “each has its perks”. However, two participants (N2 and N6) 

seemed to clearly prefer Swedish. N2 was from a bilingual city and for her, Swedish had always 

felt easy while N6 had experienced success with Swedish more than with other languages and 

the studies did not require such a high level as with English. 

As with the favorite languages, most of the non-dyslexic participants found it difficult to name 

a language they liked the least, but Swedish was mentioned by three participants. Swedish had 

– at least at some point of their education – felt compulsory (N1, N3, N4). One participant 

argued that “it was annoying because it was mandatory and no one really explained why you 

would possibly need this [Swedish] in the future” and N4 mentioned how in the middle school 

it was also part of the school’s culture to view Swedish negatively and as Mandatory 

Swedish/pakkoruotsi. German was also seen as the least favorite language for two participants 

because it was difficult and required a lot of effort. N6 was the only participant who answered 

English as her least favorite language. However, this appeared to be the case until high school 

while now she has overcome her negative attitudes and does not feel as pressured anymore. 

While the dyslexic participants had quite varied attitudes towards language learning in general, 

the non-dyslexic participants reflected much more positive attitudes. Five of the six non-

dyslexic participants answered that they like learning languages while one (N5) appeared to 

have more mixed attitudes. She answered that it varies and that it is easier to be motivated when 

there is a concrete goal whereas when the motivation was lost, she viewed language learning in 

a neutral way. She also pointed out how the attitudes were often connected to the language 

teachers rather than the languages in question and gave the following example:  

(20) In high school we had such an annoying German teacher but when I was an 

exchange student in Switzerland the teacher was so lovely that studying the 

language felt amazing … they were from the opposite ends of the spectrum. (N5) 

Thus, the teachers could have a remarkable effect on her language learning attitudes, both 

positively and negatively. As Csizér, Kormos and Sarkadi (2010, 482) concluded, learner 

attitudes can “fluctuate over the course of a student’s language learning history as a result of a 

teacher’s influence”. In addition, it is not only the dyslexic language learners but also students 

without LDs who can be strongly affected by their teachers. 
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Other non-dyslexic participants also highlighted different motivational factors that can affect 

their attitudes one way or another. Participant N1, for example, liked language learning with a 

condition: “I like it when it is motivating and no one is forcing me, that’s when I’m interested 

[in language learning]”. Participant N6 also mentioned how English had been a “monster” to 

her because it was more difficult than any other school subject: 

(21) I wouldn’t say that I did not like English, but I just wasn’t that good at it and so 

the courses and whether I will manage caused me stress … English used to be a 

kind of a monster, but not anymore because I had a big growth process, so that I 

no longer experience it as causing huge pressure. After all, it’s an important global 

language, so now I feel that I really want to learn it, I’m sick of being afraid of it 

… and I’m not so afraid anymore or feel that terrible pressure that spoken English 

used to cause in me, which is great since it has been quite a big obstacle to my 

whole language learning … The best thing is that I have dared, and that way 

gained more courage. (N6) 

The international status and importance of English have again been the driving force for N6 to 

overcome her anxiousness. She also explained how her decision to apply for exchange and 

“having the guts to travel to a country where you cannot use Finnish and just see whether you 

manage” has motivated her a lot. By having the courage to use the language despite her fears 

and negative self-concept as a language user, she gained successful experiences. The feeling of 

accomplishment, in turn, has given her confidence and positively impacted her future self-

guides as well as her attitudes towards the language. These answers seem to support the 

argument that “motivation and attitude should be reconceptualized not as stable characteristics 

of language learners but as dynamic variables that are in constant interaction with student 

internal factors and the learning environment” (Csizér, Kormos and Sarkadi 2010, 483). 

According to the data, both dyslexics and non-dyslexics can have language learning difficulties 

that lead to either temporal or more stable lack of motivation. What is more, in both groups 

there are individuals who have managed to overcome their negative attitudes and weak 

language learning motivation. 
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5 Discussion 

 

The results of this thesis suggest that the language learning challenges resulting from dyslexia 

can have a notable impact on the language learners’ goals, self-guides and attitudes and lead to 

a lack of motivation. The dyslexic participants appeared to have less internalized language 

learning goals as the instrumental goal of passing exams and graduating was much more visible 

among the dyslexics than non-dyslexics. This suggests that there might be a connection between 

the dyslexic language learners’ internalized Ought-to L2 selves and motivated behavior. What 

appeared to connect the goals of both groups, was international posture and thus viewing 

English as an important, useful and necessary language in today’s global world. However, for 

dyslexics, this goal appeared to play a more external part in their self-guides and was viewed 

as an obligation rather than an interesting opportunity. In contrast to the non-dyslexic 

participants, the dyslexics appeared to be less interested in knowledge orientation and did not 

mention an interest in different cultures or traveling. This further suggests that their goals, even 

if somewhat internalized, appear to be more extrinsic than those of non-dyslexics. 

When it comes to the self-concepts and self-efficacy beliefs, the non-dyslexic participants 

appeared to feel more competent as language users and for most of them, their Ideal L2 selves 

included being fluent in multiple languages. The dyslexics, on the other hand, had somewhat 

weaker self-efficacy beliefs and were guided by their Ought-to L2 Selves and “must” to be 

good, especially when it comes to English. However, none of the dyslexic participants had 

completely lost their interest in foreign languages and all of them wanted to become more fluent 

at least in English, which is a very positive finding. In contrast, in a similar interview study 

conducted in Hungary, Csizér, Kormos and Sarkadi (2010, 480–481) found that the majority of 

their dyslexic participants “were unable or unwilling to invest the necessary effort in the 

learning process, [and] sooner or later … gave up and only expended the energy needed to meet 

the minimum level of requirements (10 out of the 15 interviewees)”. While some of the dyslexic 

participants of my study were mainly motivated to pass language courses and exams, they still 

had not given up learning and wanted to become more competent in the future. Two of the 

dyslexics also reflected very positive views of themselves as foreign language users now and 

in the future. 

Language learning attitudes varied a lot inside both participant groups as well as between the 

two groups. However, in general, non-dyslexics viewed language learning in a more positive 
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light. Out of all 12 participants most regarded languages as their most or least favorite school 

subject, as only three did not include languages in those categories but appeared to have more 

neutral views. Four dyslexic participants and one non-dyslexic participant appeared to have 

more negative attitudes towards certain language(s) than others. Negative attitudes towards 

English resulted in all the cases from the difficulties the participants have had with learning the 

language, which has led to feelings of inadequacy. The attitudes towards Swedish, on the other 

hand, were more complex. Some of the participants mentioned how Swedish studies had felt 

rather compulsory, especially in middle school. However, the majority of the participants who 

mentioned it reported how their attitudes have changed since those times and now they view 

Swedish more positively.  

Among the dyslexics, Swedish was also reported as a difficult language that is less useful and 

carries less international value than English. The participants had also studied Swedish less than 

English and therefore did not feel as competent in it as in English. Thus, regardless of Swedish 

having more predictable pronunciation than English and being spelling-wise easier for 

dyslexics to learn, most of the dyslexics preferred English to Swedish. As argued by Csizér, 

Kormos and Sarkadi (2010), who found that Hungarian dyslexics have similar attitudes towards 

German, it is mainly the perceived importance of the international status of English which 

explains this phenomenon.  

By focusing on the three motivational components – goals, self-guides and attitudes – I have 

shed light on the characteristics of the language learning motivation among the two participant 

groups. My findings support the idea that motivation is a dynamic concept which fluctuates 

throughout the language learner’s life (Csizér, Kormos and Sarkadi 2010). The results are also 

in line with earlier studies that have found that due to the language learning challenges dyslexic 

language learners are prone to lose their motivation (Kormos and Kontra 2008) and “display 

significantly less positive motivational characteristics than their non-dyslexic peers” (Csizér 

and Kormos 2010, 247).  

However, the variation in the motivational characteristics was quite strong, especially among 

the dyslexic participants. Two dyslexics – one of them with mild dyslexia (D6) and the other 

bilingual with severe dyslexia (D5) – had noticeably more positive views of language learning. 

They also appeared to be more intrinsically motivated. Thus, while most of the dyslexics in my 

study had ended up in a “vicious circle” (Csizér, Kormos and Sarkadi 2010, 247) resulting from 

lack of success that leads to losing their motivation and thus even more failures, these two 
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participants appeared to be part of a more positive circle. They viewed language learning as 

interesting and fun, which leads to intrinsic goals, investing effort in learning the languages, 

experiencing success and increase of motivation.  

However, it is also worth noting that the two most motivated dyslexics differed from the rest of 

the dyslexic participants and may have advantages from having milder dyslexia (D6) as well as 

being bilingual and having only studied one foreign language (D5). On the other hand, my 

results imply that also language learners without dyslexia or other LDs can find language 

learning challenging and thus struggle with a lack of motivation. However, language learning 

motivation and attitudes are clearly dynamic concepts as several participants had positive 

experiences of overcoming their negative phases with language learning. Thus, the results give 

hope that with the right mindset and a lot of effort and support there is a chance for students 

with and without LDs to turn the negative experiences and weak motivation into success and 

stronger motivation.  

Even though my interview guides focused on learner-internal factors rather than contextual 

factors, the impact of language teachers was mentioned by many participants and cannot, 

therefore, be ignored. Both dyslexics and non-dyslexics reported how language teacher(s) can 

affect language learning motivation and attitudes. Especially lack of understanding towards 

learners with LDs, lack of encouragement and “annoying” teachers with “mean comments” 

appeared to have a negative effect on language learning motivation. On the other hand, 

encouraging teachers that made language learning fun and who offered different options for 

completing exercises could have an opposite effect on the attitudes. The interviewee with ADD 

(N1) had also a very positive experience of a small and more intimate language course where 

the teacher knew all the students’ names.  

When it comes to remedial teaching, the majority of the dyslexic participants have received 

extra help at school. However, it is surprising how inconsistent and varied the amount of 

remedial teaching has been among the participants. In the most alarming cases, the student has 

received help as a child but once the language learning has got more difficult there has been no 

extra help at all. As seen in some of the comments by the participants, it is important that the 

student’s condition is properly understood by the teachers and that extra support is offered. It 

is also essential for teachers to be informed of the students’ dyslexia and for students to be 

encouraged to come forward and tell their language teachers about their diagnosis. The students 

with language learning difficulties need encouragement throughout the learning process and 
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therefore it would be important for remedial teaching to be consistent even though the students 

move from one school to another. 

This study suggests that qualitative interviews can help in painting a picture of the motivation 

of different groups of learners. However, my thematic division according to the hierarchical 

model of motivation by Kormos, Kiddle and Csizér (Figure 1) was not carried out without 

challenges. While the division to categories that interact with each other and with motivated 

behavior helped to understand how the different motivational factors are related with each other 

and thus lead to motivation, it is worth arguing whether such a complex system should be 

separated into these kinds of clear-cut components or not. Due to the strong relationships 

between the motivating factors, clear divisions especially between goals and self-guides were 

difficult to establish.  

As mentioned in the Background, the connections between Ought-to L2 Self, Ideal L2 Self and 

instrumental goals are also quite ambiguous. Consequently, separating Ideal L2 Self from 

Ought-to L2 Self appears to be a matter of interpretation, since the two concepts are rather 

intertwined. For instance, the wish to be a more competent language user in the future because 

English is regarded as important can reflect both the learner’s need to be better in order to 

survive (Ought-to L2 Self) as well as their own values (Ideal L2 Self). These are important 

issues for future studies to consider and resolve.  

For purposes of comparison, the nested model of motivation by Csizér, Kormos and Sarkadi 

(Figure 2) does not provide a clear picture of the relationships between different components 

of motivation. However, it succeeds in representing how the concepts are not separated, but 

rather overlap with each other. When compared to the model by Kormos, Kiddle and Csizér 

(2011), this nested model also succeeds in representing learner-internal cognitive factors such 

as LDs, a component that the hierarchical model is certainly lacking. After all, these cognitive 

factors can have a significant impact on the goals and motivation of learners with and without 

LDs and therefore should be taken into account in models of motivation.  

My results also support Csizér, Kormos and Sarkadi`s (2010) view of motivation as a dynamic 

system that is under constant change rather than a concept with stable components. Some of the 

participants mentioned how especially in middle school learning Swedish felt obligatory and 

for some there appeared to be a lack of motivation towards all school subjects. However, for 

many these attitudes and their motivated behavior had changed once they had matured and 

understood the benefits of language learning. These kinds of temporal effects on motivation 
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and attitudes appeared to mostly result from the instructional setting, such as school culture and 

language teachers. Thus, it would be important for motivation models to consider the way 

different motivational components interact and fluctuate during the learner’s life. 

It is plausible that a number of limitations may have influenced the results obtained. When 

recruiting the participants, it was made clear that the interviews would be about their language 

learning experiences. This may have resulted in participants who have either quite strong 

positive or negative attitudes towards languages and thus more neutral attitudes might be 

underrepresented. I also sought to include participants with different backgrounds and 

occupations to make the results more transferable to different contexts. While I succeeded in 

including interviewees with different language learning experiences, it needs to be taken into 

account that especially the non-dyslexics were quite highly educated, which may affect the 

transferability of the results. Finally, I hope that further research will confirm my findings and 

further discuss different LDs and their connection to language learning motivation. 
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6 Conclusion & Implications 
 

As stated in the Introduction, the main aim of this thesis was to shed light on the connection 

between dyslexic language learners and language learning motivation in Finland. This was 

carried out by interviewing dyslexic and non-dyslexic language learners and comparing their 

language learning motivation through the factors of goals, self-guides and attitudes. The 

interview data implied that in contrast to non-dyslexics, dyslexic learners have somewhat more 

negative attitudes towards language learning, they feel less competent as language users and 

their goals are mostly instrumental and extrinsic, which leads to weaker future self-guides. The 

most striking differences between the motivation of the two groups appeared to be in the 

attitudes towards language learning, the number of FLs they had studied and the presence of 

knowledge orientation, i.e. the interest in knowing about the world and different cultures.  

However, negative language learning attitudes and weak motivation did not directly result from 

dyslexia. Rather, negative attitudes were linked to the challenges in language learning, teacher 

behavior and feelings of obligation. Positive attitudes and strong intrinsic motivation, on the 

other hand, appeared to result from finding language learning interesting, fun and useful. What 

is more, the impact of a language teacher, the quality of remedial teaching and encouragement 

appeared to be an essential motivating factor especially among the participants with LDs 

(dyslexia and ADD). Thus, language teachers can have an important role in supporting the 

learners and thus affecting the way these students view language learning, how much effort 

they are ready to invest in it and how strongly motivated they become.  

In order for teachers to support and motivate these students, it is important that they understand 

how dyslexic students, as well as students with other LDs, experience language learning and 

what kind of attitudes they tend to adopt. Since positive learning experiences and success in 

learning can have a remarkable impact on language learning motivation, it would be important 

for dyslexic students to get encouraging feedback even from small successes in their studies. 

Positive language learning experiences lead to positive attitudes and motivated behavior that 

can consequently create a self-image of a competent foreign language user. However, when it 

comes to the feelings of obligation that may be rooted in a school’s culture the attitudes might 

be much more challenging for teachers alone to tackle. After all, e.g. the concept of 

pakkoruotsi/Mandatory Swedish is a structural problem that certainly requires structural 

changes.  
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The present study has investigated language learning motivation by focusing on the learner-

internal factors of a limited number of dyslexic and non-dyslexic language learners. Thus, the 

picture of the different learners’ motivation is still incomplete and further study would be 

needed to find out how the learner-internal and external factors are connected and what kind of 

an impact the external factors have on language learning motivation.  
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Appendices 
 

Appendix 1: Interview guide for dyslexics (English version) 

 

1. Have you received any extra help due to your dyslexia at school? 

2. What was your favorite subject in school? 

3. Which subject did you like the least? 

4. Which languages have you studied? 

5. Which of the languages you studied do you like best? 

6. And worst? Why? 

7. Did/do you like learning languages? Why? 

8. Do you think it is more difficult to learn a foreign language if you have 

dyslexia? Why? 

9. What has motivated you to study and learn languages? 

10. How many years have you studied each language? 

11. What kind of grades have you got in language courses? 

12. Do you feel like a competent foreign language user? Why? 

13. Do you use any foreign languages in your everyday life? Or in any situations? 

14. Do you want to become a more fluent foreign language user in the future? 

 

 

 

 

 

 

 

 

 

 

 

  



 

48 
 

Appendix 2 Interview guide for non-dyslexics (English version) 

 

1. What was your favorite subject in school? 

2. Which subject did you like the least? 

3. Which languages have you studied? 

4. Which of the languages you studied do you like best?   

5. And worst? Why? 

6. Have you had any difficulties in language learning at school? What kind of? 

7. What has been the most difficult/challenging in language learning? What has been easy? 

8. Did/do you like learning languages? Why? 

9. What has motivated you to study and learn languages? 

10. How many years have you studied each language? 

11. What kind of grades have you got in language courses? 

12. Do you feel like a competent foreign language user? Why? 

13. Do you use any foreign languages in your everyday life? Or in any situations? 

14. Do you want to become a more fluent foreign language user in the future? 
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Appendix 3: transcription conventions 

 

IR Interviewer 

N# Non-dyslexic participant 

D# Dyslexic participant 

[] something is changed or added 

… something is omitted 

. Sentence break, follows written conventions 

– self-interruption  

 

 


