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1. Introduction  

It is a fact that there are a lot of immigrants in Sweden. Parkvall (2016) suggests that, according 

to statistics from 2012, the estimated number of individuals with a first language that is not 

Swedish is close to one and a half million. Of these, 76,000 are native speakers of Polish 

(Parkvall: 2016). Among them are families whose children attend Swedish schools and learn 

English, as it is one of the three main subjects here (Skolverket 2018). 

As a Pole living in Sweden, I have noticed that Swedes pronounce English much better 

than Poles. This raises a question of why this is a case, as in both countries English is taught 

from the first grade and yet, the difference is huge. In Sweden the exposure to English seems to 

be immense, whereas in Poland it is not. Students in Polish schools are not taught the 

International Phonetic Alphabet (IPA), whereas in Sweden, in my experience, students seem to 

be more familiar with the IPA, which may influence their ability to speak English. In Poland, 

films and documentaries are translated into Polish and a speaker reads the translated text aloud, 

whereas in Sweden only subtitles are used, which gives Swedes much more exposure to spoken 

English. Furthermore, Sweden has a multicultural society, whereas Poland seems to be less open 

to other cultures. Each of these factors may contribute to the difference in pronunciation.  

 The purpose of this study is to discover whether young Poles who have lived in Sweden 

longer have better English pronunciation than those who came here relatively recently, and if so, 

to explore why this might be the case. This research question is therefore investigated together 

with factors that may influence the level of English pronunciation such as transfer of 

pronunciation from Polish (and Swedish) to English, gender, age (upon coming to Sweden and 

beginning to learn English), and level of formal language instruction received at school (i.e. 

whether or not Swedish classroom instruction contributes to more accurate pronunciation of 

English words). The study aims to find out if these listed factors together with exposure to 

English on daily basis (e.g. watching films without subtitles) influence level of English 

pronunciation.  

The participants of the study were Polish students between 12 and 16 years of age using 

English in Sweden; this makes it quite unique, as the majority of literature concerning acquisition 

of a foreign language focuses mostly on adult emigrants who live abroad and master the 

language of the country they are in. English within this essay is described as the participants’ 
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second language (L2). However, as Polish students learn English through Swedish, English 

could be considered the participants’ third language (L3). Describing English as an L2 has two 

reasons: firstly, English within the study is considered a language other than the mother tongue 

(and some researchers treat all languages other than mother tongue as L2), and secondly, 

differentiating between L2 and L3 is an extremely complex process (also addressed in the study). 

 

2. Aim and hypotheses  

The aim of the study is to reveal to what extent Polish students' pronunciation in English is 

influenced by the country in which they live. The specific research question asked is whether 

Polish students who have lived and studied in Sweden for longer achieve better pronunciation of 

words. Further questions are considered, such as whether it is possible that the style of teaching 

in the two different countries influences pronunciation, and whether the environment, i.e. having 

more possibilities to speak and listen to English in everyday life, affects the individuals’ English 

pronunciation. My hypothesis is that it is possible that Polish teachers pay too little attention to 

students’ pronunciation of English sounds and words in comparison to their Swedish colleagues. 

If so, then I would expect Polish students who have been learning English in Swedish schools for 

longer to have better English pronunciation. It would also then be expected that when a Pole 

attends Swedish school from the beginning of their education, this would improve their ability to 

pronounce English sounds. Due to the limitations of this study, this hypothesis, and the questions 

that arise from it, can only be addressed in an exploratory way. 

 

3. Background  

This section is divided into five sub-sections. Section 3.1 presents the overall information about 

varieties of English pronunciation used in the study, whereas section 3.2 describes the major 

differences between Polish and English sounds as well as some other factors influencing Polish 

pronunciation of English words such as borrowing words from other languages and 

overgeneralisation. Section 3.3 presents some main differences between Swedish and English 

sounds, which are also relevant to the study, and sums up what similar pronunciation problems 

Poles and Swedes have. Section 3.4 aims to present the issue of whether to define English as an 



 

3 
 

L2 or an L3. Finally, section 3.5 discusses factors affecting the degree of foreign accent in a 

second language. 

 

3.1 Varieties of English pronunciation used in the study 

The study (in sections: 3.2, 3.3, 5.1, and Appendix 6) describes the main pronunciation mistakes 

made by Polish and Swedish learners of English. However, the list of pronunciation errors takes 

into consideration only the standard forms of British English (BrE) and American English 

(AmE) pronunciation known as Received Pronunciation (RP) and General American (GA) 

respectively, even though both varieties of English have many different dialects. This was done 

because other varieties of English are only marginally reflected in teaching material (Bieswanger 

2008: 28) and most generally available dictionaries show only RP and/or GA pronunciation. 

Nowadays, other varieties of English (Englishes) are considered to have the same value 

as BrE and AmE, nevertheless, RP and GA remain the model for teaching and assessment. 

Jenkins (2002) wrote: “It is a current irony that L2 learners are nowadays the only English 

speakers who are still encouraged to approximate an RP or General American (GA) accent as 

closely as possible” (Jenkins 2002: 85).  

 

3.2 Polish pronunciation and English 

Polish is an Indo-European language, a member of the (West) Slavonic branch, closely related to 

Czech and Slovak, and more distantly to Russian, Byelorussian, Ukrainian, Bulgarian, 

Macedonian, Serbo-Croat and Slovene (Śpiewak and Gołębiowska 2001: 162). One of the main 

problems Polish learners of English at elementary levels have is that they “expect every letter to 

be pronounced, and give Polish value to each letter” (Śpiewak and Gołębiowska 2001: 162) and 

sometimes an L2 text is read in the same way as L1 (Szpyra-Kozłowska 2013: 19). This section 

aims to show that besides the tendencies to read every letter that appears in the English texts 

there are additional factors that influence Polish utterance of English words, namely:  

● manner of spelling of vowels and consonants 

● errors that appear due to  

○ interference from Polish pronunciation of words of Latin or Greek origin 

○ interference from English (overgeneralisation) 
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These factors, described by Śpiewak and Gołębiowska (2001) and Szpyra-Kozłowska (2013), are 

described below. 

Pronunciation of English vowels, according to Śpiewak and Gołębiowska, is difficult and 

confusing for Poles (2001: 162). The reason for this is that Polish has 8 vowels in total, whereas 

there are 221 vowels of English; this means that Polish speakers have problems with 

distinguishing some of them (Śpiewak and Gołębiowska 2001: 164). Additionally, the authors 

add that none of the English vowels has an exact equivalent in Polish (2001: 164). Having these 

in mind and for the study’s purpose, the method of saying the Polish vowels “a”, “e”, “i”, “o” 

and “u”, described by Puppel et al. (1977: 21– 41), is shown in Appendix 1. Pronunciation of 

English consonants, on the other hand, is not very difficult for Polish learners (Śpiewak and 

Gołębiowska 2001: 165), but some may cause problems. With this in mind, the main 

pronunciation problems Poles have with English pronunciation of vowels and consonants, 

Śpiewak and Gołębiowska write (2001: 162–165), are connected with: 

● using full instead of reduced vowels in unstressed syllables “giving the impression of 

‘pronouncing too much’” (Śpiewak and Gołębiowska 2001: 162–163); for example, full 

vowels are pronounced instead of /ə/ in words like banana, photographer, and 

grammatical items such as a, and, as, that, the are given their strong pronunciation in all 

contexts  

● pronouncing (both) /æ/ and /e/ as Polish /e/ in pairs like bad-bed, man-men, pat-pet  

● using Polish /i/ instead of /ɪ/ in words such as fit, ship so there is no pronunciation 

difference in pairs like feet-fit, sheep-ship 

● mispronouncing of /ð/ and /θ/ so they become /d/, /dz/, /f/, /s/, /t/, /ts/, /v/, /z/ instead; [the 

sounds /d/, /dz/, /v/ can be uttered in words such as there, than, and /f/, /s/, /t/, /ts/ said in 

think, theme2] 

● using /t/ or /k/ instead of /d/ or /g/ at the end of a word (final devoicing), causing 

confusion between pairs like: bed-bet, dog-dock 

● mispronouncing of -ing so sting can sound like stink and wing may be pronounced like 

wink 

                                                           
1 According to Śpiewak and Gołębiowska (2001), English has 22 vowels, whereas Appendix 7 lists 20 vowels, 

following Swan and Smith (2001: xiv–xv). 
2 The notes in the square brackets are examples suggested by the author.  
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Furthermore, Poles have problems with words that contain silent letters (letters that are present in 

spelling but not pronounced) like: hour, psychology, camera, whistle, know or knife (Śpiewak 

and Gołębiowska 2001: 166); [the above-mentioned words may be pronounced with /h/ in hour, 

/ps/ in psychology, /e/ in camera, /t/ in whistle, /k/ in know and knife]. 

Certain errors are caused by interference from Polish pronunciation and spelling of words 

that are borrowed from Latin or Greek (Szpyra-Kozłowska 2013: 19). Szpyra-Kozłowska (2013) 

explain that words such as balsam, sauna are also used in Polish but they are uttered in a way 

characteristic of Poles only and when they appear in an English text, “Poles tend to pronounce 

them in the same way they do in their native language” (Szpyra-Kozłowska 2013: 19). Errors of 

this type are also made due to, as mentioned in section 3.2, the tendency to utter every letter in 

the word (Śpiewak and Gołębiowska 2001: 162). With this in mind, balsam in English becomes 

/balsam/ and fauna is pronounced as /fauwna/ (Szpyra-Kozłowska 2013: 19). As a consequence, 

native English speakers have problems with recognising what a particular person has in mind 

when they produce a word and this has “grave consequences for linguistic communication (...) 

and should, therefore, be pedagogically prioritized” as it causes a certain level of irritation and 

lack of understanding in other speakers of English when they hear words they are unfamiliar 

with (Szpyra-Kozłowska: 2013: 28).  

Finally, some pronunciation mistakes, Szpyra-Kozłowska write, are caused by the 

pronunciation of related, more frequently used English words, so the pronunciation errors appear 

“due to learners’ familiarity with English” (2013: 19–20). As an example of overgeneralisation 

Szpyra-Kozłowska present words that have two letters “o” written together, like in food, root; in 

many words they are pronounced as /u:/ and this leads to an assumption that the two letters put 

together should be produced accordingly, thus blood is frequently mispronounced in Polish 

English as /blut/3 (Szpyra-Kozłowska 2013: 20). 

 

3.3 Swedish pronunciation and English  

As all the participants who took part in this survey were exposed to Swedish as an L2, some of 

the obstacles faced by Swedish learners of English have to be listed as well. Swedish and English 

are both on the Germanic branch of Indo-European languages and that is why English 

                                                           
3 /blut/ has one more pronunciation mistake, /d/ in blood tends to become the devoiced /t/ (the author’s note). 



 

6 
 

pronunciation does not present serious difficulty to speakers, as Swedish is similar to English 

(Davidsen-Nielsen and Harder 2001: 21). However, there are some English phonemes that pose 

problems for Swedish speakers: the pronunciation obstacles are, for example, connected with the 

vowels and diphthongs as well as the consonants: /z/, /w/, /θ/, /ð/, /ʒ/, and /dʒ/, which do not 

occur in Swedish (Davidsen-Nielsen and Harder 2001: 21). The above-mentioned difficulties, 

chosen from those listed by the authors and described4 by them, are pointed out below. Swedish 

learners of English have problems with:  

● /e/ may be uttered instead of /æ/, so bad and can be easily confused with bed  

● /ə/ is not always sufficiently reduced, so it becomes /ɒ/ in commercial, /æ/ in alliance, 

and /ɑː/ in particular 

● /ɪ/ is often pronounced as /iː/, so music can be pronounced as /'mju:si:k/ 

● /z/ is typically replaced by /s/, so the already mentioned word music can be pronounced 

also as /'mju:sik/ 

● /w/ is often pronounced as /v/, so the word wine becomes /vaɪn/ 

● /θ/ and /ð/ are replaced by /t/ and /d/, therefore three can be pronounced as /tri:/, and then 

as /den/ 

● /ʒ/ usually becomes /ʃ/, so /ʒ/ in measure is pronounced as /ʃ/ 

● /dʒ/ is replaced by /j/, therefore jeans become /jins/ and juice is pronounced as /jus/5 

To sum up, Poles and Swedes have similar problems with pronunciation of the sounds /ə/, /æ/, 

/ɪ/, /ð/ and /θ/.  

 

3.4 L2 versus L3  

Even though English in the study is described as the participants’ L2 (the language other than 

their mother tongue), in some cases it may be considered as an L3. Opinions on this subject are 

divided; some researchers consider every language other than L1 as L2, whereas others write 

about L3 as a separate phenomenon. Lipińska (2017: 72) cites studies concerning Third 

Language Acquisition (TLA) done by Cenoz (2000), Chłopek (2011), Jessner (2006), Llama et 

al. (2007), and Wrembel (2011, 2013) that consider both options. According to Lipińska (2017), 

                                                           
4 The examples by Davidsen-Nielsen and Harder (2001) are re-transcribed into the IPA by the author. 
5 The examples are suggested by the author. 
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studies by Cenoz (2000) and Jessner (2006) deem TLA a part of Second Language Acquisition 

(SLA) (Lipińska 2017: 72), whereas to Chłopek (2011), TLA is more complex than SLA and 

some aspects of TLA (the number of previously acquired languages, the order of TLA and the 

fluency in each of the acquired languages) are crucial and, according to Chłopek, need to be 

described as a separate process (Lipińska 2017: 72). Lipińska (2017), citing Chłopek (2011) also 

adds that in the case of learning three languages, one can learn them simultaneously or, three 

languages in succession, so, for example, one can learn L1 and L2 and then L3 or L1 is acquired 

first and then L2 and L3 are studied in the same time (Lipińska 2017: 72). There are other 

configurations for three languages6: L1→L2, L1→L3, L2→L3, L2→L1, L3→L2 or L3→L1 and 

one can also combine: L1+L2→L3, L1+L3→L2 or L2+L3→L1) (Lipińska 2017: 73 citing 

Chłopek: 2011). 

Acquisition of third language pronunciation is a very complex process to understand 

(Wrembel 2011 cited in Lipińska 2017: 74–75) and research into interactions between L1, L2, 

L3, and pronunciation is still in its early stages (Llama et al. 2007 cited in Lipińska 2017: 74–

75). Yet Lipińska (2017: 74–75) writes that Wrembel (2013) considers the mother tongue, with 

an L2 influence, the dominant source of transfer to L3; in Wrembel’s study “the participants’ 

mother tongue [Polish] was the dominant source of transfer to L3, however L2’s influence was 

also detectable”; the participants were “proficient users of L2-English and different-level 

speakers of L3-French” (Lipińska 2017: 75). English in this study is addressed as the 

participants’ second language, i.e. as the language other than their mother tongue, which is in 

accordance with the studies by Cenoz (2000) and Jessner (2006). 

 

 3.5 Previous research 

There are factors other than those described in sections 3.2–3.4 that influence a learner's level of 

mastering a second language. According to Piske et al. (2001), the range of variables include: 

age of L2 learning, length of residence in the L2 speaking country, gender, formal instruction, 

motivation, language learning aptitude, and language use. Motivation and language learning 

aptitude are not discussed here due to the limitations of this essay. Years of residence in the L2 

                                                           
6 In L1→L2, the arrow means acquiring the second language after being familiar with the mother tongue. 
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speaking country has to be excluded from the study because English in Sweden is also an L2; 

this variable is changed into years in Sweden. 

This section is divided into four subsections: 3.5.1–3.5.4 Subsection 3.5.1 presents 

studies concerning a connection between the age at which individuals start to acquire an L2 and 

their level of speaking the L2. Subsection 3.5.2 takes into consideration whether the individuals’ 

gender influences their ability to have a better English pronunciation, whereas subsection 3.5.3 

shows theories describing the effects of formal language instruction on L2 pronunciation 

accuracy. Finally, subsection 3.5.4 presents opinions concerning the influence of L2 use on level 

of the L2 pronunciation. 

 

3.5.1 Age of L2 learning  

It is claimed that after a specific age, known as the critical period (CP), humans do not have the 

possibility to master their L2 in such a way that their speech will be as good as that of native first 

language (L1) speakers. According to Hernandez and Li (2007: 642 citing Flege et al. 1995; 

Flege et al. 1999; Mackay and Flege 2004; Mauro et al. 1996), behavioural studies that have 

documented differences between early and late learners of a second language, “have consistently 

found an AoA [Age of Acquisition] on the ultimate attainment of L2” (Hernandez and Li 2007). 

Additionally, accent research has shown that “early learners speak L2 with a lower degree of 

foreign accent than late learners” (Piske et al. 2001: 197). It may be that this is the same for L3 

learners, although there are many more variables to consider in this case. However, there is some 

disagreement among researchers about the timing of the critical period. Long (1990) claims that 

L2 is usually spoken accent-free if it is learned by the age of 6 years. Scovel (1988) suggests that 

the CP ends at the age of 12 years, but Patkowski (1990) writes that the CP ends at the age of 15 

years. Additionally, the more fully the L1 is developed when the L2 starts to be learnt, the more 

strongly the L1 will influence the L2 (Piske et al. 2001: 197). With this in mind, it seems 

possible that if a child was born/came to Sweden at a certain age, this may also affect their 

English pronunciation (as Swedes have fewer problems with English pronunciation, as noted in 

3.2 and 3.3). 
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3.5.2 Gender 

Numerous studies point out gender as a factor that affects the level of correct utterance of L2 

sounds. Asher and Garcia (1969) identified gender as a significant factor influencing the level of 

foreign accent. According to the authors' research “more girls than boys had a near-native 

pronunciation”; the difference mainly concerns individuals between 1 and 12 years of age (Asher 

and Garcia 1969: 340). The authors claimed that the quality of native-like pronunciation changes 

slightly when children are between 13 and 19 years of age; in this case, boys seem to have the 

better accent in comparison to girls (Asher and Garcia 1969: 340). Flege and Fletcher (1992), on 

the other hand, claimed that “/d/egree of accent was not found to be correlated with (...) gender” 

(1992: 375). However, Flege et al. (1995, cited in Piske et al.: 2001) suggested that females who 

have been using their L2 for less than 12 years pronounce the language better than men but after 

16 years of speaking an L2 there are men who pronounce L2 in a better way.  

 

3.5.3 Formal instruction  

The influence of formal language instruction on achieving more accurate English pronunciation 

among learners of an L2 has also been the subject of studies by numerous researchers. Some 

studies, for example Thompson (1991) and Flege et al. (1999), have found that formal language 

instruction does not contribute much to achieving a better level of pronunciation of a foreign 

language. Other studies, for example by Flege and Fletcher (1992) as well as Suter (1976), 

consider this variable as significant. Suter (1976) found that “total amount of formal classroom 

training in English” was important for L2 pronunciation accuracy and to Flege and Fletcher 

(1992) “number of years of English-language instruction” was found to be an important factor 

affecting an L2 accent of native Spanish learners of English. One can notice that the results of 

the studies by Flege and Fletcher (1992) and Flege et al. (1999) were contradictory. Flege et al. 

in their study from 1999 concluded that formal instruction “does not seem (...) to have improved 

(...) [the Koreans’] pronunciation of English” (Flege et al. 1999: 96). Careful reading of this 

study revealed that they did not check what sort of formal instruction concerning English 

pronunciation the Korean participants of their research received but they drew the conclusion 

about it anyway. Piske et al. (2001) suggest that formal instruction receives too little attention 

and this might explain why it seems to have had so little effect on L2 pronunciation (2001: 200).  
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3.5.4 Language exposure and use 

Exposure to and use of English may be important in developing good pronunciation. Piske et al. 

(2001) report that Purcell and Suter (1980) asked learners of English to estimate how much time 

they spent speaking English with native speakers of that language at work, at school, or at home. 

They found that the first two places (school and work) seemed not to be important factors 

affecting L2 pronunciation, whereas using an L2 at home appeared to be meaningful (Piske et al. 

2001: 203). This view is shared by Purcell and Suter (1980) as well as Tahta et al. (1981), who 

found speaking English at home an important factor leading to better English pronunciation 

(Piske et al. 2001: 203). Furthermore, Tahta et al. (1981: 266) suggested that “with continued 

practice and exposure to appropriate models, proficiency in speaking an accent-free L2 might 

continue to grow”. Additionally, Ellis (1994) while writing about influence of formal language 

instruction on L2 pronunciation added that “there is support for the claim that formal instruction 

helps learners to develop greater L2 proficiency, particularly if it is linked with opportunities for 

natural exposure” (Ellis 1994: 616).  

 

4. Method and material 

Quantitative and qualitative methods were used during gathering the data needed for the survey. 

The research questions are addressed through the analysis of students’ questionnaires, 

interviews, and the speaking text analysed for pronunciation of words and sounds. In this section 

I first explain the materials used and the rationale behind this, then, the process followed for this 

survey is explained, and finally, I describe the participants who took part in this study.  

 

4.1 Material  

The primary sources used for this investigation were: students’ questionnaires, students’ 

interviews, and material that the participants read aloud, recorded on my mp3 player. The 

recordings of the students’ utterances were transcribed into the IPA.7 

 

                                                           
7 Table of phonetic symbols, Accessed December 21, 2018. Available at http://ipa.typeit.org/ 

 

 

http://ipa.typeit.org/
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4.1.1 Students’ questionnaires and interviews  

Students’ questionnaires and interviews (Appendices 2 and 3) were used to gather the necessary 

data for dividing the participants into appropriate groups (according to their age and years of 

learning English in Poland and Sweden); the data allowed me to analyse factors affecting their 

pronunciation. I prepared two kinds of questionnaires:  

● a questionnaire for the participants: Questionnaire 1 - Polish and English versions (see 

Appendices 2A and 2B)  

● a questionnaire I used myself during interviews with the students: Questionnaire 2 (see 

Appendix 3); I noted all the participants’ answers and asked additional questions if some 

of them were not understood.  

Questionnaire 1 was given to the students to prepare them for the interview questions. 

Additionally, the students were told that soon they would be asked more detailed questions, 

similar to those written on their questionnaire and were given some time to prepare answers to 

the questions. Questionnaire 1 contained questions concerning: 

● the place where the participants began to learn English (Poland or Sweden)  

● the period of time they had studied English  

● their attendance at private English lessons or courses in the listed countries 

● English pronunciation; what methods of learning pronunciation they knew (the students 

were asked whether they knew a specific alphabet, repeated after the teacher, listened to 

others speaking English, or had perhaps been taught other methods that had not been 

mentioned) 

● adding any additional remarks about the subject of the questionnaire (in case the 

participants wanted to do so) 

Questionnaire 1 also contained a question concerning the importance of the proper pronunciation 

and intonation of English words and sentences (this question ranked the participants’ 

engagement in the process of learning the L2). It was subsequently not deemed to be within the 

scope of the study. (I decided not to include the students’ answers to this question in the study as 

the language use, subsection 3.5.4 seemed to be more relevant for the topic.) 
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Questionnaire 2 was a supplement to Questionnaire 1. In contrast to Questionnaire 1, the 

Questionnaire 2 questions were asked orally and became a form of interview. Even though some 

of the questions were repeated from Questionnaire 1, they were necessary as they allowed me to 

add further questions needed to receive answers as accurately as possible to make the gathered 

data more comparable and possible to understand. Questionnaire 2, in comparison to 

Questionnaire 1 included the questions asked in Questionnaire 1 as well as additional 

information such as: 

● the student's name, gender and number of years they spent in Sweden 

● what class the participant of the survey attended  

● the number of the recorded speaking text written after the recording (for administrative 

purposes) 

● ways of learning English pronunciation: 

○ places where the student learnt pronunciation: at school, outside school, in 

Poland/ Sweden 

○ other ways of learning English pronunciation: by repetition after the teacher, 

watching video blogs, working with coursebooks (that contained the IPA or other 

forms of a self-study pronunciation course), playing computer games etc. 

○ other ways not listed 

  

4.1.2 Sentences and words for the participants to read (speaking text) 

Eight sentences and two sets of words (Appendix 4) were chosen from Headway Intermediate 

Pronunciation (Cunningham and Bowler: 1990) and prepared for the participants of the survey 

to be read aloud and recorded. The overall aim of the speaking text was to find out if the Polish 

students: 

● were able to pronounce the given speaking text using English sounds, not sounds 

influenced by Polish or Swedish pronunciation. 

● pronounce English more accurately if they have lived and studied in Sweden for longer  

Taking this into consideration, the speaking text for the participants to read contained 83 words. 
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Even though the aim of it was to find all the pronunciation mistakes8 the participants 

made during reading it, some explanation of why this particular material was chosen is given 

below:  

 

1. I speak Swedish, but unfortunately, I don't speak Spanish.  

2. Excuse me, where can I get stamps?  

3. What time does it open?  

Examining vowels, diphthongs, consonants and /ə/ schwa in unfortunately, can and open. 

 

4. We invited thirty people to the party and only six came- we were so disappointed.  

Endings -ed pronounced as /ɪd/ in words: invited and disappointed. 

 

5. He's as blind as a bat.  

Examining /ə/ schwa in as. 

 

6. She likes reading books and playing computer games. 

7. Old Ben hasn't eaten his ham and eggs already, has he?  

8. I've just measured the yellow one.  

Examining: final devoicing in reading, playing and overgeneralisation during pronunciation of 

“ea” in already, eaten, measured, reading as well as /ʒ/ in measured. 

 

9. just, large, jet; red, trying, already; yes, yellow, toy; pleasure, vision, casual.  

10. arm, father, large; hot, rock, pot; blue, food, mood; near, here, dear; pure, tower, tourist.  

Examining consonants: /d/, /dʒ/, /j/, /ʒ/, as well as /u:/.  

 

4.2 Participants 

I recruited students who had Polish as their mother tongue for the study by contacting the Section 

of Mother Tongue Education in Södertälje municipality. This resulted in 14 individuals taking 

                                                           
8 The author’s initial plan was to count all pronunciation mistakes made by the participants during reading the 

speaking text like, for example, rhythm, intonation or connected speech, but they were not addressed in the study to 

narrow its scope. 
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part in the survey. The participants attended four schools in Södertälje in Sweden in November 

2016. They were 14 Polish students between 12 and 16 years of age, participating in Polish 

lessons: 7 male (M) and 7 female (F) individuals. After gathering the necessary data concerning 

their age and class they attended, the students, for the purpose of the study, were divided into two 

groups: Group I (students A, B, C, D, E, F, and G), and Group II (students H, I, J, K, L, M, and 

N). Group I consisted of the participants from classes 6 and 7 (4 female and 3 male students 

between 12 and 13 years of age) and Group II, of the students of 8 and 9 grades (3 female and 4 

male participants between 14 and 16 years of age). Details of the individual students are given in 

Tables 1 and 2.  

 

Table 1. Group I, 6th and 7th grade students 

Students A B C D E F G 

Age (in years) 12 12 12 12 12 13 13 

Class 6 6 6 6 6 7 7 

Gender F M M F F M F 

Years in Poland 10 9 7 7 7 10 2 

Years in Sweden 2 3 5 5 5 3 11 

 

Table 2. Group II, 8th and 9th grade students 

Students H I J K L M N 

Age (in years) 15 15 16 15 15 14 15 

Class 8 9 9 9 9 9 9 

Gender F M M F F M M 

Years in Poland 10 12 13 11 8 12 13 

Years in Sweden 5 3 3 4 7 2 2 
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In Group I, students A, B, C, D, and E are 12 and attend grade 6, whereas students F and G are 

13 and attend grade 7. In Group II, the youngest student M is 14 years old and attends 9th grade, 

the oldest participant is 16 and is in 9th grade as well. There is only one student, H, who attends 

grade 8. None of the students in either group was born in Sweden. The youngest came here at the 

age of 2 (student G), the oldest, at the age of 13 (students J and N). The individual who has 

stayed in Sweden the longest is student G (11 years). Students A, M, and N have lived in Sweden 

for the shortest period of time, 2 years. 

 

4.3 Procedure  

The survey took place during Polish lessons (in a separate room at school, individually), at home 

(two participants felt more comfortable there) and, partly, in the library (one participant’s 

recording was made there due to earlier problems with the mp3 player). To gather the data 

necessary for the survey, the following steps were taken: 

● I met teachers who teach Polish to inform them about the survey and choose the 

appropriate classes, dates, and places to conduct the survey  

● I met headmasters of the schools and asked for their permission to conduct the survey 

● I went to a school/ home/ library to gather the data 

● the Polish teachers informed the students about the survey and that the participation in it 

was not obligatory 

● I informed the students that the survey was anonymous and its results would only be used 

by me (and if necessary, the questionnaires and recordings would be shown to confirm 

the validity of the data); the students were also asked not to introduce themselves with 

their real names 

● the students received Questionnaire 1 (in Polish) to fill in (with a request to inform the 

Polish teacher when they finished and were ready to participate in the next part of the 

survey) 

● when ready, each student came with me to a nearby room where I interviewed them; they 

answered questions from Questionnaire 2; I wrote every participant’s answers on a 

separate copy of Questionnaire 2 
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● the student was given the speaking text to read aloud, was informed that his or her 

pronunciation would be recorded and given time to prepare  

● the speaking text was recorded (or re-recorded when a student was not satisfied with his 

or her reading) and then it received a number 

 The analysis of the gathered data was done by dividing the participants into two groups 

according to their age and class. Next, I designed tables to list the variables gathered from the 

students’ questionnaires and interviews (see Appendix 5) and replaced the students’ names with 

the letter of the alphabet.9 After listening to every recording (several times), writing and counting 

down every student’s pronunciation of the text (using the IPA), I marked different types of 

mistakes the students made with different colours of markers to symbolise, respectively, Polish 

or Swedish pronunciation mistakes (sometimes one word was marked with different colours). I 

also marked words that were difficult to recognise (for example, student E uttered tourist as 

/'tiʃuəs/) and used a different colour to symbolise pronunciation problems other than the listed 

earlier (for example, additional letter pronounced by the student that did not appear in the 

speaking text). This procedure proved to be very useful. Furthermore, I made the list of all words 

of the reading text one under the other and added the wrongly uttered variation of the particular 

word to the list of mistakes made by all participants of the survey. Additionally, I counted and 

wrote down the list of wrongly uttered words in alphabetical order (see Appendix 6). Finally, I 

chose the appropriate variables (taken from Questionnaire 2 and the list of wrongly uttered words 

in the alphabetical order) to create data useful for Results and discussion section.  

  The amount of the gathered data was enormous and the phonetic transcription of around 

1200 words took a lot of time. Taking this into consideration, I reduced the number of variables 

initially introduced to the study by excluding: 

○ the participants’ answers connected with their motivation to utter English words 

more accurately  

○ connected speech 

○ rhythm, stress, and intonation 

○ counting the number of pronunciation mistakes within one word 

                                                           
9 The original idea was to give the students different names but it was not done to make the study results more 

transparent. 
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A difference in pronunciation between Polish and English vowels, to me as a Pole, was 

extremely difficult to distinguish so I decided to list in Appendix 6 only those pronunciation 

mistakes made by the participants of the study that I was able to recognise. Cambridge Advanced 

Learner’s Dictionary (2013), Longman Pronunciation Dictionary (2008), and Macmillan 

English Dictionary (2002) were used to check the correct pronunciation of the words, as 

necessary.  

The majority of the participants read the given English sentences and sets of words with a 

strong Polish accent, so the best solution of counting the wrongly uttered words was paying 

attention to the number of major mistakes the individuals made during the reading. For example, 

in Polish and Swedish /d/, /n/, and /t/ are dental but in English they are alveolar (on the gum 

ridge) (Śpiewak and Gołębiowska 2001: 166); the pronunciation of words in which these sounds 

appeared and were uttered in a Polish manner (like /d/ in dear, /n/ in and, and /t/ in it) were not 

treated as mistakes. Every wrongly pronounced word was considered to be one mistake, no 

matter whether it contained more pronunciation errors within it; for example, the number of 

mistakes in word people (read as /'pepul/) was counted as one wrongly uttered word. 

Contractions: don’t, he’s, hasn’t, I’ve, were treated as one word.  

 All the participants read the given speaking text as quickly as they could as if the fluency 

of L2 depended on the reading speed, even though they were asked not to do that. The tempo, to 

some extent (not reading as or reducing games to game), affected the results of the survey.  

 

5. Results and discussion 

The results are discussed as they are presented, as it is easier to show and analyse the students’ 

pronunciation mistakes at once. This section is divided into five sub-sections. In 5.1, the focus is 

on the way the Polish students pronounce the given speaking text. The next four subsections are 

related closely to factors affecting degree of foreign accent in L2: age, gender, formal 

instruction, and language use.  

 

5.1 Polish and Swedish influence on pronunciation 

This section is divided into three subsections: 5.1.1–5.1.3. Subsection 5.1.1 presents the overall 

information about the pronunciation mistakes the participants of the survey made during reading 



 

18 
 

the speaking text as well as presents the words pronounced correctly. Subsection 5.1.2 takes into 

consideration Polish influence on English pronunciation, whereas subsection 5.1.3 examines 

whether being exposed to Swedish on a daily basis also influences English pronunciation. 

 

5.1.1 Number of pronunciation mistakes made 

The speaking text consisted of 96 words. After excluding the words that appeared more than 

once, the number of words taken into consideration during counting the pronunciation mistakes 

the students made was reduced to 83. An overall picture of the number of pronunciation errors 

made by the individual students in the groups is presented in Tables 3 and 4.  

 

Table 3. Numbers of mistakes made by students in Group I 

Students A B C D E F G 

Number of mistakes 12 41 21 29 29 29 7 

 

Table 4. Numbers of mistakes made by students in Group II 

Students H I J K L M N 

Number of mistakes 15 3 20 13 3 36 35 

 

The number of pronunciation mistakes was very varied. The lowest number of mistakes in Group 

I was 7 (student G) and the highest number of mistakes in pronunciation was 41 (student B). In 

Group II, the lowest number of mistakes in pronunciation was 3 (students I and L) and students M 

and N made the most mistakes within this group (36 and 35 respectively). The majority of the 

participants read the given English sentences and words with a strong Polish accent. The 

pronunciation mistakes, transcribed into the IPA, are shown in Appendix 6. 

The major problems the students had with the speaking text were with words such as: 

disappointed, does, measured, pleasure, tourist and unfortunately. The word unfortunately was 

especially difficult to produce; only student L pronounced it in an appropriate way. Others 

uttered it as: /anfɒr'taneli, an'fortertli, anfortu'naliti, an'fo:tneli, an'fɔ:tʃnəli, i'fortli, ɪn'foteli, 

infor'manetli, 'juniform, un'fortʃuneli, unfor'tunetli, unfur'natli/ (see Appendix 6). One has to 



 

19 
 

mention that none of the students asked about the meaning of this word or its pronunciation 

before they started reading the text, every student “invented” their own utterance and 13 students 

mispronounced it. Several of the utterances presented above would not be recognised by a native 

speaker of English, for example /i'fortli, ɪn'foteli/ or /'juniform/. The same situation appeared in 

case of the word measured, uttered as /mas'sured, 'mesɜːd, mesʃɜːd, me'sured, 'mesʃurit, 'meʃɪn, 

mis'sured, mis'ʃured, 'mi:ʃɜːd, 'miʒɜːd/, 11 out of 14 participants produced it wrongly; the 

pronunciations of this word as /mas'sured/ or /‘meʃɪn/ would not be recognisable by the majority 

of speakers. 

There were 29 words that none of the participants had problems pronouncing:  

● pronouns: I, he, his, it, me, she, we  

● words which read in a Polish manner sound almost the same: get, ham, only, pot, six, 

stamps 

● words known from the beginning of school education, when teachers pay special 

attention to uttering them: blue, can, has, old, speak, so, some, time, what, yes 

● words read in a proper way because English “y” is always pronounced as /j/: toy, yellow 

● international words such as games, party, rock; these are well-known words so 

probability that the participants did not know them was minimal  

 

5.1.2 Polish mistakes 

The majority of the participants of the survey read a part of the speaking text by pronouncing 

every letter (as in Polish), by overgeneralisation (see subsection 3.2) or reading words they did 

not know as by changing them into words they knew. The typical examples are does and tourist 

(see Appendix 6); 10 participants produced these words wrongly. Does was read as /does/ 

(Polish reading), /doz, dos/ (overgeneralisation) or /dæt/ (a word already known: that). Tourist 

was pronounced as /'turist, tourist, 'towrist/ (Polish reading) and /'tiʃuəs/ (a word already known: 

tissue). The students who did not make these mistakes were participants: G, I, K, and L. 

Additionally, the students tended to mispronounce the endings -ing in playing, reading and 

trying as /ing, ink/, not /ŋ/. The students who did the greatest number of this mistake were 

students C and M. Furthermore, the participants made pronunciation mistakes by final devoicing 
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of /d/ at the end of a word, so blind was read as /blint/10 by students B, M, N, food as /fu:t, fut/ by 

students B, E, F, H, J, and M.  

 

5.1.3 Swedish mistakes 

The participants in the survey sometimes seemed to pronounce particular words of the given 

speaking text under influence of Swedish (see 3.3); they uttered measured as /mesʃɜːd, 'mesʃurit, 

'meʃɪn, mis'ʃured, 'mi:ʃɜːd, 'mi:ʃɜːt/, pleasure as /'plisʃur/, thirty as /ʃɜːti/ and vision as /'viʃiow, 

viʃions, 'wisjun/. Furthermore, some words were pronounced in a “Swedish” way; these words 

were: Ben, dear, large, and near; Ben was read as /bjen/ (ben is leg in Swedish), dear was 

pronounced as /dar/ (där means there) large became /'leŋge/ ( länge means a long time), and 

near became /nar/ (när means when). It is worth noticing that, “e” in, already mentioned, Ben 

became /je/: /bjen/ and “o” in does was pronounced as /u/ (/dues/) by student H; these words 

could be uttered in this way because of the influence of Swedish pronunciation of letters “o” and 

“e”. It is widely known among Polish learners of Swedish that Swedes utter some “o” as close to 

Polish /u/ (hence, /u/ in does) and that Swedish accented “e” is heard by Polish speakers as 

Polish /je/, so Ben was pronounced as /bjen/. It is interesting that Swedes seem not to have such 

problems when they utter Ben, dear, large, and near (see 3.3).  

 One has to mention that the participants of the study also made mistakes characteristic of 

both languages; they usually pronounced the words containing /ə/ (in as, can, open) without 

reducing the sound as well as uttered just as /ju:st, just, dʒust/ and the as /de, te, ve/. 

Furthermore, the students pronounced mood in, either a Polish or Swedish way. The Polish 

influence on pronunciation of this word could be connected with reading double “o” in mood as 

/o/ and final devoicing of /d/ (so mood became /mot/) or by pronouncing this word as /mu:t, mut/ 

which could be connected with their attempt of making unknown words familiar (as mot means 

towards in Swedish). The “Swedish” pronunciation mistakes did not depend on whether the 

participant had lived in Sweden for a longer or shorter period of time. 

 

                                                           
10 Of course, there is also the additional mistake, /i/, in /blint/. 
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5.2 Age of learning L2 

The participants in this investigation were between 12 and 16 years of age and had started being 

exposed to English from the first grade of primary education when they were 7; meaning that 

every student started learning English before the CP identified for L2 learning (with the 

exception of Long 1990, see 3.5.1). Two tables below (Table 5 and Table 6) show how much 

time the particular participant spent in Poland and Sweden. For example, student A spent 10 

years in Poland and 2 years in Sweden, which means that the individual left Poland at the age of 

10 and now he or she is 12 years old (10+ 2=12). After each table, its results are analysed. 

 

Table 5. Group I. The period of time participants were exposed to English in Poland and Sweden 

Students A B C D E F G 

Years in Poland 10 9 7 7 7 10 2 

Years in Sweden 2 3 5 5 5 3 11 

Number of mistakes 12 41 21 29 29 29 7 

 

Comparing the difficulties Polish and Swedish learners of English may face during learning an 

L2 (see 3.2 and 3.3), Swedes seem to have fewer problems with English pronunciation than 

Poles due to similarities between Swedish and English. This may imply that the students who 

have been exposed to Swedish from an earlier age make fewer pronunciation mistakes. 

Furthermore, Piske et.al. (2001: 197) wrote that the more fully the L1 is developed when the L2 

starts to be learnt, the more strongly the L1 will influence the L2; as shown in Table 5, student G 

from Group I came to Sweden at the age of 2 and has been exposed to Swedish for 11 years. This 

student made the least pronunciation mistakes within Group I. Long (1990) claims that L2 is 

spoken in a better way when it is learned by the age of 6 years; student G learnt English having 

the Swedish “base”, so she could have fewer problems with imitating English pronunciation 

from the very beginning of her school education. On the other hand, student A made 12 

mistakes, which is the second best result in this group, even though she was exposed to Polish 

for the longest period of time (10 years). The rest of the students from Group I, who came to 

Sweden at the age of 7 or later, made from 21 to 41 mistakes. The results in Table 5 may suggest 
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that many other variables than age of learning L2 must influence pronunciation. All the students 

from Group II, on the other hand, came to Sweden with fully developed Polish language; the 

youngest participant was 8 years old and the oldest was 13. The students’ age is shown below in 

Table 6. 

 

Table 6. Group II. The period of time participants were exposed to English in Poland and 

Sweden 

Students H I J K L M N 

Years in Poland 10 12 13 11 8 12 13 

Years in Sweden 5 3 3 4 7 2 2 

Number of mistakes 15 3 20 13 3 36 35 

 

Table 6 shows that students with the least number of years of being in Sweden usually made 

more mistakes (participants M, N and J pronounced 36, 35 and 20 words wrongly respectively). 

On the other hand, student I, being exposed to English in Sweden for almost the same amount of 

time student J was (3 years), made as few mistakes as student L did, even though student L had 

been in Sweden for 7 years. It seems that mastering English pronunciation depends on other 

factors than just exposure to the foreign language(s) before the CP. However, there is a tendency 

to have better English pronunciation in Group II in cases when a participant at the time of the 

study had been in Sweden for four or more years; students M and N made the greatest number of 

mistakes and they had been in Sweden for two years, whereas Students L, K, and H had fewer 

problems as they had been in Sweden for 7, 4 and 5 years respectively. Moreover, as all the 

students from Group II but one (student H) attended 9th grade; they were expected to make a 

smaller number of mistakes than the students from Group I. This was not true with students M 

and N.  

The students’ results (excluding student I) suggest that the level of English pronunciation 

they achieved may, to some extent, depend on for how long the students have lived Sweden. The 

correlation between numbers of years spent in Sweden and fewer pronunciation mistakes 

becomes more visible if we compare Table 5 with Table 6 and look for the number of years the 
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students have lived in Sweden. It seems that residing in Sweden for four or more years may, to 

some extent, result in better pronunciation of English. This tendency is also visible when we 

notice the number of mistakes made by the students from Group II. Of course, due to the number 

of participants who took part in the survey, this tendency can be only assumed.  

 

5.3 Gender and L2 pronunciation 

In Group I there were 4 female students (F) and 3 male students (M). In Group II there were 3 

female students and 4 male students. 

 

Table 7. Group I: The participants’ gender and the number of mistakes they made  

Students A B C D E F G 

Gender F M M F F M F 

Number of mistakes 12 41 21 29 29 29 7 

 

As shown in Table 7, the female students G and A made the least pronunciation mistakes (7 and 

12 respectively), whereas the male student B had the biggest problem with reading the given 

sentences and words in a proper way and uttered 41 words wrongly. Two male and two female 

students (C, D, E, and F) made between 21 and 29 pronunciation mistakes. The given numbers 

indicate that the female students in Group I tended to have fewer problems with the correct 

utterance of English words than male students; the number of mistakes that female students 

made, 77 mistakes, gives a mean of 19.25 mistakes every girl made, whereas to the male students 

the number of the wrongly uttered words was 91 with a mean of 30.33 mistakes. According to 

Asher and Garcia (1969: 339), gender is a significant factor influencing the level of foreign 

accent and girls tend to be better in achieving near-native pronunciation than boys. This theory 

seems to be relevant to Group I. 
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Table 8. Group II: The participants’ gender and the number of mistakes they made  

Students H I J K L M N 

Gender F M M F F M M 

Number of mistakes 15 3 20 13 3 36 35 

 

In Group II, the male student I and the female student L made 3 pronunciation mistakes, 

suggesting that accurate pronunciation is not dependent on the participants’ gender, but still there 

are two male students, M and N, who made 36 and 35 pronunciation errors respectively. 

According to this table, the female students tend to have better pronunciation than the male 

students, even though students I and L had the same number of mistakes: the girls made 10.33 

errors on average, whereas the mean for the boys was 23.5 mistakes. Table 8 shows that the 

general trend described by Asher and Garcia (1969) also refers to this age group. The suggestion 

by Flege et al. (1995) that male students in this age group pronounce L2 better seems to be 

contradicted by the results of this study. 

 

5.4 Formal instruction 

The participants in the survey were asked questions concerning ways of learning English 

pronunciation at school. The results are shown in Table 9, where plus (+) indicates that the 

students received formal instruction, minus (–) shows the lack of it.  

 

Table 9. Formal instruction the students in Group I received and number of mistakes they made 

Students A B C D E F G 

The Phonetic Alphabet (IPA) – – – – – – + 

Using the IPA to learn – – – – – – – 

Using google translator – – – + – – – 

Repetition after the teacher – – – – – + + 

Reading aloud a given text + – – – – – – 
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Using course books + + – – – – – 

Number of mistakes 12 41 21 29 29 29 7 

 

Table 9 lists tools (treated as variables) that may be used at schools to achieve better English 

pronunciation. Some of the variables (the IPA, using the IPA to learn, google translator, and 

using course books) need further explanation: 

● the IPA itself and using the IPA to learn does not mean the same; knowing the IPA does 

not imply that the IPA is used as a learning tool in the classroom (I wanted to know how 

many participants of the study were taught the IPA and how many of them are taught 

new vocabulary together with its pronunciation transcribed into the IPA)  

● Google translator “reads” a written word aloud (I was told that many students in Sweden 

use it to learn how to pronounce a word they do not know) 

● English course books usually contain mp3 recordings of the texts, a list of phonetic 

symbols, and words together with their pronunciation, which makes them a self-study 

pronunciation course (see 3.1.2) 

Table 9 shows that the student G, who received instruction on the IPA and repeated 

words after the teacher, had better pronunciation results: only 7 mistakes. Student A used course 

books and read aloud a given speaking text and uttered only 12 words with pronunciation errors. 

These results show that students who received two methods of formal instruction had a better 

result in pronouncing English words. According to the shown above Table 9, when one or no 

method of learning pronunciation was used, this resulted in a higher number of pronunciation 

mistakes; using google translator alone (student D), repetition after the teacher (student F), using 

course books (student B), or not using any sources at all (as students C and E) resulted in many 

incorrect utterances. Table 10, relating to Group II, shows a similar pattern. 
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Table 10. Formal instruction the students in Group II received and number of mistakes they 

made 

Students H I J K L M N 

The Phonetic Alphabet (IPA) – – – – + – – 

Using the IPA to learn – – – – + – – 

Using google translator – + – – – – – 

Repetition after the teacher – + + + – + + 

Reading aloud a given text – – – – – – – 

Using course books + – – – – – – 

Number of mistakes 15 3 20 13 3 36 35 

 

According to Table 10, the best results were achieved by students I and L. Student L knew the 

phonetic alphabet and used it on a daily basis, whereas student I accomplished one of the best 

results by repetition after the teacher and google translator. Combining two methods of formal 

instruction together, as was noted in Group I, resulted in better pronunciation in these cases: both 

students made only 3 mistakes each. It seems that this factor can be important when at least two 

methods of formal instruction are combined; this may have a greater effect on L2 accuracy, 

although, as Piske et al. (2001) pointed out, L2 teaching pronunciation is not paid too much 

attention in most foreign language classrooms ( Piske et al. 2001: 201). Repetition after the 

teacher alone (students J, K, M, and N) as well as using course books only (student A) seemed 

not to improve the students’ abilities to pronounce words and sentences in a better way. 

 

5.5 Language exposure and use 

Table 11 shows whether or not the participants of the survey learn English outside the classroom 

and if speaking English with native speakers of that language at home has an effect on students’ 

pronunciation of English sentences and words (Tables 12 and 13 show once more whether the 

students used google translator because this tool of learning L2 was also used by some of them 

outside the classroom). 
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Table 11. Language use versus the number of students’ pronunciation mistakes in Group I 

Students A B C D E F G 

Using google translator – – – + – – – 

Using the IPA to learn – – – – – – – 

Private lessons/courses – + – – + – – 

Watching TV – – + + + – + 

Watching films + – + + + – + 

Playing computer games + + + – + + – 

Watching video blogs + – – – – – + 

Watching YouTube + – + + + – – 

Talking to friends – – – – – – – 

Number of mistakes 12 41 21 29 29 29 7 

 

Table 11 is difficult to interpret due to variable results. It is worth mentioning that students G and 

A, who made the fewest pronunciation mistakes: 7 and 12 respectively, both watched video 

blogs in English; the rest of the group did not do that. Other factors did not appear to influence 

the participants’ ability to utter English sounds in a better way. It seems that neither private 

English lessons, which two of the students (student B and E) had in Poland, nor google 

translator, which student D used, had an impact on the participant's ability to speak better 

English (students E and F did not use google translator as a way of checking the pronunciation 

and had the same number of pronunciation mistakes: 29). None of the students talked to friends 

using English and no one used the IPA as a tool to learn English pronunciation either. 

The students in Group II received results which were more easily interpreted when it 

comes to language use outside the classroom. 
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Table 12. Language use versus the number of students’ pronunciation mistakes in Group II 

Students H I J K L M N 

Using the IPA to learn – – – – + – – 

Using google translator – + – – – – – 

Private lessons/courses – + + – + – – 

Watching TV – + – + – + – 

Watching films – + + + + – – 

Playing computer games – + + – – + + 

Watching video blogs – + + + + – – 

Watching YouTube – + + + + + – 

Talking to friends + – – + + –  – 

Number of mistakes 15 3 20 13 3 36 35 

 

Table 12 illustrates that the lowest number of mistakes was made by students I and L, who used 

either the IPA or google translator for learning English pronunciation, and most interestingly of 

all, said “yes” to at least 6 factors connected with speaking English outside school. There is one 

exception to this rule, though: student H achieved reasonably good level of English 

pronunciation by talking to her English-speaking friends abroad. Students L and K had also the 

same sort of friends with whom they talked using English, but student K said “yes” to five 

factors of language use only. Participants M and N made 36 and 35 pronunciation mistakes 

respectively, even though they said that sometimes they talk in English to their friends, but 

during the interview they said that they speak English at school, not at home. This finding is in 

accordance with Purcell and Suter (1980) who wrote that speaking English with native speakers 

of that language at school did not affect English pronunciation. Students M and N used English 

only at school and that seems to be in accordance with Purcell and Suter's research (see 3.5.4). 

What is more, the same authors as well as Tahta et al. (1981) found that speaking English with 

native speakers of that language at home is an important factor leading to better English 
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pronunciation (Piske at al. 2001: 203). Tahta et al. (1981) also wrote that “with continued 

practice and exposure to appropriate models, proficiency in speaking an accent-free L2 might 

continue to grow” (Tahta et al. 1981: 266). Students H, K, and L interacted with native speakers 

of English and student I said “yes” to seven factors listed in the table, so they exposed 

themselves expressly to the proper English pronunciation outside the classroom more often than 

other participants. Speaking English with native speakers as well as being exposed to English 

may, therefore, lead to English sentences and words in a better way.  

 To sum up, in Group I, students G and A made the lowest number of mistakes within 

their group. What they had in common was watching video blogs. In Group II, saying “yes” to at 

least 6 factors connected with speaking English outside school resulted with making the least 

number of mistakes; here, the common factors that led to better utterance of English words were: 

using the IPA(or google translator), having private lessons, watching YouTube, video blogs and 

English films. 

  

6. Summary and conclusion  

The aim of the study was to reveal to what extent Polish students' pronunciation in English is 

influenced by living in Sweden. Factors affecting L2 pronunciation such as Polish and Swedish 

pronunciation, age of beginning to learn English and coming to Sweden (the length of time of 

being in Sweden), gender, formal instruction concerning pronunciation, exposure to English and 

using English were taken into consideration. Fourteen Polish students of English between 12 and 

16 years of age, who had been in Sweden for two or more years, participated in this study. They 

answered the questionnaire and interview questions and their pronunciation of the speaking text 

(later transcribed into the IPA) comprised the data used in this study.  

The majority of students read the speaking text with a strong Polish accent and made 

pronunciation mistakes typical of Polish learners. However, some of the participants of the 

survey also read the text using Swedish equivalents of words or sounds. Analysis of factors other 

than Polish or Swedish influence on pronunciation showed that even though the age of beginning 

to learn English was the same for all participants of the study, the length of time of being in 

Sweden (for four or more years; the participants’ age of coming to Sweden was not that 

important) seemed to result in better pronunciation. Furthermore, the participants’ gender (in 
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favour of the female students) and formal instruction (learning pronunciation at school and 

combining at least two methods of formal instruction) resulted in better English pronunciation. 

Moreover, language exposure and use outside the classroom (watching blogs, films and talking 

to friends outside school) also resulted in better English pronunciation. 

The study is limited due to the amount of time and length of text intended for an essay of 

this kind as well as the number of the participants who took part in the survey. However, it 

showed that factors like the length of time of being in Sweden and formal instruction may 

influence better English pronunciation. Only one student admitted that she used the IPA to learn 

(and made only three pronunciation mistakes during reading the speaking text).  

This study has explored only some of the many factors influencing English 

pronunciation. There are other aspects of pronunciation like, for example, students' motivation or 

language learning aptitude that could be explored in future studies. 
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Appendices  

Appendix 1. The pronunciation of Polish vowels  

The pronunciation of Polish vowels differs from English ones. Their description is presented 

according to Puppel, S., Nawrocka-Fisiak, J., Krassowska, H. (1977: 21–41).  

 

/a/: the body of the tongue is in its neutral position, the mouth is open, the jaw is lowered. 

 

/e/: the body of the tongue is in front position but not lifted as much as it is with /i/. The jaw 

is lowered. The month is in half-open position. 

 

/i/: the lips should be spread and are close to each other, the body of the tongue is in front 

position and its tip almost touches the hard palate.  

 

/o/: the back of the tongue is slightly lifted. The mouth is open. The lips are slightly 

rounded, not that much as it is with the case of /u/. 
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/u/: the body of the tongue is moved backwards and the arch of it is in back position. The 

lips are drawn slightly forward and strong rounded. 

 

Appendix 2A. Questionnaire 1 (Polish version) 

1. Gdzie i kiedy zacząłeś/ zaczęłaś uczyć się języka angielskiego? (w Polsce/ w Szwecji) 

2. Jak długo uczysz się języka angielskiego? 

3. Czy miałeś/ miałaś/ masz prywatne/ dodatkowe lekcje z języka angielskiego? 

4. Czy byłeś/byłaś uczona zasad wymowy angielskiej? W szkole/ prywatnie? 

5. Jeśli tak, w jaki sposób odbywała się nauka? (specjalny alfabet/ powtarzanie za nauczycielem/ 

słuchanie nagrań/ inne sposoby). 

6. Jak ważna jest dla Ciebie właściwa wymowa i intonacja angielskich słów i zdań? (skala 1-5; 

1- nie jest mi specjalnie potrzebna, 5-jest mi bardzo potrzebna) 

7. Czy chciałbyś/ chciałabyś coś dodać? 

 

Appendix 2B. Questionnaire 1 (English version) 

1. When and where did you begin to learn English? (in Poland/ in Sweden) 

2. How long have you been learning English? 

3. Have you had/ Do you have private English lessons? 

4. Have you been taught English pronunciation? At school/ private lessons? 

5. If the answer is 'yes', what method has been used? (specific alphabet/ repeating after the 

teacher/ listening/other methods). 

6. How important is the proper pronunciation and intonation of English words and sentences to 

you? (range: from 1 to 5 points, where 5 means extremely important and 1 means not that 

important). 

7. Do you want to add something? 
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Appendix 3. Questionnaire 2 

1. Name/ recording number/ sex/ age/ class/ years in Sweden (in November 2016). 

 

2. How important is proper English pronunciation to you? 

(rank: from 1 to 5 points, where 5 means extremely important and 1 means not that important). 

 

3. Ways of learning English pronunciation: 

     at school     outside school     in Poland     in Sweden 

(1)-the phonetic alphabet (IPA) 

(2)-repetition after the teacher 

(3)-TV  

(4)-films 

(5)-computer games   

(6)-watching blogs  

(7)-YouTube  

(8)-books/ course books 

(9)-other ways  

 

Appendix 4. Sentences and words for the students to read (speaking text) 

1. I speak Swedish, but unfortunately, I don't speak Spanish. 

2. Excuse me, where can I get stamps? 

3. What time does it open? 

4. We invited thirty people to the party and only six came- we were so disappointed. 

5. He's as blind as a bat. 

6. She likes reading books and playing computer games. 

7. Old Ben hasn't eaten his ham and eggs already, has he? 

8. I've just measured the yellow one. 

9. just, large, jet; red, trying, already; yes, yellow, toy; pleasure, vision, casual, 

10. arm, father, large; hot, rock, pot; blue, food, mood; near, here, dear; pure, tower, tourist. 
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Appendix 5. Students' data 

Group I / students A B C D E F G 

Age (in years) 12 12 12 12 12 13 13 

Class 6 6 6 6 6 7 7 

Gender F M M F F M F 

Years in Poland 10 9 7 7 7 10 2 

Years in Sweden 2 3 5 5 5 3 11 

The Phonetic Alphabet (IPA) – – – – – – + 

Using the IPA to learn – – – – – – – 

Using google translator – – – + – – – 

Repetition after the teacher – – – – – + + 

Reading aloud a given text + – – – – – – 

Using course books + + – – – – – 

Private lessons/courses – + – – + – – 

Watching TV – – + + + – + 

Watching films + – + + + – + 

Playing computer games + + + – + + – 

Watching video blogs + – – – – – + 

Watching YouTube + – + + + – – 

Talking to friends – – – – – – – 

Number of mistakes 12 41 21 29 29 29 7 
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Group II / students H I J K L M N 

Age (in years) 15 15 16 15 15 14 15 

Class 8 9 9 9 9 9 9 

Gender F M M F F M M 

Years in Poland 10 12 13 11 8 12 13 

Years in Sweden 5 3 3 4 7 2 2 

The Phonetic Alphabet (IPA) – – – – + – – 

Using the IPA to learn – – – – + – – 

Using google translator – + – – – – – 

Repetition after the teacher – + + + – + + 

Reading aloud a given text – – – – – – – 

Using course books + – – – – – – 

Private lessons/courses – + + – + – – 

Watching TV – + – + – + – 

Watching films – + + + + – – 

Playing computer games – + + – – + + 

Watching video blogs – + + + + – – 

Watching YouTube – + + + + + – 

Talking to friends + – – + + –  – 

Number of mistakes 15 3 20 13 3 36 35 
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Appendix 6. Students’ pronunciation mistakes 

Word Error Word Error 

and11 

-  

already 

- 

- 

- 

arm  

- 

as 

- 

- 

- 

bat 

- 

Ben 

- 

blind 

- 

- 

books 

but 

- 

came 

- 

/and/  

/ant/ 

/'alredi/ 

/'alri:/ 

/'al'rajdi/ 

/'aredi/ 

/ams/ 

/'armi/ 

/a/ 

/as/  

/ænd/ 

/es/ 

/bat/ 

/bejt/  

/bin/ 

/bjen/ 

/bint/ 

/blind/ 

/blint/ 

/boks/ 

/bu/ 

/but/  

/kam/ 

/kams/ 

measured 

- 

- 

- 

- 

- 

- 

- 

- 

- 

- 

mood 

- 

- 

near 

- 

- 

n’t (not) 

one 

- 

open 

people 

- 

playing  

/mas'sured/ 

/'mesɜːd/ 

/me'sured/ 

/mesʃɜːd/ 

/'mesʃurit/ 

/'meʃin/ 

/mis'sured/ 

/mis'ʃured/ 

/'mi:ʃɜːd/  

/mi:ʃɜːt/ 

/'miʒɜːd/ 

/mot/  

/mu:t/ 

/mut/ 

/nar/ 

/neɜː/ 

/nɜː/ 

see: hasn’t 

/on/ 

/one/ 

/open/ 

/pe’ople/  

/'pepul/  

/'plejniŋg/  

                                                           
11 As a Pole, I have problems distinguishing between /ʌ/, /ɒ/, /ʊ/, and Polish /a/, /o/, /u/ (see 3.2 and 4.3) so I did not 

count Polish pronunciation of those vowels as mistakes. However, it is not difficult for me, or any Pole, to 

distinguish between /ə/, /ɪ/ and /e/, /i/: /ə/ should be almost not noticeable and pronunciation of /ɪ/ is very similar to 

Polish /y/ (“y” in Polish is a vowel). 
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casual 

- 

- 

- 

- 

- 

- 

- 

computer 

- 

dear 

- 

disappointed 

- 

- 

- 

- 

- 

- 

does 

- 

- 

- 

- 

don’t12 

eaten 

- 

- 

/'kasu/  

/'kasual/ 

/ka'sual/  

/'kasuel/  

/'kazual/ 

/'kieʒual/ 

/'kosul/ 

/tsau'sal/  

/'komputɜː/ 

/'kompjutə/ 

/dar/ 

/deə/ 

/di'pointed/ 

/disa'poined/  

/disə'poined/ 

/disə'pointed/ 

/disou'pintet/ 

/dis'painter/ 

/dis'pointed/ 

/does/ 

/dos/ 

/dous/ 

/doz/  

/dues/ 

/dont/ 

/'eanten/  

/eitiŋ/ 

/i:ten/ 

pleasure 

- 

- 

- 

- 

- 

- 

- 

pure 

- 

- 

- 

- 

- 

reading 

- 

- 

- 

red 

- 

- 

Spanish 

Swedish 

the 

- 

- 

thirty 

- 

/'plauser/  

/'pleisur/ 

/'plissur/  

/'plisʃur/ 

/'pli:sur/  

/'plizer/ 

/'pliʒɜː/ 

/po'luʃe/  

/par/ 

/por/ 

/pu:r/ 

/pu(r)/ 

/pur/  

/pure/ 

/reding/ 

/rediŋ/ 

/reidiŋ/  

/ridink/ 

/redi/ 

/ret/ 

/rid/ 

/'spainʃ/ 

/swediʃ/  

/de/ 

/te/ 

/ve/ 

/dɜːti/ 

/tɜːti/  

                                                           
12 don’t, hasn’t, he’s, and I’ve are considered a single mistake each; it is impossible to take the words do, has and 

have separately and preserve the way they were read by the participants of the study. 
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eggs 

excuse 

father 

- 

food 

- 

(he)'s  

- 

hasn’t  

- 

- 

- 

have 

here 

(I)'ve 

- 

- 

hot 

- 

- 

invited 

-  

- 

- 

is (‘s) 

jet  

just 

- 

- 

/iks/ 

/eks'plouz/ 

/father/  

/foder/ 

/fu:t/ 

/fut/  

/(hi) has/ 

/hi/ 

/'hasent/  

/'hasnt/ 

/hæst/ 

/hen(d)st/ 

see: (I)'ve 

/her/ 

/'(aj)ve/  

/('aj)vi/ 

/i:/ 

/fot/  

/het/  

/hout/  

/in'vaidet/ 

/in'vejded/ 

/in'vinted/  

/in'vited/ 

see: (he)’s 

/jet/ 

/ju:st/  

/just/  

/dʒust/  

- 

- 

- 

- 

- 

to 

tourist 

- 

- 

- 

tower 

- 

- 

- 

- 

trying 

- 

- 

- 

- 

unfortunately 

- 

- 

- 

- 

- 

- 

- 

- 

/thirti/ 

/triti/  

/'θirt/ 

/'θirti/  

/ʃɜːti/ 

/to/ 

/'torist/ 

/'towrist/  

/'tiʃuəs/ 

/'tuərɪʃ/  

/'dower/ 

/towə/ 

/'towɜː/  

/towel/ 

/’tower/  

/'traing/ 

/‘traink/  

/traj/ 

/'trejnink/  

/tro:niŋ/ 

/anfor'taneli/ 

/an'fortertli/ 

/anfortu'naliti/ 

/an'fo:tneli/ 

/an'fɔ:tʃnəli/ 

/i'fortli/ 

/ɪn'foteli/ 

/infor'manetli/ 

/'juniform/ 
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large 

- 

- 

- 

- 

- 

- 

- 

- 

- 

likes 

 

/'lardʒi/ 

/'larg/ 

/lartʃ/ 

/lawgre/ 

/lɜː dʒ/ 

/'lejgri/ 

/'leŋge/  

/'lengur/  

/'lerdʒ/ 

/’lertʃ/ 

/laikes/ 

 

- 

- 

- 

‘ve 

vision 

- 

- 

- 

- 

were 

 

 

/un'fortʃuneli/ 

/unfɒr'tunetli/ 

/unfur'natli/ 

see: I’ve 

/'wisjon/ 

/'wisjun/ 

/’viʃions/ 

/'viʃiow/  

/'vison/ 

/a:/ 

 

 

 

 

 

 Appendix 7. List of phonetic symbols 

The following International Phonetic Alphabet (IPA) symbols are used in the essay to represent 

either the English sounds shown, or their reasonably close equivalents in other languages (Swan 

and Smith 2001: ivx–xv). 

 

Vowels      

/iː/ as in peat /piːt/      /ɔː/ as in port /pɔːt/   

/ɪ/ as in pit /pɪt/     /ʊ/ as in put /pʊt/   

/e/ as in pet /pet/      /uː/ as in poodle /puːdl/  

/æ/ as in pat /pæt/     /ʌ/ as in putt /pʌt/  

/ɑː/ as in part /pɑːt/     /ɜː/ as in pert / pɜːt/  

/ɒ/ as in pot /pɒt/     /ə/ as in about /əbaʊt/ 
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Diphthongs 

/eɪ/ as in bay /beɪ/     /aʊ/ as in cow /kaʊ/ 

/aɪ/ as in buy /baɪ/     /ɪə/ as in hear /hɪə/ 

/ɔɪ/ as in boy /bɔɪ/     /eə/ as in hair /heə/ 

/əʊ/ as in go /gəʊ/     /ʊə/ as in tour /tʊə/ 

 

Polish vowels: /a/, /e/, /i/, /o/, and /u/ do not have their English equivalents. They are 

described in Appendix 1. 

 

Consonants 

/p/ as in pea /piː/     /s/ as in sip /sɪp/  

/b/ as in bee /biː/     /z/ as in zip /zɪp/  

/t/ as in toe /təʊ/     /ʃ/ as in ship /ʃɪp/  

/d/ as in doe /dəʊ/     /ʒ/ as in measure /meʒə/  

/tʃ/ as in chin /tʃɪ/     /m/ as in map /mæp/ 

/dʒ/ as in gin /dʒɪ/     /n/ as in nap /næp/ 

/k/ as in cap /kæp/     /ŋ/ as in hang /hæŋ/ 

/g/ as in gap /gæp/     /l/ as in led /led/ 

/f/ as in fat /fæt/     /r/ as in red /red/ 

/v/ as in vat /væt/     /j/ as in yes /jes/ 

/θ/ as in thing /θɪŋ/     /w/ as in west /west/ 

/ð/ as in this /ðɪs/     /h/ as in head /hed/ 

 

Stress 

/'/ /,/ primary and secondary stress, as in entertainment /,entə'teɪnmənt/  
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