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Abstract 

The motivation to learn foreign languages is diminishing globally due to the dominance of English 

in business, media, and education, and additionally to the access it provides to the so-called global 

community and global identity. Nevertheless, smaller languages such as Swedish continue to be 

offered at universities worldwide, with students enrolling despite their limited societal use. This 

study investigates the motivations and linguistic behaviors of Polish university-level learners of 

Swedish (as a foreign language) with a particular focus on instrumentality, integrativeness, 

engagement and the influence of English. The analysis draws on the Socio-Educational Model 

(Gardner, 1985), the L2 Motivational Self-System (Dörnyei & Ushioda, 2009), and the concept of 

Willingness to Communicate (Macintyre et al., 1998). Findings show that instrumental goals, 

especially career opportunities, were the primary motivators, while integrative purposes appear to 

be of minor importance. The learners engaged in a variety of extramural activities, predominantly 

passive, and had limited active/productive use of Swedish. English emerged as an important 

resource in formal or high-stakes situations while Swedish was more frequently used in casual 

contexts, underscoring the role of English as a global communicative tool. The study highlights 

the interplay of motivation, confidence, and English dominance in shaping Swedish learning 

abroad, offering insights for future research on languages other than English. 
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1 Introduction  

Research in Second Language Acquisition (SLA) and Foreign Language Acquisition (FLA) can 

focus on such diverse qualities of language learning as grammatical gender, non-verbal 

communication, phonological transfer or psychological aspects of motivational features in the 

learning situation itself. This study centers on qualities of the psychology of foreign language 

learning and discusses motivation (Dörnyei, 2005, 2013; Dörnyei, Macintyre, Alister, 2015; 

Dörnyei & Ushioda, 2009; Ushioda, 2009), willingness to communicate in the foreign language   

and the usage of, and access to the target language (Arndt, 2023; Freed, 1995; Jackson, 2012). A 

supplementary area of interest in this study is the relationship between Swedish and the previously 

acquired English and other languages amongst the students as a potential factor that may affect the 

learning of an additional language (Henry, 2010, 2011). Studies on motivation in second language 

learning predominantly target English as a second language even if other internationally used 

languages such as Chinese, French, Spanish, or Russian add supplementary perspectives on 

motivation and exposure (e.g., Arvidsson & Rocher Hahlin, 2022). However, English is nowadays 

mastered by most European students to at least intermediate levels of proficiency, but more 

importantly, it is also a language broadly accepted as a contact language in countries like Sweden. 

The high status of English in Sweden (Bijvoet, 2020), and the use of English in business, the public 

sector and in many private contexts makes it feasible to live and work in Sweden speaking only 

English. From a language learner perspective, this substantial presence of English in Swedish 

society is likely to weaken motivation and willingness to learn to communicate in Swedish and 

languages other than English, since access to the global community already is granted via 

proficiency in English (Henry, 2011). Nevertheless, a great number of learners worldwide still 

choose to study Swedish as their major at their home universities (Swedish Institute, 2024).The 

linguistic, cultural and geographical distance for foreign language learners of Swedish varies 

greatly, but the numerically top three countries where Swedish is offered at university level in the 

world are Germany, the USA and Poland (ibid), where the latter is typologically dissimilar from 

the Germanic-branched English and German. The effort required to learn a language divergent 

from the mother tongue is expected to be higher than if the target language belongs to the same 

language family or is in other ways similar, according to Markedness Differential Hypothesis 

(Eckman, 1977). In the case of Polish/Swedish the distance in phonology, lexicon and syntax in 

comparison with other Germanic languages is considerable. Therefore, this additional difficulty 

and effort required to learn, access and use Swedish in a foreign context makes Polish students 

especially interesting as foreign language learners of Swedish from a usage and motivational 

perspective.  

 

Good technological infrastructure gives digital access to linguistic contexts of Swedish regardless 

of physical distance through TV, streaming services, social media, language apps, AI tutors, or 

online- conversation partners, etc. This kind of engagement could possibly replace the lack of 

traditional spontaneous communication situations in real life to add fluency to the learning process 
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since productive language skills oblige practice and exposure (R. Ellis, 1994; Krashen, 1985; 

Long, 1983). The fast technological advancement in digital language usage, also for learning 

purposes is measured in the effects of language development acquired in totally digitalized 

environments, and recent studies investigate several aspects of AI driven methods like 

computational phonetics not only for augmented fluency but also reduced anxiety in foreign 

languages (e.g. Zhang et al., 2024). 

 

Previous studies with the objective to examine the learning of Swedish abroad have focused on 

linguistic and grammatical development, comparing learners on-site in Sweden with learners in 

Australia (Norrby & Håkansson, 2007) but without targeting psychological factors such as attitude, 

instrumentality or willingness to communicate. In contrast, in the current study the focus is rather 

on the sociolinguistic and motivational features of the acquisition process intimately associated 

with emotional aspects of language learning such as integrativeness, effort, and linguistic 

confidence. 

 

This thesis therefore asks three main questions:  

 

1) What motivates Polish students to choose Swedish as their targeted language for a 

university education?  

2) How and with what frequency do they access Swedish outside of the university 

curriculum (if at all)? 

3) What relevance does English and other languages have on students’ linguistic choices 

of communication and future plans?  
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2  Background 

2.1 Disposition 

Section 2.2 introduces basic terminology from the field of second language acquisition (SLA) and 

foreign language acquisition (FLA), the notions of input and output (exposure and usage), 

immersion, study abroad, naturalistic and formal learning. Section 2.3 introduces the psychology 

of language learning focusing on motivational aspects in acquisition and communication in a new 

language. Section 2.4 contextualizes Swedish as a language from a learner’s perspective and 

describe relevant aspects of language learning and exposure in Poland and finally describes the 

status and role of English in a global context. 

Section 3 explains the current study with the tree research questions and their hypotheses in more 

detail and section 4 describes the method, participants, questionnaire, and procedure. The results 

of the study are presented in section 5, primarily on a group level for all participating students 

accordingly to the research questions. The discussion in section 6 summarizes and comments the 

results and highlight the interesting findings in the material. The general conclusion of the study 

is presented in section 7. 

2.2 Basic Concepts 

2.2.1 First, Second and Foreign Language and usage 

In studies of Second and Foreign language acquisition (SLA/FLA) there is a general agreement of 

significant differences between learning a first language (L1) and the succeeding ones (L2) in 

terms of acquisition and processing manner, where the L1 contrast from any other language learnt 

later in life (Meisel, 2013). Some of the decisive differences are developmental and 

neurolinguistic, like age, while other depend on the learning context like exposure, input and 

output and yet others on the psychological aspects of motivation to learn (Dörnyei & Ushioda, 

2009; N. Ellis, 2005; Ortega, 2014, 2023).  

 

The L1 is usually defined by the chronological factor as the language (or languages) learnt in early 

childhood. In the L1(s), the child develops understanding of the world simultaneously with the 

acquisition of the linguistic concepts, and children deprived of linguistic interaction in childhood, 

may later in life have difficulties in developing language at all (e.g. Chomsky, 1975; Curtiss, 1977; 

Newport, 2020). Acquisition of the first language is fundamental for the admittance in local 

community, and this first communication skill, crucial for human survival, is incomparable with 

acquiring a second language in most other contexts. Additionally, first language acquisition 
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normally occurs without specific instruction very early in the maturational process, while 

neuroplasticity of the brain is still developing (Clark, 2016). The current view on linguistic 

development and its sensitive periods of natural acquisition prevails but now centers around the 

role of input and general cognitive skills (Lieven, 2014; Rowland, 2014; Tomasello, 2003). 

 

The definition of second language (L2) is generally also defined by the chronological aspect as a 

language acquired when the learner already knows at least one language. Languages other than L1 

are in some literature referred to as L2, L3, L4, etc., most frequently depending on the order of 

acquisition but sometimes depending on proficiency depending on emphasis. Other linguists stay 

with the definition of just L1 and L2, to acknowledge the difference between the first and later 

languages without specifying further details.  

 

Further, the distinction between second and foreign language acquisition (SLA/FLA) specifies the 

context of learning. SLA is typically used when learning is taking place in the country where the 

target language is spoken, for example in business or education. In contrast, FLA refers to learning 

a foreign language in the home country where there are no immediate relations to the target 

language. However, both S/FLA are learned intentionally, most often in a classroom setting or 

similar educational environment (e.g., Lightbown & Spada, 2015). In the current study, FLA is 

consistently used as it reflects the surveyed context.  

 

Even if the interest in learning foreign languages is declining (European Union, 2023), 

monolingualism is very rare in a global perspective, and most individuals speak or use more than 

one language on a regular basis which make most bi- or multilingual to some extent. Nevertheless, 

the concept of monolingualism is frequently used in the context of language policies or language 

ideology (Edwards, 2012; Josephson, 2018), and there are still political and linguistic 

consequences from the founding of modern states, where “one language- one culture- one 

country” was easier to administrate and control than linguistic diversity, that most commonly 

represented the reality (Josephson, 2018). On a personal level the concepts of mono- bi and 

multilingual in commonly refer to children’s exposure and usage of languages during the earliest 

childhood (up to 3-4 years) and determine which languages can be defined as their L1(s). An 

extension of the concept, that specifies the acquisition of languages in individuals make a 

distinction between simultaneous or sequential multilingualism. Simultaneous bilingualism occurs 

if two languages were acquired at the same time in early childhood, and conceptual aspects 

developed simultaneously, suggesting different cognitive development (e.g. Bialystok et al., 

2012). Sequential bilingualism, on the other hand, occurs when languages are acquired in sequence 

- normally the language spoken at home first, followed by a majority or school language (not 

necessarily mastered to the same proficiency level or used with equal frequency). Bi- or 

multilinguals habitually have a dominant language and are not equally strong in all domains, and 

dominance switches throughout a lifetime when new languages are acquired, extensively used or 

left unused for longer periods of time without practice (e.g. Ortega, 2023).  
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2.2.2 Learning a language – L1 vs L2 

A fully mastered functionality in a language requires various skills of great complexity, such as 

controlling phonology, syntax, orthography, lexicon and other purely linguistic features, but also 

competence in language usage, including pragmatics, idiomatic expressions, rhythm/melody and 

a certain cultural knowledge to meet standards of politeness and modes of communication (Zhu, 

2019), or even appropriate gesturing (e.g., Graziano & Gullberg, 2024). All these skills are 

normally acquired naturally in the L1 context but may requisite extra attention in a foreign 

language. How functional a language is in a written or spoken contexts can depend on the learner 

profile, cognitive aspects, motivation, exposure, etc. and in a L2 learning situation, several factors 

can deeply influence the outcome. The abilities to learn a new language depend on age, 

neurobiological factors, cognitive capacities (such as working memory and language aptitude), but 

also motivation as a psychological factor (e.g. Ortega, 2014). Learner strategies and the tendency 

to take risks in linguistic production or to “play it safe” can affect the complexity and functionality 

of language and influence the pace and mode of linguistic development (Norris & Ortega, 2009). 

A significant difference in approach to learning can depend on if the new language is meant for 

pleasure, to serve only for basic (tourist) communication, for passive understanding, for studies or 

for advanced production in highly specialized professional situations. The difference between 

Basic Interpersonal Communication Skills (BICS) and usage for advanced academical purposes, 

Cognitive Academic Language Proficiency (CALP), are significant as the latter require a far 

greater capacity of cognitive burden (Cummins, 2017). In conclusion, expected outcomes in 

learning L2 is dependent on age of onset, cognitive predispositions and motivation but differ 

significantly from the L1 acquisition. Table 1 displays an overview based on Bley Vroman (1988) 

that provides a comparison between first and Foreign/Second Language acquisition and factors 

influencing outcomes (R. Ellis, 1994, p. 107). 

 
Table 1. Overview of features in first, and second / foreign language acquisition 

Feature  First Language Second / Foreign Language 

Overall success Perfect mastery Unlikely to master if adult student 

General failure Success guaranteed Complete success very rare 

Variation Little variation in path and 

overall success 

Learners vary in degree of success and 

path 

Goals Target language competence L2 learners may be content with less than 

target language competence and more 

concerned with fluency than accuracy. 

Fossilization Unknown in child language  Cease to develop and sometimes 

backslide 

Intuition  Clear intuition regarding what is 

correct and incorrect 

Unable to do grammatical judgments 

Instruction No necessity for formal 

instruction 

Instruction helps L2 learners 

Affective factors Success is not influenced by 

personality, motivation and 

attitudes 

Affective factors play a major role in 

determining proficiency 
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2.2.3 Measuring L2 language learning outcomes 

The Common European Frame of References (CEFR) is often used to indicate the proficiency in 

any given language to facilitate measuring and positioning students in adequate learning groups. 

The levels of proficiency are divided into three main units: beginner/basic user (A1, A2), 

intermediate/independent user (B1, B2) and advanced/proficient user (C1, C2) where C2 

correspond to native-like proficiency (Council of Europe, 2020).  

 

A vast body of research has examined the success and outcomes of adult FLA especially in 

production and within the research field of Swedish as a second language. The focus has largely 

been on linguistic skills such as grammar, complexity, accuracy and fluency (Glahn, Håkansson, 

Hammarberg., 2001; Norrby & Håkansson, 2007; Norris & Ortega, 2009; Riggenbach, 2000). 

Nevertheless, the effect of age on final outcomes remains a much investigated domain, still open 

to debate (e.g. Abrahamsson & Hyltenstam, 2009).  

2.2.4 Exposure, input and output 

Exposure to language is indispensable for the learning process, regardless of whether it occurs in 

a classroom, digitally, or spontaneously in the local environment. Studies of FLA have long 

examined and theorized the influence of exposure and usage in the notions of input and output. 

The definition of input is the language that potentially can be understood by the learner, originating 

in adapted comprehensible (tutor) speech or authentic real-world material (movies, magazines). 

Output on the other hand corresponds to an active process that make the learner, in spoken or 

written form, produce utterances and process previous knowledge for productive usage (Swain, 

1985). 

 

However, the input of language includes not only speech or text, but also explicit feedback forms 

in teaching situations where the theoretical background were based on some, or a combination of 

the following theories. The Input Hypothesis (Krashen, 1982) acknowledged that linguistic 

development occur if the input is adjusted to somewhat exceed the competence of the L2 speaker, 

the Pushed Output Hypothesis (Swain, 1985) additionally stressed that only input is not sufficient 

without adding linguistic output as a necessity for acquisition. The input was considered to be 

satisfactory for understanding, but not to generate active language production. The Noticing 

Hypothesis, (Schmidt, 1990) converted input into intake through noticing, and suggested the 

importance of attention of what was learned since incidental learning, (as in L1 for children) was 

not considered to play any significant role in the second language. Finally the Interaction 

Hypothesis (Long, 1983) stressed that learners necessarily had to negotiate for meaning in their 

communication, and therefore coved repeatedly both input and output, manifested through 

clarification requests, confirmation or comprehension checks in interaction (ibid).  

The so-called social turn in language acquisition theory shifted to instead focus on the social 

aspects of language learning, based on Vygotsky´s (1896–1934) work. In the social approaches 

central learning qualities were instead redirected to depend on scaffolding (interactive support 



 

 

7 

from others) preferably in the Zone of Proximal Development (ZPD) and suggested that interaction 

with the environment contained much greater complexity than just input. The focus turned to the 

surrounding social context rather than internal processes. These social and individual aspects of 

FLA relied on Conversation analysis, Socio cultural theory, and Dynamic systems theory, with the 

common idea that cognition and learning were social (Ortega, 2014). Knowledge and learning 

were here situated, shared and experienced by participation as opposed to the previously more 

mechanic processing of input. 

 

More contemporary work has instead focused on the influence of frequency of exposure and usage 

effects of the learning process and if language contact requires considerable intentional effort, 

incidental learning benefits may be restricted. Exposure to language outside of the learning 

situation can for example stimulate incidental vocabulary learning, and affect knowledge of 

collocations due to frequency of exposure in the target language (e.g González Fernández & 

Schmitt, 2015) or be modified in output based on interactional input from native speakers 

(Mackey, Oliver, Leeman., 2003).  

2.2.5 Language immersion and Study Abroad  

Studies in language immersion, and their significance to efficient language acquisition were first 

explored in a Canadian bilingual context and showed that balanced bilingualism could be achieved 

under the right circumstances (Lambert et al., 1974). Nowadays, within the field of Study Abroad, 

one of the main aims is to discover how immersion in a target language environment affects 

language learning, usually by studying or living in a country where the language is spoken. The 

social linguistic competences, acquisition of fluency and use of different types of communicative 

strategies, written as well as spoken (Freed, 1995) are especially likely to improve during a study 

abroad sojourn. The engagement with native speakers and other cultural activities have been 

shown to have a significant effect on oral fluency, sociolinguistic awareness, and pragmatic 

competence but less so on academic writing and grammatical accuracy (Dewaele, 2010; Taguchi, 

2008). However, study abroad does not always lead to more or better linguistic encounters due to 

anxiety, cultural adjustment issues or lack of interaction with native speakers (e.g. Jackson, 2012). 

For some students who lack motivation it may be easier not to interact in the target language, but 

socialize in preexisting social contacts or to use English as a contact language (Heinzmann, Hilbe 

Ehrsam., 2024). 

 

In the context of Swedish as a foreign language, a comparative study (Norrby & Håkansson, 

2007a) targeted second and foreign language acquisition of Swedish in Malmö, Sweden and 

Melbourne, Australia. The focus was the development of grammatical aspects based on 

processability theory and showed no major differences in the sequences of learning. However, the 

pragmatic skills developed much faster and tempo of acquisition increased for the students in 

Sweden. 
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2.2.6 Naturalistic and formal learning 

Naturalistic acquisition is normally associated with children and occurs through immersion and 

natural interaction. Nevertheless, natural acquisition can also appear in FLA, when learners 

frequently participate in events where the target language is used (IRL or digitally), and this kind 

of exposure could lead to natural informal learning. However, these situations are likely to mainly 

develop BICS, and be limited considering CALP (Cummins, 2017). Formal learning, on the other 

hand, occurs in specific environments dedicated to language acquisition accompanied by specific 

instruction and focus on a precise linguistic feature as for example vocabulary, grammar, or 

pronunciation. A distinction is often made between explicit and implicit knowledge of language, 

where explicit knowledge corresponds to conscious, articulated skills and rules learned through 

formal instruction used when learners monitor their language production. Implicit knowledge is 

the opposite; unconscious, automatically fluent in communication and normally acquired in natural 

interaction (R. Ellis, 1994). It is currently an extensive field of study, that among other aspects 

investigate verbalization or explanation of, for example, grammatical rules that might be difficult 

for a native speaker that only know a language from naturalistic environments. For explicit learners 

rules and grammar form the necessary basis for linguistic production, at least initially. However, 

even if a language is formally acquired, some researchers suggest that extensive practice may make 

the language develop and turn explicit rules into automatized knowledge (e.g. Ellis, 1994), 

enhancing the idea that explicit or formal learning can support natural acquisition, but not totally 

replace it. More recent studies suggest that explicit and implicit L2 knowledge influence each other 

reciprocally (e.g, MinHye & Godfroid, 2023). 

2.2.7 Extramural and informal language learning  

Extramural and informal language learning has emerged as a significant field of study within SLA 

and FLA over the past decades, although the terminology used varies and includes terms such as 

extramural learning, informal digital learning, and out-of-class learning (Kusyk et al., 2025). 

Despite these terminological differences, these studies share a focus on the linguistic input and its 

influence on language acquisition in extracurricular settings. This type of learning is frequently 

mediated through digital tools, including social media, online gaming, video streaming, and other 

online media. Engagement in such activities has proved to enhance learners’ proficiency, 

particularly in receptive skills such as listening or reading (Kusyk et al., 2025). However, the 

existing studies are heavily skewed towards English with comparatively fewer studies examining 

extramural and informal learning in other languages and the conditions that surround that kind of 

research. Furthermore, the role of individual learner characteristics in influencing the outcomes of 

these activities remains underexplored. There is also a notable lack of longitudinal research 

investigating the potential transfer and synergy between informal and formal learning contexts, 

representing an important direction for future research. As an example of extramural learning of 

English, a conceptualization of online informal language learning (Sockett, 2014) showed it to be 

a complex system of internet-based activities, ranging from passive exposure (e.g., music, 

television, online media) to more interactive practices (e.g., gaming, social networking). The 
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findings show that receptive activities dominate, yet even passive engagement supports fluency 

and the acquisition of natural expressions.  

2.3 Psychology of Language learning  

Learning a language differs significantly from learning other matters, because of the intimate 

connection with identity, self-image and the social nature of the learner (Williams, 1994). It alters 

the self-image of the student while adapting cultural and social behaviors connected with the new 

language. It includes confidence, emotions and motivation in a way that few other skills do, and 

recently, a new field of Psychology of language learning has begun to emerge around these notions. 

Motivation has received most attention in FLA, but has expanded to so-called Positive Psychology 

in SLA (Mercer & MacIntyre, 2014), in which positive emotions and mental states are assumed to 

enhance the learning, relating to the theoretical constructs of Foreign Language Enjoyment and 

Foreign Language Anxiety (ibid). These emotional factors (anxiety and enjoyment) also influence 

general willingness and capacity to communicate. Apart from a good self-confidence that makes 

learners take more risks in foreign language communication, learners who believe that they have 

the capacity to learn through effort are likely to be more interested in practicing their 

communicative skills (Macintyre et al., 1998). Students who interact and are more active in 

extramural activities are expected to enjoy themselves more (e.g. Arvidsson & Rocher Hahlin, 

2022). The personal emotional involvement and linguistic confidence are critical factors in 

language learning, as they influence the extent to which learners can access and use the target 

language. According to Affective Filter Hypothesis (Krashen, 1982), psychological factors such 

as anxiety and self-confidence constitute part of an affective filter that mediates the integration of 

linguistic input. Specifically, a lower affective filter characterized by low anxiety and high 

motivation facilitates language acquisition, and a higher filter can impede the processing and 

internalization of input. Thus, learners who are emotionally engaged and confident in their 

linguistic abilities are more likely to benefit from both formal and informal learning opportunities. 

The teacher, tutor or communication partner play an important role for the second language learner, 

depending on how mistakes are corrected, seen or ignored (MacIntyre et al., 2016), but the 

pedagogical implications connected with the learning situation are not further discussed in this 

study. 

2.3.1 Classical motivation and the Socio-Educational Model 

A broad definition of the concept of motivation concerns the direction and magnitude of human 

behavior (Dörnyei, 2013). These two factors in turn motivate choice, persistence and effort spent 

on a specific action, such as learning a language, and determine why individuals decide to act, how 

long they are willing to sustain activity, and how hard they are willing to pursue it (ibid). 

Motivation is in other words generally considered to be a highly important determiner of L2 

success, although it has been studied in psychology long before established studies in SLA 
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Consequently, the study of motivation in language acquisition involves elements from several 

disciplines including psychology, language education, and applied linguistics and the main areas 

of interest of L2 motivation research concern attitudes, attribution, and the psychology of self 

(Dörnyei, 2013).  

In classical studies, the Socio-Educational Model (Gardner 1985), grounded in the social 

psychology paradigm and building on Gardner and Lambert (1959), has been widely applied to 

explain L2 motivation. The model comprises three principal components of motivation: 

(1) motivational intensity, reflecting the effort invested in learning (2) attitudes toward L2 

learning, encompassing enjoyment and positive engagement and (3) the desire to learn the L2, 

representing personal investment in the learning process. The central construct of the model is 

integrativeness, defined by Gardner (Gardner & Lambert, 1959, p. 11) as “a desire to gain 

membership into the other cultural group because of satisfaction associated with being like 

members of that group”. A key question addressed by the model is why some individuals, under 

similar circumstances, exhibit greater interest in learning a second language than others. 

Consequently, individuals with a stronger integrative orientation are predicted to demonstrate 

higher motivation and invest greater effort in language acquisition. This framework is particularly 

relevant for informal and extramural language learning contexts, where learners often exercise 

autonomy in selecting activities and materials that align with their personal interests and cultural 

engagement. Learners with a high integrative orientation may be more inclined to engage with 

authentic media, participate in online communities, or interact socially in the target language, 

thereby enhancing both exposure to input and opportunities for practice. In this way, integrative 

motivation can facilitate not only formal classroom learning but also self-directed, extracurricular, 

and digitally mediated language learning activities, highlighting the interplay between social-

psychological factors and informal learning outcomes. Gardner’s Attitude/Motivation Test Battery 

(AMTB) was developed to measure language learning motivation by assessing integrativeness, 

attitudes toward the learning situation, language anxiety, instrumentality, and overall motivational 

intensity, including effort, desire, and attitudes that differentiate integrative and instrumental 

motivation (Gardner, 2004). Integrative motivation reflects a learner’s desire to connect with the 

target-language community and culture, characterized by openness, curiosity, and positive feelings 

toward the people and cultural practices associated with the language. In contrast, instrumental 

motivation views the language primarily as a tool to achieve practical goals, without an intrinsic 

interest in cultural integration (ibid). 

However, Gardner’s socio-educational model was originally developed in contexts where the 

second language was either bilingual or present in close proximity to the learner’s everyday 

environment where learners had frequent opportunities to interact with the language community. 

In contrast, learning a distant foreign language where the target language is not part of the learner’s 

immediate environment presents different challenges. In such contexts, alternative motivational 

frameworks, such as the L2 Motivational Self System (Dörnyei, 2005), emphasizing the learner’s 

self-concept and future-oriented self-notions, may complement with a more suitable explanation 

of motivation  
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2.3.2 L2 Motivational self-system 

In reaction to the classical model of motivation, Dörnyei and Ushioda (2009) developed the L2 

Motivational Self System Model (L2MSS). This model extended to also include a theory about a 

possible self, and more importantly, that the effectiveness of the future possible selves only appears 

effective as motivation when the individual perceives them as possible, realistic and within reach 

according to personal circumstances (ibid). The L2MSS and the methodology to elicit ideas about 

the present and future selves in relation to a second language, constituted out of self-images, links 

the concept of motivation with the self. The L2MSS is organized in the dimensions of: 

 

(1) ideal L2 self: a future perception of L2 self within reach of what is possible from the 

learner's point of view. 

(2) ought-to L2 self: focusing the attributes the learner ought to possess to avoid possible 

negative outcomes. 

(3) L2 learning experience, focusing on influence from the teachers, the curriculum, or the 

peer group. 

 

Within the L2MSS, seven central components of motivation and attitude toward L2 are measured: 

integrativeness, instrumentality, attitude towards L2 speakers, cultural interest, vitality of L2 

community, milieu, and linguistic self-confidence (Csizér & Dörnyei, 2005). 

Despite the huge impacts that this theory has had on motivation studies in SLA, it has been 

critiqued for its conceptual vagueness, measurement difficulties, cultural bias, neglect of dynamic 

contexts and limited integration of emotion and identity and conceptual limitations. Some of the 

main critiques is that L2MSS underplay present moment are associated with individual agency 

where ideal L2 self is overemphasized, represent a western cultural and contextual individualist 

view and cultural bias, the lack of emotional fluctuations affect and identity negotiation, lack of 

longitude data to validate assumptions of future self, and the somewhat different functions for 

LOTE languages (e.g. Dörnyei & Ushioda, 2009; Gu, 2009; Oakes & Howard, 2022; Ushioda, 

2009). 

 

The L2 motivational self-system in an English environment shapes the learner's motivation 

(Dörnyei, 2013), and can sometimes be used as a reference point in acquisition of other languages. 

This is not necessarily beneficial, as the activation of the English-speaking self might be compared 

with the L3 speaking self of the new target language. However, a development of a bicultural 

L2/L3 identity, where one is based on the local culture, and the other to a global identity based on 

English is not uncommon (e.g., Dörneyi 2009).   

 

In L2MSS the ideal L2 self confidence in speaking and identity is closely interconnected, as the 

imagination of powerful pictures of futures L2 speaking self are expected to raise the confidence 

in the targeted foreign language. However, if high confidence is a fact in one already acquired 

foreign language (e.g. English) it risks to stand as a competitor to forthcoming languages (Henry, 

2011). Nevertheless, also contrasting influence of English were proposed in a case study of 

simultaneous L2 English and L3 French/Spanish/Russian students in Sweden and suggested that 
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”…an L2 English self-concept can, in learning situations, be an active constituent in the working 

self-concept and that it has a referential function” (Henry, 2011, p. 235). This propose that 

subsequent languages after English might benefit from the L2-self already acquired in English, 

and add to the more contemporary view that interconnect all languages in a person’s repertoire 

(Rothman et al., 2019), and not only refer to the L1. However, confidence in diverse linguistic 

situations is not stable and depends on “person-in context" approach, where the situation 

determines the choice to use a foreign language or initiation of contact in more secure formats 

(Ushioda, 2009). In the Motivation self-system, as described above, enhances that emotional 

involvement and engagement drive persistence and success in the language learning.  

2.3.3 Personal learning - learner profiles, confidence and integrativeness 

The contextual setting for the learning situation, access to input and output and the linguistic 

practice alongside with the cognitive capacities and age of onset have already been discussed 

(Dörnyei, 2005; R. Ellis, 1994; Krashen, 1985), but also other internal factors play a significant 

role for language acquisition. Individual learners are expected to differ in the manner of how their 

learning process develop, depending on so-called learner types.  

 

Individual differences in learning and the existence of learner types has occupied many researchers 

(e.g., Skehan, 1991), and three learner types nominated as the risk taker, the careful and thorough, 

and the recycler, likely to display different levels in willingness to communicate. These types were 

analyzed in a context of Swedish as a foreign language (Norrby & Håkansson, 2007). “The risk 

taker” frequently uses not yet mastered grammatical structures or word combinations without 

fearing mistakes and is willing to speak early in the acquisition process. This learner type normally 

develops fluency faster and shows a higher willingness to communicate in the learner language, 

marginally concerned about accuracy in the output. The “careful and thorough” focuses on 

correctness, learning rules to perfection and excel in written communication, but is generally less 

active in oral communication until later in the development process. The “recycler” student focuses 

on reusing familiar structures and balances fluency with accuracy with the risk of plateauing in 

development if left without explicit challenges (ibid). The matter of confidence in the foreign 

language can vary depending on learner type and can at least partially determine a learner’s 

readiness to engage in communication when opportunity arises. 

 

As a conclusion, personal variation in language learning and motivation depends on cognitive 

capacities, exposure and motivation and in the mode of learning and using the target language can 

as well as personality traits, confidence, and willingness to integrate and communicate.   

2.3.4 The dynamics in motivation 

In older studies of SLA/FLA motivation, the pre-actional stages of motivation were initially 

considered to be the key to probabilities of success, because of their decisive role if a student would 
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take the action to begin the learning process (Dörnyei, 2013). More up to date research frequently 

emphasizes the motivational fluctuations depending on moment of the acquisition process, context, 

teacher, the time frame (one language lesson vs. an individual exercise). These studies often 

include social, cultural as well as institutional settings to emphasize the interaction between the 

learners and their environment (e.g. Liu, Lin Zhang., 2023). Complex Dynamic Systems Theory 

(CDST) approaches motivation and language learning as constantly changing systems, where the 

relevant aspects develop and adapt according to external and internal influences. Motivation in 

this micro perspective is seen as very context sensitive and as producing unique experiences of 

motivation for each learner depending on emotions, personality, classroom atmosphere, goals, etc. 

(De Bot, Lowie, Verspoor., 2007; Dörnyei et al., 2015; Larsen-Freeman, 2012).  

An increasingly common method for studying specific or general motivation in language learning 

or usage is to ask students to report and answer questions regularly within given intervals of time 

(e.g. Arndt, Granfeldt, Gullberg., 2025). Motivation to speak the target language is also measured 

in specific communicative contexts, where the learner can be more or less motivated to 

communicate in the learner language.  

 

In a larger perspective, the purpose behind learning a foreign language could be either political or 

personal, and language policies in some countries can imply the obligatory teaching of a foreign 

language, that the learners themselves perhaps are not interested in acquiring. What languages are 

available depends on policy, political influence, time and popularity of other languages. Personal 

reasons for acquiring a foreign language more frequently include an element of choice, where 

children and/or their parents have a possibility to elect one of a few designated foreign languages. 

The European Union advocates learning three languages, 1 + 2, where (1) corresponds to the native 

mother tongue and + (2) refers to English and an additional foreign language (European 

Commission, 2020). 

 

In the current age groups different motivation patterns are expected to emerge with possible 

instrumental goals, such as grades that may give admittance to an education disconnected from the 

values of the language or culture itself. Other integrative motivators can be to spend (or not) time 

on learning a foreign language. At university, the element of voluntary choice of indulging in a 

new chosen foreign language is expected to be higher, eliminating students without motivation in 

language learning. Additionally, learning a second language as an adult may differ from what can 

be excepted in studies regarding children (e.g. Ortega, 2023). 

2.3.5 Willingness To Communicate 

The notion of Willingness to Communicate (WTC) originated in L1 acquisition studies but has 

been adapted and developed to L2 contexts (Macintyre et al., 1998) with a focus on willingness, 

readiness and choice of entering a conversation in a foreign language or to remain silent depending 

on contextual and linguistic situations. The WTC in FLA is not only influenced by the situational 

factors such as topic, context or respondent, but also by enduring features like personality, 

motivation and confidence (Ushioda, 2009).  
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Further, the willingness and ability to integrate with L2 speakers is a central topic in WTC as well 

as in Study Abroad and Motivational studies. The ability to integrate in a new linguistic and 

cultural context does vary depending on background expectation and cultural attitudes. Some of 

the most significant factors that influence the WTC are self-perceived competence in the acquired 

language combined with the possible anxiety based on not being sure that the communication is 

received as intended. Moreover, the attitude towards the target language is highly relevant as well 

as the contextual and social aspects of communication (Macintyre, Clément, Dörneyi,. 1998). The 

social and cultural environment that determines for example social norms in the classroom setting 

or some specific group membership can also influence the WTC or studies in extramural activities 

in other languages (e.g. Arvidsson & Rocher Hahlin, 2022). Linguistic self-confidence and self-

efficacy, alongside with L2 anxiety and perceived communicative competence is a core matter 

within WTC (Macintyre et al., 1998). 

2.3.6 Summary of theoretical frameworks 

The main theoretical framework selected for this study of motivation in foreign language 

acquisition in a language other than English combines Gardner’s Socio-Educational Model, 

Dörnyei’s L2 Motivational Self System (L2MSS), and the concept of Willingness to Communicate 

(WTC). These frameworks were chosen to provide comprehensive access to multiple perspectives 

on language learning motivation while maintaining a manageable scope for the study, minimizing 

participant burden and fatigue. Gardner’s model offers insights into integrative and instrumental 

motivation, emphasizing social-psychological factors that influence language learning in contexts 

where the target language is socially present. The L2MSS extends this perspective to foreign (L3) 

language settings, highlighting the role of the learner’s self-concept, future self-guides, and 

personal goals in driving motivation. The WTC complements these approaches by capturing the 

situational and dispositional factors that determine learners’ readiness to actively use the language 

in communication. Together, these frameworks are particularly relevant for informal and 

extramural learning contexts.  

2.4 The languages and learning contexts in the current study 

2.4.1 Linguistic context of Swedish and as an L2 

2.4.1.1  Accessibility of Swedish in the world 

Swedish is the main language in Sweden (Kulturdepartementet, 2009) and one of two national 

languages in Finland (Språklag, 2003) belonging to the Germanic branch of the Indo-European 

languages. Swedish is, at least in a global perspective, a large langue with 10 million speakers in 
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Sweden and abroad supported by a high online presence that include press, periodicals, radio, and 

literature, music, films and other multimedia productions. Swedish is a thriving institutionalized 

language, used and sustained by institutions beyond the home and community (Ethnologue, 2025a) 

and language of instruction in education with a high digital presence, and available for AI 

conversations free of charge as well as in more advanced paid versions depending on interest and 

funding. Access can easily be achieved to input that reflects societal and cultural norms that require 

more subtle and practical exposure to the language than is normally practiced in a classroom 

setting.  

 

2.4.1.2 Typological overview of Swedish 

Swedish is closely related to other Scandinavian languages like Norwegian, Danish, or Icelandic, 

and more distantly to other Germanic languages as German, Dutch or English. Typical marked 

features in Swedish and the Scandinavian languages are word order (so-called V2, that compulsory 

places the finite verb in the second position in a main clause), and the strictly regulated syntax, 

especially in subordinate clauses (Flyman Mattsson, 2017). Phonetically, Swedish has a large 

number of vowels distinguished in length (short and long) and quality depending on position 

within a word (Riad, 1997). Stress is not static as in most surrounding languages and can be 

decisive for meaning as prosody is central for comprehensibility. An additional marked feature in 

Swedish of perhaps minor importance lies in its tonal qualities that can differentiate semantic 

meaning of words based on tone only (ibid).  

 

2.4.1.3 L2 Swedish 

Research of Swedish as a second language is a relatively new but growing field of academic studies 

in Sweden and grammatical aspects of development in L2 Swedish are currently described from 

several perspectives (Flyman Mattsson, 2017, 2021; Flyman Mattsson & Håkansson, 2021). On-

site studies of Swedish in Sweden are possible at most levels and part of the country, organized by 

municipalities and private actors depending on requirements of the particular learner group 

consisting of for example children, recently arrived adult migrants, temporary workers or advanced 

university students. Some universities offer intensive immersion programs where students are 

expected to master the language within the course of two semesters (e.g. Lund University, 2025). 

Areas of Swedish phonetics and phonology that have been studied as causing difficulties for new 

learners can be summarized in difficulties with vowels, consonants and prosody (Zetterholm & 

Tronnier, 2019). However, several phoneticians working on Swedish phonology with focus on L2 

speakers often emphasize the aim of comprehensibility rather than perfection in pronunciation 

(Bannert, 2004; Bruce, 2010; Thorén, 2023).  

 

Many universities that offer Swedish abroad have Swedish lecturers to cater for education in 

pragmatical, cultural and societal norms (Swedish Institute, 2025) and at least 25 countries in the 

world offer courses or entire study programs up to master’s level in Swedish and other 

Scandinavian languages. Figure. 1 shows an overview of officially registered sites that offer tuition 

of Swedish in Europe, the US, Canada, and eastern Asia as listed by the Swedish Institute and their 
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website (Swedish Institute, 2024), and a more detailed view of the sites can be found in an online 

map (Google Maps, 2025). According to the Swedish Institute there are currently no universities 

in Australia, Africa or South America that teach Swedish. However, there are most likely countless 

other possibilities for learners abroad to seek tuition at language schools or with private teachers 

online, or in local communities in the mentioned countries and beyond. Despite these options to 

learn Swedish abroad, studies of Swedish as a foreign language abroad are very underdeveloped.  

 

 
Figure 1. World map with universities teaching Swedish as a foreign language 

2.4.2 Language context in Poland, Polish  

2.4.2.1 Polish in the world  

Polish is the only official language in Poland, however neighboring countries have a minor impact 

on the local development of the language, and the western parts of Poland draw lexicon from 

German and the eastern more from Russian, but overall, but there is generally no problem of 

intelligibility. Poland’s dramatic history with numerous changes in territorial borders in the last 

century has had linguistic consequences in for example forced migrations resettling populations 

into nonnative territories, and the current situation in Ukraine has had an impact on the language 

dynamics in the country. However, Polish as a national language is relatively linguistically 

uniform, but with considerable variations regarding to functions, types (oral or written) and social 

varieties liked to professions, environments and social groups and (e.g. Wilkoń, 1987). 

 

There are Polish communities abroad in most European countries and beyond, and as an example 

of the Polish diaspora in Sweden, Polish is one of the top 15 foreign languages taught as mother 

tongue in Southern Sweden (Språkcentralen, personal communication, December 22, 2023). 
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2.4.2.2 A typological view of Polish 

Polish belongs to the Slavic branch of the Indo-European languages and is a fusional inflectional 

language where grammatical relationships are expressed in morphological affixes rather than word 

order. In Polish the word order is by default subject-verb-object (SVO), but due to the extended 

morphology, modifications according to stylistic or empathetic purposes are relatively frequent. 

Most word classes such as nouns, adjectives, pronouns and verbs all inflect for number, gender, 

person, tense, aspect and case (WALS, 2025). The two latter morphological features, aspect and 

case are marked in Slavic languages, and the seven grammatical cases in Polish include 

nominative, genitive, dative, accusative, instrumental, locative, and vocative. The aspect is a verbal 

system, that by necessity define whether an action is completed (perfective) or ongoing/habitual 

(imperfective)(Swan, 2002). Lack of definiteness is also unusual in non-Slavic languages. 

Phonologically, stress is fixed to the second to last syllable, and Polish is marked by a highly 

complex consonant system that include long consonant clusters rare in other languages.  

2.4.2.3 Exposure to other languages 

The education in Poland introduces English as the first second/foreign language (since 1989 

replacing Russian), and English is now a compulsory subject initiated in as of the 7th year of age 

with individual regional variations. The elective third languages are most frequently German, 

French or Spanish (European Union, 2023). Access to international television channels such as 

BBC, CNN and other international broadcasts is available according to choice and economic 

predispositions. Nevertheless, on national TV channels the predominant method for translating 

film production is voice over translation. In this method a lector reads out the lines covering the 

original language and as a consequence, there is no audio exposure to the original language. 

Moreover, full dubbing is common in children's movies and animated films, where separate actors 

act the lines, but texting, with audio of original language is not common. The dubbing sometimes 

involve the so-called domestication, where cultural content from the original language is translated 

to something more familiar for a Polish audience, expectedly making the viewed media more 

enjoyable, but is likely to deviate from the original significance (Leszczynska & Szarkowska, 

2018). According to the EF English proficiency index (EF, 2025) Poland ranks relatively high, just 

behind countries like Finland and Belgium. The largest languages in Poland apart from Polish are 

English (737,000), German (216,000), French (41,900), but the speakers of Scandinavian 

languages in the country are considerably fewer, measuring 10,300 Swedish speakers reported to 

live in Poland, 14,200 Norwegian and 4,790 Danish (Ethnologue, 2025a). 

2.4.3 L2 English, globalization and the effect on Languages Other Than English 

English is currently by far the most widely used L2 language globally with 1,528,000,000 speakers  

(Ethnologue, 2025b) and taught in over 100 countries as a core school subject due to its status as 

a lingua franca in education, business, tourism, media, and science. English gives linguistic access 
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to what is called the global community and global identity (Jenkins, 2010; Phillipson, 1992). It is 

represented as a lingua cultura, indexing socially situated value systems, a lingua emotiva, popular 

culture and entertainment, a lingua academica, research, teaching, and learning, a lingua 

economica market forces and globalization, and a lingua tyrannosaura, a language of power or 

threat (Hult, 2017). However, the sociolinguistic aspects of the global usage of language also 

changes the internal function (e.g. Blommaert, 2010). The status, occurrence and presence of 

English in the world influences local languages and exposure to English on a daily basis have 

transformed English from a foreign to a second language in many areas. A significant part of 

English acquisition is no longer based on teaching in classrooms but supported by extramural 

activities such as consumption of social media, computer games, music or other types of input (e.g. 

Jensen, 2017). English is considered have a high status in Sweden (Bijvoet, 2020) and other 

countries, which grants an easy access in loan words, code switching in casual conversations or 

stylistic variations just to mention a few. Nevertheless, to accidentally come across languages other 

than English, apart from minority and large migrant languages might not be as easy and require an 

explicit effort, depending on circumstances.  

 

Within FLA, many studies focus on English as a second language, and studies of language 

acquisition of Languages Other Than English (LOTE) form a separate subgroup of studies. 

Additionally, general interest in learning languages other than English is diminishing in most 

countries (European Union, 2023) and research about the influence of L2 English on later learned 

languages, often indicate a negative impact on motivation to learn other foreign languages after 

having acquired English (Csizér & Dörnyei, 2005; Duff, 2017; Henry & Apelgren, 2008; Henry, 

2011). 
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3 The current study 

The main goal for this study is to uncover why Polish students engage in a university education 

with the explicit aim to learn Swedish, given that English is a dominant lingua franca and given 

the typological distance between Polish and Swedish. Further, the motivation and learning effort 

is measured in terms of whether, and how the students search for additional linguistic in- and 

output as an extension of the learning situation at the university, since Swedish is not expected to 

appear naturally in the local environment. Factors such as language anxiety, confidence, 

motivation and goals are examined in the language choice of imaginary situations (Swedish or 

English), that together with the existing access to a global community through English may both 

discourage or inspire the students to use their Swedish. The study uses a questionnaire to probe 

these issues, and results are presented as quantitative descriptive statistics, complemented with 

qualitative individual highlights to distinguish individual learners. 

3.1 Research Questions  

1) The first research question in this study is why the participants have decided to study 

Swedish (in Poland) and investigates the so-called pre-action motivators. It explicitly 

explores what motivated the participants to decide to apply to the university and activate 

the learning process in a serious manner. These motivators include previous knowledge 

of the language, emotional aspects, attitude towards Swedish and personal emotive or 

instrumental goals. Together they combine integrative and instrumental motivating 

factors. 

2) The second question addresses whether, how and with what frequency the participants 

access, use and practice their Swedish outside of the formal teaching situation at their 

university. This question connects to engagement, usage and willingness to communicate 

in the target language, alongside with integrativeness and explore the possible learning 

outcomes from the chosen activities.  

3) Thirdly, a more general question is how knowledge of and interest in other languages, 

especially English, influence the motivation to learn, use and integrate with a Swedish 

context.  
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3.2 Hypotheses 

1) The hypothesis of the first research question assumes that Polish students choose a career 

path in Swedish linguistics for the goal of future work opportunities in Sweden or 

cooperation with Swedish businesses alternatively within Scandinavian linguistics. This 

purely instrumental assumption is based on the general idea that university studies are 

intended to lead to a professional career. Additionally, personal and integrative matters are 

expected to motivate the choice of the study direction, such as partner, family or other 

personal interests that rank Swedish higher than other languages of greater international 

importance. The personal interests in features related Swedish/Scandinavian languages or 

culture are expected to mirror willingness to communicate and integrate with Swedish 

society or culture.  

 

2) Considering the expected age of the students (20–25) and the present technological 

infrastructure in Poland, most of the participants are estimated to create their own 

connections with Swedish freestanding of the university and enlarge the suggestions of 

extramural activities in the questionnaire with additional usages. The digital natives are 

anticipated to be especially well-equipped to find creative ways to cater for digital access 

to Sweden/Swedish and well accustomed to digital socialization after the extensive 

lockdown during the Covid- pandemic. The Internet is assumed to be a dominant source of 

input, with online passive consumption of media, alongside with active interaction in 

digital communities or AI tools rather than traditional language cafés or IRL communities. 

However, considering the presumed limitation in communication with native speakers live, 

interaction with peers in Swedish is an expected source of practice.  

 

3) For RQ3, a clear hypothesis is more difficult to formulate since previous studies provide 

conflicting evidence as to whether high proficiency of English will diminish or raise the 

motivation for learning additional languages. Considering previous research and the impact 

of English as a door opener to the global community, motivation and interest in learning 

foreign languages is expected to be low. It is anticipated that students with precise personal 

motivation in their studies and with integrative motivators to a higher extent answer the 

open questions in the questionnaires in Swedish and will be more prone to communicate 

in Swedish also in oral situations. Previous and extensive linguistic competence in 

languages other than English and regular usage of multiple languages is also expected to 

intensify the willingness to communicate in Swedish. 
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4 Method 

To probe motivation for studying Swedish as a foreign language, a sample group of Polish 

university students, based at three different study locations in Poland were invited to answer a 

questionnaire. The only requirement for participation was full-time studies of Swedish in a 

program at a university, independent of present-day level of proficiency. The literature consulted 

(Dörnyei, 2013; Trost, 2016) during the choice of method in relation to the scope of the study and 

the limited time frame resulted in a digital questionnaire constructed on the basis of the relevant 

fields of studies and previously used questionnaires (Arndt, 2023; Dörnyei, 2013; Freed, 1995; 

Freed et al., 2004; Macintyre et al., 1998). To target trends at the group level, a quantitative 

approach via a survey/questionnaire was favored over individual interviews or focus groups. All 

the data in this thesis is based on self-reported answers in a questionnaire and therefore potentially 

subject to lack of memory or the willingness to idealize one’s own performance.  

4.1 Participants 

To recruit participants for this study, the website of the Swedish Institute was consulted, providing 

information about where in the world Swedish tuition is offered (cf. Fig. 1). Swedish lectors at the 

universities of Krakow, Warsaw, and Gdansk were contacted and given more detailed information 

about the current study and in the next step, participants from the mentioned Polish Universities 

were recruited through their Swedish lector from whom they received short information about the 

study and subsequently a link to the online questionnaire. All participation was voluntary, and the 

learners did not obtain any compensation for their effort. Forty-eight students agreed to participate, 

and within the stipulated time (March/April 2025) a total of 42 participants had submitted their 

responses online.  

 

The mean age of the participants was 22 years, and only one participant was older than 25 (28). 

All respondents with one exception reported Polish as their only first language, and one bilingual 

student had another Slavic language as second mother tongue (Rusyn). The mean duration of 

studies in Swedish in this sample group was 4.2 semesters, which corresponds to approximately 

two years of full-time studies in Swedish. Table 2 summarizes participant characteristics of the 42 

participating students, and Figure 2 their self-reported proficiency in languages other than the L1.  
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Table 2. Summary of participant characteristics (Q 1–5).  

Number of participants 42 

Gender Female (32), Male (9), Other (1) 

Participating Universities Krakow (18), Warsaw (7), Gdansk (17) 

Study time 1–2 semesters (13), 3–4 semesters (9), 5–6 semesters (12), 7+ 

semesters (8) 

Age Range 19–28 years, mean age of 22 years 

Linguistic (L1) background L1 Polish (41) Simultaneous bilingual Polish/Rusyn (1)  

 

 

 
Figure 2. Self-reported proficiency in L2 languages (Q 6) 

Total number of participants and their self-reported proficiency in preselected and self-added languages. Darker 
colors indicate higher proficiency. 

 

All students but one reported exclusively Polish as their L1, with sequential acquisition of other 

languages. The linguistic proficiency in English was self-reported as advanced (C1) for most of 

the participants corresponding to independent usage according to the CEFR scale. Four 

participants rated their proficiency level as native, and only two stated level B2. Overall, 

proficiency in English was generally higher than proficiency in Swedish, however, 13 participants 

reported equal level of linguistic competence (C1) in Swedish and English. All participants 

reported regular weekly usage of Polish and English, but only 35 stated regular usage of Swedish. 

Systematic usage of other languages than L1, Swedish and English was rare, although 7 of the 42 

participants considered themselves to be active multilinguals in at least four languages, always 

including Polish, English and Swedish. Only one participant was active in five languages. Figure 

3 gives an overview of the estimated active language use per average week in the sample group. 

English Swedish German Spanish French Russian Danish Icelandic Italian Japanese Rusyn

Native (C2) 4 0 0 0 0 0 0 0 0 0 1

Advanced (C1) 36 13 2 0 0 0 0 0 0 0 0

Intermediate B1-B2 2 17 5 2 2 0 0 0 0 0 0

Beginner (A1-A2) 0 12 15 9 10 4 4 4 4 1 0
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Figure 3. Languages actively used in an average week (Q 7) 

Total number of participants with active usage of preselected and self-added languages in an average week. 

4.2 Questionnaire 

A digital questionnaire was constructed in a survey tool (Sunet Survey) provided for students and 

researchers at Lund university to facilitate the data collection. For the construction of the 

questionnaire, sources from several fields were used; Second language acquisition and motivation 

(Arndt, 2023; Dörnyei, 2013a; Macintyre et al., 1998), Study Abroad (SA) (H. L. Arndt, 2023) 

and Willingness to Communicate (Macintyre et al., 1998), and The Language Contact Profile (B. 

Freed, 1995; B. Freed et al., 2004). The Language Contact Profile (LCP) is designed to assess 

language learning and contact with languages, including self-rated proficiency, language and 

contexts of usage, was not used on its own. The LCP has been criticized for being too voluminous 

and exhaust participants, for not differentiating the diverse qualities of language exposure, and for 

not including more modern forms of interaction such as social media. Further, since the LCP was 

constructed to examine long-term immersion programs, it risks resulting in recall errors and 

delivering inaccurate and inconsistent estimates of language exposure overestimating their actual 

interaction. It would have been ideal to measure motivation on several occasions, and with more 

detailed methods as the Experience Sampling Method (ESM) (e.g. Arndt, Granfeldt, Gullberg et 

al., 2023) but that was beyond the scope of the current study.  

 

The questionnaire contained 24 questions (see Appendix 1) inspired by the previously mentioned 

fields of L2 motivation and practice were selected according to relevance for the target group, the 

research questions and were additionally adapted to suit a Swedish context. This included for 

example changing the setting from an international English milieu in some questions to the 

equivalent of Swedish in for example emotional or integrative items in the questionnaire (e.g. Q 

Polish English Swedish German Spanish French Russian Danish Icelandic Italian Japanese Rusyn

Serie1 42 42 37 3 1 2 1 2 1 1 1 1
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13), or in adding specific potential communicative situations for the students in to explicitly 

involve Swedish environments or peers (e.g. Q 18:7). The different types of questions included 

polar interrogative questions (Yes/No), multiple choice questions (selective response questions, 

sometimes with the possibility to add specifications), ordinal scale questions (Likert scale 

questions), and one free text question, that was coded according to the main motivational themes. 

The majority of the questions were compulsory, while the appearance of others depended on the 

preceding answers. The ordinal scale questions were formulated as “to what extent do you agree 

with…” and contained sub-questions in sets of five to seven, assess the theoretical constructs of 

WTC, integrativeness, etc., from different angles. Appendix 3 gives an overview on what question 

in the questionnaire correspond to the relevant theoretical constructs. The most used form of Likert 

scale suggests seven levels of agreement and allow the participant to stay neutral. In this 

questionnaire the number of possible answers was diminished to six and therefore automatically 

obliged the participant to lean towards agreement or disagreement.  

 

The length of the questionnaire aimed to strike a balance between thoroughly answering the 

research questions and the student’s motivation to complete the survey avoiding participant fatigue 

(c.f., 2023). According to praxis in SLA the questionnaire was distributed to the students in their 

mother tongue Polish, preventing possible linguistic filters in the answers. However, the only 

open-ended free text question concerning future plans to use Swedish invited the participants to 

answer in Polish or Swedish as a covert attempt to test the participants’ willingness to 

communicate in Swedish.  

 

The questionnaire first established standard participant information such as age, gender, number 

of semesters studied, L1 and other active languages. Further questions targeted instrumentality, 

linguistic confidence and emotional engagement as well as integrativeness related to the 

motivation. Subsequently, the participants were asked if they try to access Swedish outside of their 

obligatory university activities, and if so to specify in what manner and with what frequency. 

Targeting WTC, the questionnaire surveyed the self-reported probability of using Swedish or 

English, respectively, in situations of various formality, and the interest in learning or expanding 

knowledge of other languages. The last free text question invited the participants to answer in 

Swedish or in Polish how they hope to use Swedish in the future. 

The questionnaire was initially created in English, the main language of the literature, and only 

later translated into Polish. The translation was proofread and corrected by a native speaker of 

Polish currently living in Poland with a professional competence in English linguistics. Some of 

the questions in the questionnaire contained somewhat formulations that could be subject to 

interpretation, but the original expressions were adhered to as much as possible. The questionnaire 

was then piloted in Polish on a group of students to detect possible problems regarding language 

or presentation. This also generated some minor corrections. Nevertheless, one question accidently 

occurred twice (Q12:6 & 19:2), and only results from the first answers are analyzed.   
The entire questionnaire, in its English and Polish version is available in the Appendices 1 and 2.  
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4.3 The procedure 

Participants received the link to the online questionnaire from their coordinator as of March 25th, 

2025, and the survey closed on April 11th, 2025. Initially, after opening the link to the survey, the 

participant was informed about the purpose of the study, the possibility to withdraw at any time 

and the guarantee of total anonymity. Only after participants had provided consent of participation, 

did the questionnaire unfold, question by question. Contact information to the researcher for 

questions was displayed both in the beginning and at the end of the questionnaire after submitting.    
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5 Results  

To provide background information about the participants, their mode and age of first contact with 

Swedish is first presented, followed by an exposition of data according to the research questions: 

(1) motive and motivation to learn Swedish, (2) access to and usage of Swedish and (3) the 

relationship with English (and other languages). In the data presentation, the questionnaire 

questions are sometimes abbreviated to give more space to the data, but the targeted question is 

referenced back to the original questionnaire (QX) in the appendix. In the presentation of the 

results, the ordinal scale questions and sub questions are sometimes presented in a different order 

than in the questionnaire to give a better overview and a presentation that is easier to understand. 

They are then called A, B, C instead of the original numbers 1, 2, 3 as in the Appendix.   

 

Table 3 show an overview over the participants’ mode and age of first contact with Swedish. It 

reveals that Swedish was most commonly introduced through media/music/television, in early or 

late adolescence, in many cases just before entering the education program. As for age, only one 

participant had been exposed to Swedish in early infancy (0-3 years) and by 21 years of age all the 

participants in the sample group had established contact with Swedish.  

 
Table 3. Mode and age of first contact with Swedish (Q 8 & 9) 

The table show how many participants (of totally 42) encountered Swedish within the specified age range, displaying 

the equivalent modes of contact. 

 Age of contact 

M
o
d

e 
o
f 

co
n

ta
ct

  0-3 years 4-11 years 12-16 years 17-21years Total 

Media/music/TV - 3 9 10 24 

Travel to Sweden - 1 4 - 5 

Family/relatives 1 1 - 1 3 

Friends - - 1 2 3 

Studies ( other) - - - 4 4 

Don´t know - - - - 3 
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5.1 RQ1 Motive and motivation (Why) 

The main motivators to study Swedish at university level were probed by one direct, and several 

indirect questions. The direct question (Q 10) based on multiple choice asked for the participants’ 

decisive motives to study Swedish. A maximum of three alternatives could be chosen, which 

resulted in 108 selections, equaling a mean of 2.57 answers per participant distributed on the seven 

presented options (Table 4). Only one participant decided to add an additional reason than the 

suggested alternatives; interest for further studies in Sweden, (not necessarily related to Swedish). 

The top three reasons given were: future work opportunities, linguistic interest, and interests in 

Swedish music, pop culture or literature. Additionally, nature or lifestyle alongside with interest 

in the social or political system in Sweden proved to be attractive for many participants. None of 

the participants had a partner as a noteworthy motivator. Instrumental and integrative motivators 

were thus the most common combinations. This core topic of motivation was additionally surveyed 

for more detailed aspects of instrumentality, emotional engagement and integrativeness, alongside 

with the L2MSS in ordinal scale questions. 

 
Table 4. Self-reported main motives to learn Swedish (Q 10)  

The numbers correspond to total responses in each category, with a maximal possibility of 3 per participant, 

explaining the high number of motivators for the 42 participants. 

Main motive for studies Responses 

Work opportunities 31 

Partner 0 

Relatives 1 

Linguistic interest 25 

Music/ Pop culture/ Literature 19 

Nature/ Lifestyle 18 

Social or Political system 13 

Other (Studies) 1 

TOTAL (108) 

 

5.1.1 Instrumentality  

Questions (Q11:1–11:5) targeted instrumental motivators in language learning and measured the 

expected management of Swedish for work, living, studying, as a general life challenge or other 

future plans (Q 11) shown in Figure 4. The highest mean of agreement in the sample group was 

related to work (5.26), a clearly instrumental motivator, followed by the life challenge, an intrinsic 

motivator. The lowest agreement in this set of question probed to be plans of studies in Sweden. 

Instrumental and integrative reasons are mixed suggesting that both types are important for the 

sample group of students.  
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Figure 4. Mean level of agreement to instrumental statements (Q 11) 

The results are presented in order of appearance in the questionnaire and show mean values of agreement in the 
total sample group, based on the values 1 = I totally disagree; 6 = I completely agree.  

5.1.2 Emotional engagement 

Questions 13:1–13:4 targeted the emotional involvement in the Swedish language based on ordinal 

scale question of happiness and personal interests related to Swedish. Figure 5 presents the results 

which show similarly high mean values related to emotional engagement, displaying an average 

of close to 5 on all the questions.  

 

 
 

Figure 5. Mean level of emotional engagement in Swedish (Q 13:1-13:4) 

 

The results present mean values of agreement in the total sample group, based on the values 1 = I 

totally disagree; 6 = I completely agree.  
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5.1.3 Integrativeness 

Questions 13:5–13:7 included a set of ordinal scale statements that targeted integrativeness with 

Swedish and the Swedish speaking context, showing substantial agreement on the importance of 

language to understand Sweden and its culture (Figure 6). Nevertheless, in the willingness to 

become similar to the people that speak Swedish agreement and disagreement in the sample group 

the individual answers were more dispersedly divided. The first communicative question related 

to usage of English appeared in this set of questions, showing a relatively high mean value (4.33) 

of rather speaking broken Swedish than using English in most situations. In sum, there is a notable 

difference between agreeing with that language is important in order to understand a specific 

culture and wanting to integrate in the speaker’s culture in a more personal way.  

 

 
 
Figure 6. Mean values of integrativeness (Q 13:5–13:7) 

The results present mean values of agreement in the total sample group, based on the values 1 = I totally disagree; 6 
= I completely agree. 

 

Other aspects of willingness to integrate with language/country were probed in Q 20, asking if the 

participants had considered to study in Sweden. Most of the participants (28), did not contemplate 

the possibility, and for the remaining (14) a follow-up question (Q 21) revealed why they refrained 

from it despite the considerations. 
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With the possibility to accept several of the 

alternative answers, the main reason not to 

study in Sweden were economic motives, the 

potentially complicated application process 

or family reasons (Figure 7). Ten percent 

also added that they could keep better focus 

on their studies at home, and the remaining 

ten percent expected to have enough 

language practice also in their home 

environment.  

 
Figure 7. Decisive reasons not to study Swedish in Sweden (Q 21) 

In this figure, the results are presented in rates of responses (and absolute numbers) based on the 14 participants 
that had considered long-term studies in Sweden, with the possibility to indicate more than one option.  

5.1.4 L2 Motivation Self System 

Questions 19:1–19:7 targeted the L2 motivational self-system where future vision of the L2 self 

mainly focused on the ideal L2 self, and the effort put into the learning situation. The ordinal scale 

questions probing the L2MSS, and efforts put into the learning of the language are presented in 

Figure 8. The results reveal relatively similar and high mean agreement regarding the ideal future 

L2 self, but a somewhat lower concerning the effort spent on the learning. However, the sub-

question specifying effort spent on finding and exercising extramural activities (bar F) contrasts 

with the general effort in the language acquisition (bar D).   

 

 
Figure 8. Mean level of agreement in self- motivation and future self (Q 19) 

The results present mean values of agreement in the total sample group, based on the values 1 = I totally disagree; 6 
= I completely agree. 
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5.2 RQ2 Access and usage (How) 

The second research question asked about participants’ contact with Swedish and active use of it 

outside of the university. The sections display engagement in extramural activities, their types and 

time spent; the internal use of Swedish with peers; and the linguistic confidence in Swedish.  

5.2.1 Engagement in extramural activities 

Questions 14–17 focused on engagement in extramural activities either individually or in 

conversations with peers. Thirty-five of the participants reported engagement in extramural 

activities not required by the university curriculum (Q 14), specified type of activities (Q 15) and 

an average time per week spent all activities combined (Q 16). The majority involved in passive 

linguistic activities such as listening to music, watching TV/streaming services, etc., or reading 

books/magazines. Fewer participants stated that they (also) engaged in active linguistic behaviors 

with productive usage of Swedish like writing, conversation groups, or similar productive 

interaction. The participants were permitted to select an unlimited number of options and were 

invited to add other means of approaching Swedish. However, none of the participants added other 

modes usage than the preselected, although most were involved in several activities. The average 

participant reported 5.2 ways of interaction with Swedish, which explains the high total number 

of activities (Figure 9). The most frequently reported usages of Swedish were associated with 

music, TV, readings or language applications, but furthermore, reproduction of Swedish music 

showed to be the most popular active occupation in Swedish. Figure. 9 show an overview of 

noncompulsory extramural activities of the 35 participants, ordered accordingly to and separated 

into active engagement (full fill) and passive engagement (stripes). The total number of reported 

active undertakings (58) are comparably fewer than the passive behaviors (124).  

 
Figure 9. Engagement in types of extramural activities in Swedish (Q15) 

The results of the different types of extramural activities ordered accordingly to popularity and type of engagement 
where full fill represent active/productive activities and striped passive activities. 
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Measured in average time spent per week on 

extramural activities (Q 16, Figure 10), nearly 75 

percent of the participants (n=26) spent between 30 

minutes and three hours on their actions. Only 12 

percent (n=4) estimated four or more hours per week 

and the remaining 14 percent (n=5) less than 30 

minutes per week. How much time was spent on each 

individual activity was not inquired in the 

questionnaire. 

 
Figure 10. Average time of weekly engagement in extramural activities (Q 16) 

The results are presented in percentage (and absolute numbers) of responses based on the 35 participants involved 

in extramural activities. 

5.2.2 Usage of Swedish with peers 

As an additional usage of Swedish, the participants answered a polar interrogative question if they 

took the opportunity to speak Swedish with their peers in situations not required in the 

teaching/learning situation at the university (Q 17). Ten of the 42 participants, at various levels of 

proficiency (and accomplished study time), reported that they speak Swedish with their peers also 

outside of obligatory classroom exercises.  

5.2.3 Linguistic confidence   

The set of ordinal scale questions (Q 12:1–12:6) allocated linguistic confidence in Swedish, start 

with “I am sure I …” and continue with assorted aspects of linguistic confidence-related questions. 

The results are presented in Figure 11. A minor difference in confidence appeared in the two active 

forms of language usage – speaking and writing where means of confidence in writing was slightly 

higher than in speaking.  

 

0-30 min
14% (n=5)

30-60 min
37% (n=13)1-3 hours

37%
(n=13)

4-7 hours
9% (n=3)

8h+hours
3% (n=1)



 

 

33 

 
Figure 11. Linguistic confidence in Swedish (Q 12) 

The results present mean values of agreement in the total sample group, based on the values 1 = I totally disagree;  
6 = I completely agree. 

5.3  RQ3 English/Swedish (and other languages) 

The third research question focused on the knowledge/usage of English (and languages other than 

English) and was surveyed in ordinal scale questions for interest in other languages (Q 22). 

Additionally, the importance of Swedish compared to other languages (Q 23) was investigated, 

alongside with the expected usage of Swedish or English in diverse communicative situations (Q 

18), the confidence of a general possibility to use English instead of Swedish in Sweden (Q 12:6), 

and the willingness to use broken Swedish rather than English (Q 13:7). The converted attempt to 

use written Swedish was also assessed in the language choice of the open-ended free text question 

(Swedish or Polish) about future usage of Swedish (Q 24). 

5.3.1  Interest in other languages 

The curiosity of other languages (Q 22) was measured by probing the interest in learning or 

improving knowledge in some selected neighboring or potentially relevant languages. The result 

show that all participants were attracted to the idea of learning more English. In contrast, the 

participants were on a group level only moderately interested in learning or improving other 

preselected languages. An overview of mean values of interest for the whole sample group (Figure 

12) shows the participants´ general interest where Arabic raises the least enthusiasm followed by 

Chinese, Korean and Russian. However, some students showed more general linguistic interest, in 
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very varied languages, while others were totally focused on the Germanic branch. Despite that 

Swedish was measured in a different question (Q 23) it is included in this data presentation. 

 

 
 
Figure 12. Mean value of interest in learning other languages (Q 22) 

The results present mean values of interest of learning based on the values 1 = not interested at all; 6 = very 
interested. The red line shows the difference between interest and disinterest. 

5.3.2 Language choice WTC in Swedish or English.  

Willingness to Communicate in L2 Swedish or L2 English was probed by a request to select the 

preferred language of communication in given situations in Sweden based on the participant´s 

present linguistic competence (Q 18). However, these situations could be hypothetical for some 

participants as previous experience of Sweden was neither established nor questioned. Figure 13 

show that the least complicated and standard situations such as basic interaction in a shop, café or 

on the street were more likely to occur in Swedish, while specialized and personally important 

situations such as a medical visit or border control were generally preferred to be conducted in 

English. 
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Figure 13. Language choice in communicative situations (Q 18) 

The participants‘ expected preference of Swedish or English in some given situations. Darker coloring indicates 
higher probability to use English. The bars are ordered in accordance with linguistic preference and not in order of 
appearance in the questionnaire. The explanations of the situations are abbreviated in the figure, but full description 
can be found in the appendix 1 & 2, Q 18. 
 

As choice of language can depend on proficiency, and not only confidence a second figure 

represent only the students (13) who report equal knowledge of both languages (Figure 14). Also 

here, a similar pattern emerges showing that more important and formal situations make the 

participants more prone to choose English over Swedish.  
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Figure 14. Choice of language in communicative situations when proficiency in Swedish and English is equal 

(Q 18). 

The participants ‘probable preference of Swedish or English in any given situation. The darker coloring, the higher 
probability to use English. The explanations of the situations are abbreviated in the figure, but full description can be 
found in the appendix (Q 18). 

5.3.3 Confidence in replacing Swedish with English 

The question about confidence of using English in Sweden, as a whole “I feel confident that I can 

use English if my Swedish prove to be insufficient” (Q 12:6) showed a mean of agreement of 5.19 

in the total sample group, although some participants (2) answered as low as 3 (moderately 

disagree), and 4 (moderately agree). This statement could be interpreted as if it refers to the 

possibility and confidence of a receiver in Sweden or the individual participants capacity of better 

production in Swedish or in English.  

5.3.4 Future hope and expectancy related to Swedish 

The concluding (optional) question in the questionnaire (Q 24) asked how the participants expected 

or hoped to use their Swedish in the future and invited them to answer in Swedish or Polish. Of 39 

responses, 30 were written in Polish and nine in Swedish. Three participants chose to leave the 

post blank. In the presentation of the answers (Table 5) they are divided into categories of work, 

integration, linguistic interest, literature/music/film and studies, indicating in bold if the utterance 
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was written in Swedish. Some of the responses qualified in several categories and were therefore 

counted several times. This explains the high total number (72) of classified utterances.  

Translations of all comments in Swedish are presented in the table, but repetitive and similar 

answers in Polish are not. As a general notion, the most common ways to express work was rather 

unspecific, as general “work with/ in Swedish”. Others were a lot more specified in how usage of 

Swedish would be involved in future profession.  

 
Table 5. Future hope and expectancy to use Swedish (Q 24)   

Examples of sequences of independent answers in Swedish (bold) and Polish, categorized according to main 
themes. 
 

Work (37)  “I want to work as a film journalist and write about Swedish films” 

“communicate with Swedish brokers”, “at work”, “ I would like to start 

working at some Swedish company”,“ I already work as a Swedish 

teacher”, “ I want to speak Swedish at work” “I want to work with Swedish 

or in Sweden” , “I aim for a level of Swedish that allow me to work with 

it”, “ I would like to work with Swedish” 

Integration (14) “culture”,“ Study Swedish with native speakers in Sweden, live in Sweden 

to emerge in culture and return with more cultural knowledge”, “contact 

with people”, ”move” ”interact with Swedish department in Swedish firm”, 

“learn to know language and culture and then maybe move, depending on 

acclimatization”,“ help polish communities abroad”,“ use Swedish in 

private life and live in Sweden”,“ in contacts with Swedes”, “be part of an 

academic context, lecture and research”, “live in Sweden and interact 

nativelike”. One of my biggest dreams is to move to Sweden, at least for a 

short period of time”  

Linguistic 

interest (9) 

“translator, maybe in EU”, “work in language school”,” language 

teacher”,” translation”,” translator of text, preferably books”,” I plan to 

find a job with Swedish, and I would prefer it to be my main language at 

work, and not for example English”,” teach Swedish or work as a 

translator” 

Literature/ 

music/film (5)  

“Experience cultural texts (books, movies etc.) originally produced in 

Swedish”, “I’m interested in original literature in Swedish, and not 

translations”,” I want to work as a film journalist and write about Swedish 

films”, “read more books in Swedish and see Swedish movies”, “Watch 

Swedish movies and follow swedes in social media”, “movies, TV, social 

media, not to forget the language” 

Studies (7)  “Study exchange Erasmus in Sweden” “in future studies”, “at the 

University if I decide to study in Sweden”, “for a continuation of my studies 

in Sweden, unrelated to the present studies”, “I would like to do academical 

research in history (Swedish and others)” “Start a PhD”, “Go for Erasmus 

in Sweden” 
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6 Discussion 

The current study investigated why students at three universities in Poland chose to study Swedish, 

using an online questionnaire designed to probe motivational variables within established 

theoretical frameworks, including instrumentality, emotional engagement, integrativeness, the L2 

motivational self-system, and linguistic confidence (Krashen, 1982). At the group level, the most 

frequently reported motivators were future career opportunities, linguistic interest, 

music/literature/pop culture, and an interest in Swedish nature and lifestyle. However, closer 

analysis of the remaining and more specific questionnaire items revealed that these motives were 

considerably more nuanced. The study also examined whether, and to what extent, students 

accessed and used Swedish outside university requirements, focusing on time and effort invested 

in extramural contexts (Arvidsson & Rocher Hahlin, 2022; Freed et al., 2004;Freed, 1995; Kusyk 

et al., 2025; Macintyre et al., 1998). Most students reported regular extramural engagement, though 

predominantly in passive forms such as listening to music or watching audiovisual media, typically 

ranging from 30 minutes to three hours per week. Finally, the influence of English and interest in 

languages other than English (e.g. Henry, 2011; Macintyre et al., 1998)was explored. The findings 

showed that English remained the preferred language in formal or complex communicative 

situations in Sweden, while Swedish was more commonly used in casual or simpler contexts, even 

among students who rated their proficiency in the two languages as equal. Compared with other 

languages, English was overwhelmingly prioritized for further development, even over Swedish, 

the target language of the participants’ chosen program of study. 

6.1 RQ1 Motive and motivation (Why) 

6.1.1 Work and career opportunities 

Regarding the first research question—what had motivated students in Poland to pursue 

Scandinavian studies—the results confirmed the general hypothesis that career considerations 

function as an instrumental driver toward future employment. This was further supported by 

responses about the planned use of Swedish, where nearly all participants (37/39) identified 

professional use as their primary motivation. The open-ended answers also reflected instrumental 

values, often tied to specific work-related contexts, and among the nine participants who responded 

in Swedish, “work” emerged as the predominant theme. These findings are consistent with 

previous research indicating that the L2 self is frequently shaped by career aspirations, with 

instrumental values serving as a central force in guiding language learning (e.g., Dörnyei & 

Ushioda, 2009). 
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6.1.2 Linguistic interest 

Linguistic interest emerged as the second most important motivation for pursuing university 

studies in Swedish, with overall personal and emotional engagement in the language reported as 

high at the group level. However, individual differences were notable, ranging from a low of (M 

= 3.25) to the maximum score of 6.0 (eight participants). Several comments indicated that Swedish 

was chosen incidentally by some students (3), either at the last moment or as an alternative when 

their primary aim was simply to study a foreign language. Although one possible explanation could 

be difficulties in gaining admission to more popular language programs, this was not explicitly 

mentioned and would require further corroboration. 

The survey focused primarily on spoken Swedish, examining students’ experiences of listening, 

conversational use, and perceptions of rhythm and melody, while written Swedish received less 

attention apart from vocabulary differences. These lexical differences may be culturally 

significant, as they reflect semantic variation as well as pragmatic aspects of communication, such 

as gesture, turn-taking, silence, and conversational norms, which can be interpreted as integrative 

interests. A smaller number of participants (3) mentioned Swedish literature as part of their 

anticipated future language use, while two of the nine who responded in Swedish explicitly 

highlighted linguistic aspirations. 

The aspiration to achieve native-like proficiency was also relatively strong in the sample group: 

15 participants fully agreed to this as their goal, despite most having first encountered Swedish 

only in their teenage years. Interestingly, four of these students already considered themselves 

native speakers of English equaling an overall very high linguistic confidence. Confidence and 

anxiety have long been recognized as key factors in foreign language communication, as outlined 

in Krashen’s (1982) Affective Filter Hypothesis, which posits that high confidence facilitates risk-

taking and enhances language use. Confidence is also closely linked to willingness to communicate 

(Macintyre et al., 1998). However, the analysis of the current dataset did not provide sufficient 

evidence to confirm this expected relationship. In the sample group confidence in writing was 

marginally higher than in speaking, though the difference was too small to support broad 

conclusions. Further investigation is needed to determine whether this reflects learner types who 

prioritize accuracy before speaking (c.f. Norrby & Håkansson, 2007b) or whether it stems from 

specific challenges in Swedish L2 phonology as suggested in previous studies (Zetterholm & 

Tronnier, 2019).  

6.1.3 Music, literature and pop culture 

For most students, the first contact with Swedish occurred during their teenage years, primarily 

through music or television and this exposure constituted the third most frequently reported 

motivator for studying Swedish, following career opportunities and linguistic interest. The 

prominence of music and media highlights their role as the most frequent and accessible points of 

contact with Swedish and, accordingly, the most practiced extramural activity (32/35 listeners; 
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21/35 reproducers). In contrast, travel or family connections to Sweden were rarely reported, 

possibly influenced by the travel restrictions imposed during the Covid-19 pandemic. The 

significance of digital media, music, literature, and popular culture appears to have been 

underestimated in the initial hypothesis and would have benefited from greater specification in the 

analysis. Furthermore, considering the high popularity of all major motivators and the absence of 

internal ranking requirements, it may be inferred that the most typical motivational profile 

combined instrumental reasons (e.g., work) with integrative elements (e.g., linguistic and cultural 

interest) and enjoyment-oriented factors such as music, pop culture, or literature, corresponding to 

the integrative aspects anticipated in the hypothesis. This tendency can also be interpreted through 

the lens of Gardner’s (1985) Socio-Educational Model, which emphasizes effort, enjoyment, and 

personal investment as the three central motivational components. In this study, the participants’ 

engagement in music, literature and pop culture as well as the extramural activities was driven 

primarily by enjoyment, while requiring relatively little effort and only limited personal 

investment. Such activities may therefore function as low-stakes, pleasure-oriented exposure 

rather than deliberate attempts to enhance proficiency. At the same time, they can be seen as a 

softer form of integrative motivation, as engagement with Swedish media provides indirect cultural 

contact and fosters a sense of familiarity with the language community. 

6.1.4 Nature or lifestyle and political or social system 

The fourth motivational factor, ranked almost as highly as music, literature, and pop culture, was 

broadly categorized as an interest in Swedish nature and lifestyle. These notions reflect cultural 

aspects of the language and therefore relate more directly to integrativeness, which is discussed in 

this section. Social and political systems were also identified as subsequent motivators. The 

questionnaire data revealed that the willingness to become similar to Swedish speakers scored 

relatively low on average (M = 3.50), compared to the perceived importance of mastering the 

language in order to understand the culture (M = 5.07) and the communicative effort of speaking 

Swedish, even imperfectly, instead of switching to English (M = 4.33). At the individual level, 

however, these integrative indicators ranged widely (2.33–6.00), representing the highest degree 

of variation in the dataset. This variability underscores the personal nature of language learning, 

where higher levels of integrativeness may involve a profound transformation of one’s sense of 

self, according to the early foundations of studies in FLA (e.g. Williams, 1994). 

In contrast to the predominance of instrumental motives, particularly employment opportunities, 

highlighted in the earlier results, the integrative dimension appears comparatively weaker and less 

consistently distributed across participants. While career-related reasons provided a clear and 

homogeneous basis for most students, integrative orientations were expressed with more 

ambivalence and fluctuation. At the same time, participants’ strong orientation toward English 

reflects both access to and identification with a global identity, as have been suggested in previous 

studies (e.g. Henry, 2011). The widespread prioritization of improving English, and the 

corresponding limited interest in other languages, suggests that integration through Swedish is not 

perceived as necessary, since learners have an “exit plan” through English in more demanding 
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situations. This aligns with Blommaert’s (2010) view of English as a language well adapted to 

transnational, diverse, and mobile contexts in ways that Swedish is not, thereby extending beyond 

integration into the local community. This interpretation, however, presumes higher confidence in 

English than in Swedish. 

Interestingly, the only two participants (2/39) who did not mention work as a future use of Swedish 

articulated explicitly integrative and linguistic goals: “to socialize with people” and “to live in 

Sweden for a while and for that reason be able to communicate on a native-like level” displayed 

an exception from the general instrumental motives. Somewhat unexpectedly, none of the answers 

written in Swedish were classified as integrative, despite the local language typically serving as an 

important factor in integration. A further indication of partial integrativeness was that one third of 

the participants had considered studying in Sweden but chose not to for various reasons, while a 

smaller number expressed intentions to pursue further studies or a sojourn abroad to complement 

their education with authentic experiences. 

Finally, other suggested motivators, such as relationships with partners, relatives, or study 

opportunities, received minimal support, contradicting the hypothesis that personal or familial ties 

to Sweden would play a decisive role in motivation. 

6.2 RQ2 Access and usage (How) 

The second research question examined the extent to which participants voluntarily extended their 

engagement with Swedish beyond university requirements, focusing on the time and effort 

invested in extramural activities as well as the modes and types of these practices. The results 

indicated that most students (35) participated in extramural activities in Swedish, with passive 

forms of engagement, such as listening to music, watching films, series, or YouTube content, and 

reading. More interactive and productive uses of Swedish, including the use of language apps, 

writing, or online interaction, were reported but occurred much less frequently. On average, 

students devoted between 30 minutes and three hours per week to extramural activities, 

corresponding to anything from watching a single television episode to viewing two full-length 

films. The dominance of passive over active engagement aligns with earlier findings in research 

on extramural language learning (e.g. Sockett, 2014) where receptive exposure often outweighs 

productive use. From a theoretical perspective, such activities may nonetheless contribute 

positively to acquisition by increasing comprehensible input, as suggested in the Input Hypothesis 

(Krashen, 1985), though their limited interactivity may reduce opportunities for output and 

negotiation of meaning, which are central to communicative competence. 
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6.2.1 Active usage of Swedish 

 

The learners of L2 Swedish in this study were acquiring the language abroad, at a considerable 

distance from naturalistic linguistic contexts. Their opportunities to use Swedish actively were 

therefore limited, yet such engagement remains essential for the development of fluency according 

to established theories of second language acquisition (cf. R. Ellis, 1994). Despite the strong 

instrumental motivation to learn Swedish, particularly for professional purposes (M = 5.26), and 

the fact that many participants aspired to attain near-native proficiency (n = 15), only 35 of the 42 

students reported engaging in extramural activities. Moreover, only 37 participants indicated 

regular weekly use of Swedish, compared to all 42 who reported weekly use of English. This 

discrepancy raises questions about how participants conceptualize “language use,” suggesting that 

practice within the university context may not have been perceived as authentic usage, given its 

formal and instructional nature. Supporting this interpretation, four of the five students who did 

not report weekly Swedish use also reported no engagement in extramural activities. 

6.2.2 Active and passive engagement 

The questionnaire did not capture the precise duration of time invested in individual activities; 

however, the data indicate that some students (5/35) did not engage in any productive activities, 

while others (8/35) reported singing or reproducing Swedish songs as their sole productive 

practice. Although such activities provide phonological training, they do not involve independent 

language production. The general overall tendency showed that active and productive usage was 

marginal, if the reproduction of music was excluded A minority of participants (9/35) reported 

engagement in live (3) or digital (8) conversation groups, which could involve either oral or written 

interaction in the digital context. Of these, only 3 of 8 used Swedish when interacting with peers, 

suggesting that while conversation groups may offer authentic communicative opportunities, 

interactions with peers sharing the same L1 may be less naturalistic. 

6.2.3 Interaction with peers  

The second avenue for using Swedish in a foreign language context was interaction with peers 

outside of classroom exercises. Only ten participants (10/42) reported practicing Swedish with 

their peers. Given the limited availability of naturalistic linguistic contexts, it was expected that 

more students would take advantage of these safer, equal-level interaction opportunities, which 

could support fluency development. Considering that most students first encountered Swedish in 

their teens and that 15 participants aimed for native-level proficiency, the low investment in 

accessible practice is surprising. Notably, no participants reported extramural activities beyond the 

options listed in the survey, and none added peer conversation as an activity, suggesting that 

students may not perceive social interaction beyond the university as part of language learning. 

The contrast between the time spent on extramural activities and overall learning effort implies 
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that students may regard these activities primarily as leisure rather than as contributing to language 

acquisition (c.f. Jensen, 2017). In other words, extramural engagement may provide enjoyment, 

whereas the cognitive effort associated with learning is seen as separate. 

6.3 RQ3 English/Swedish (and other languages) 

The third, more exploratory research question sought to examine whether participants’ knowledge 

of previously acquired languages (particularly English) and their interest in languages other than 

English influenced their willingness to communicate in Swedish. Notably, participants’ 

willingness to communicate in Swedish appeared to be influenced more by confidence and 

familiarity with English as a global lingua franca than by their knowledge of other languages. This 

aligns with previous research suggesting that strong competence in a widely spoken language may 

reduce the perceived necessity of actively using a less dominant L2 in formal or complex 

communicative situations (MacIntyre et al., 1998; Henry, 2011). 

6.3.1 Languages other than English   

The linguistic background data revealed that all participants reported high proficiency in English, 

with four indicating native-level competence. Knowledge of other languages, aside from Swedish, 

was generally limited to beginner levels, with a few exceptions in German (5), Spanish (2), French 

(2), and one bilingual in Polish/Rusyn. Interest in developing additional linguistic skills varied, 

with individual means ranging from M=1.90 to M=4.30, and no participant expressed strong 

interest in learning Chinese, Czech, or Korean. Overall, participants favored Germanic languages 

(English, Swedish, German), followed by Romance languages (French), and Japanese, while 

Slavic languages similar to the participants’ L1s (Czech and Russian) and typologically distant 

languages (Korean, Chinese, Arabic) attracted the least interest. The relatively high interest in 

Japanese may reflect participants’ digital exposure and broader engagement with music, literature, 

or pop culture. Willingness to communicate (WTC) in Swedish was also indirectly assessed (Q 

24), allowing participants to select the language of communication. Although WTC is traditionally 

conceptualized for oral communication, written use was included in this study (cf. MacIntyre et 

al., 1998). The data did not support the hypothesis that extensive multilingual competence and 

regular use of multiple languages would reinforce WTC in Swedish, likely due to the limited 

dataset available for these aspects. 

6.3.2 English  

Only a few participants (5) reported greater interest in learning Swedish than English, while 16 

rated their interests as equal, and the remaining 21 indicated higher interest in English. This finding 

is notable given that all participants were enrolled in a Scandinavian studies program. The 
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predominance of English aligns with prior research suggesting that global English serves as a 

primary means to access international communities, with integration into Swedish society being a 

secondary motivation (Dörnyei & Ushioda, 2009; Henry, 2011). One participant, however, 

explicitly expressed a preference for Swedish over English in professional contexts, indicating a 

specific linguistic interest in Swedish, though English may still be valued more highly in future 

work-related situations. In imagined communicative scenarios in Sweden, participants reported 

high confidence in using English when Swedish proved insufficient (M = 5.19). Most indicated a 

preference for English in formal or high-stakes situations, reserving Swedish for casual or simple 

contexts. Among the 13 participants who rated their proficiency in Swedish and English equally, 

there was a slightly greater tendency to use Swedish; however, English remained dominant in 

formal or specialized interactions. This pattern may reflect higher confidence in the English-

speaking self, although this aspect was not directly measured in the study. It is also plausible that 

the prevalence and integration of English in society, the education system, and the structure of the 

WTC measurement tools contributed to this observed tendency. 

6.4 Outlook 

This small-scale study has uncovered some initial answers to why university students may choose 

to study a language like Swedish and what motivations drive them. Many further questions could 

obviously be explored. It seems that students have relatively diverse reasons to commence studies 

in Swedish and the diversity may at least partly be explained by the circumstance that up to three 

motivators were permitted in the initiating core question, without internal ranking. Future studies 

could design reply options differently to unpack whether the diversity is true or a reflection of the 

questionnaire design. 

 

Several learner profiles emerged from the data set, suggesting very diverse learners with different 

motivations and interests in Swedish as a language, motivations to access and integrate into 

Swedish contexts despite the geographical distance, and the role of English, and presumed L2 

(English) and L3 (Swedish) identities. A more detailed analysis of the learner types could be 

implemented to further highlight the diversity of students and their motivations, however that was 

beyond the scope of the current study. For such an analysis, a larger and more complex data set 

based on daily responses would be advisable, and methods such as the Experience Sampling 

Method could be used for more far-reaching studies to measure language exposure and interaction. 

 

Willingness to communicate as a concept is primarily restricted to oral expressions, but textual 

behavior, for example online, could expand the WTC concept and broaden the analysis to also 

include other learner types that excel in written communication but chose to remain silent in 

spoken communicative situations. A minor attempt to include this textual expression was done in 

this study to covertly examine the readiness to write in Swedish but was not further processed and 

compared in the existing dataset. This is still to be explored.  
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The findings in this study carry several implications for further studies in languages other than 

English, especially for languages where high competence in English is expected to influence 

necessity of using the local language. For universities or educators, it gives examples of extramural 

behaviors and highlight the challenges in the maintenance of linguistic diversity and intercultural 

competence.   

 

Overall, the study highlights how students’ motivations for learning Swedish are shaped by a 

combination of instrumental goals, integrative interests, and personal engagement, consistent with 

the Social-Educational Model (Gardner, 1985) and the L2 Motivational Self-System (Dörnyei, 

2013). Extramural activities, particularly passive engagement with media, music, and pop culture, 

emerged as important paths for language exposure, even when active production was limited. The 

findings suggest that motivation, linguistic confidence, and existing competence in global English 

interact to influence both the willingness to communicate and the actual use of Swedish in 

naturalistic contexts. Future research could further explore these dynamics to better understand 

how extramural and informal learning contribute to L2 development, particularly in languages 

with limited exposure opportunities outside the classroom. 
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7 Conclusions 

In the expanding field of language learning motivation and psychology, particularly for languages 

other than English, this study contributes new insights into learners of Scandinavian languages 

abroad, offering an initial perspective on their motivations, expectations, and linguistic behaviors. 

Preliminary observations indicate that learning Swedish for integrative purposes appears to be of 

relatively minor importance, with learners primarily motivated by instrumental incentives. These 

general findings are further supported by the relatively small additional effort invested in 

developing more advanced interactional attempts in Swedish through extramural online activities, 

as well as a constrained willingness to communicate in Swedish with peers or in some hypothetical 

oral situations. Notably, participants’ interest in improving their English proficiency exceeded that 

for Swedish, which may have implications for the linguistic and cultural relationships between L2 

English and L3 Swedish. The findings provide a more nuanced understanding of the role of English 

and the cultural dimensions of integrativeness in the target language society, and they can serve as 

a foundation for future research in this area. 



 

 

47 

8 References 

Abrahamsson, N., & Hyltenstam, K. (2009). Age of onset and nativelikeness in a second 

language: Listener perception versus linguistic scrutiny. Language Learning, 59(2), 249–

306. https://doi.org/10.1111/j.1467-9922.2009.00507.x 

Arndt, H., Granfeldt, J., & Gullberg, M. (2025). Language exposure and use in study abroad 

versus migration contexts: Modelling activity and learner profiles with ESM data. 

Bilingualism: Language and Cognition, 28(4), 1080–1099. 

https://doi.org/10.1017/S136672892400097X 

Arndt, H. (2023). Construction and validation of a questionnaire to study engagement in informal 

second language learning. Studies in Second Language Acquisition, 45(5), 1456–1480. 

https://doi.org/10.1017/S0272263122000572 

Arndt, H., Granfeldt, J., & Gullberg, M. (2023). Reviewing the potential of the Experience 

Sampling Method (ESM) for capturing second language exposure and use. Second 

Language Research, 39(1), 39–58. https://doi.org/10.1177/02676583211020055 

Arvidsson, K., & Rocher Hahlin, C. (2022). Extramural french among university students in 

Sweden. Moderna Språk, 116(2), 21–44. https://doi.org/10.58221/mosp.v116i2.12136 

Bannert, R. (2004). På väg mot svenskt uttal (3. uppl). Studentlitteratur. 

Bialystok, E., Craik, F. I. M., & Luk, G. (2012). Bilingualism: Consequences for mind and brain. 

Trends in Cognitive Sciences, 16(4), 240–250. https://doi.org/10.1016/j.tics.2012.03.001 

Bijvoet, E. (2020). Attityder till spår av andra språk i svenskan: En forskningsöversikt (No. 

Rapporter från språkrådet). Institutet för språk och folkminnen. 

http://urn.kb.se/resolve?urn=urn:nbn:se:sprakochfolkminnen:diva-1784 

Blommaert, J. (2010). The sociolinguistics of globalization. Cambridge University Press. 

Bruce, G. (2010). Vår fonetiska geografi: Om svenskans accenter, melodi och uttal (första 

upplagan). Studentlitteratur. 

Clark, E. (2016). First language acquisition (3rd ed). Cambridge University Press. 

https://doi.org/10.1017/CBO9781316534175 

Council of Europe. (2020). The CEFR levels. https://www.coe.int/en/web/common-european-

framework-reference-languages/level-descriptions 

Csizér, K., & Dörnyei, Z. (2005). Language learners’ motivational profiles and their motivated 

learning behavior. Language Learning, 55(4), 613–659. https://doi.org/10.1111/j.0023-

8333.2005.00319.x 

Cummins, J. (2017). Flerspråkiga elever: Effektiv undervisning i en utmanande tid (Första 

utgåvan). Natur & Kultur. 



 

 

48 

De Bot, K., Lowie, W., & Verspoor, M. (2007). A dynamic systems theory approach to second 

language acquisition. Bilingualism: Language and Cognition, 10(01), 7. 

https://doi.org/10.1017/S1366728906002732 

Dewaele, J, & MacIntyre, P. D. (2014). The Two Faces of Janus? Anxiety and Enjoyment in the 

Foreign Language Classroom. Studies in Second Language Learning and Teaching, 4(2), 

237–274. 

Dewaele, J. (2010). Emotions in multiple languages. Palgrave Macmillan. 

Dörnyei, Z. (2005). The psychology of the language learner: Individual differences in second 

language acquisition. L. Erlbaum. 

Dörnyei, Z., MacIntyre, P., & Henry, A. (Eds.). (2015). Motivational dynamics in language 

learning. Multilingual Matters. 

Dörnyei, Z., & Ushioda, E. (Eds.). (2009). Motivation, language identity and the L2 self. 

Multilingual Matters. 

Dörnyei, Z. (with Ushioda, E.). (2013). Teaching and researching motivation (Second edition). 

Routledge. https://doi.org/10.4324/9781315833750 

Duff, P. (2017). Motivation for learning languages other than English in an English‐dominant 

world. The Modern Language Journal, 101(3), 597–607. 

https://doi.org/10.1111/modl.12416 

Eckman, F. (1977). Markedness and the contrastive analysis hypothesis. Language Learning, 

27(2), 315–330. https://doi.org/10.1111/j.1467-1770.1977.tb00124.x 

Edwards, J. (2012). Multilingualism: Understanding linguistic diversity. Continuum 

International Pub. Group. 

EF. (2025, March 19). English Proficiency Index. EF. https://www.ef.se/epi/ 

Ellis, N. (2005). At the interface: Dynamic interactions of explicit and implicit language 

knowledge. Studies in Second Language Acquisition, 27(02). 

https://doi.org/10.1017/S027226310505014X 

Ellis, R. (1994). The study of second language acquisition. Oxford University Press. 

Ethnologue. (2025a). Ethnologue Swedish. Ethnologue. 

https://www.ethnologue.com/language/swe/ 

Ethnologue. (2025b, July 30). Top spoken languages. Ethnologue. 

https://www.ethnologue.com/insights/ethnologue200/ 

European Comission. (2020). Education begins with language: Thematic report from a 

programme of seminars with peer learning to support the implementation of the Council 

Recommendation on a comprehensive approach to the teaching and learning of 

languages (2019-2020). Publications Office. https://data.europa.eu/doi/10.2766/034898 

European Union. (2023). Key data on teaching languages at school in Europe: 2023 edition 

(2023 edition). Publications Office of the European Union. 



 

 

49 

Flyman Mattsson, A. (2017). Svenska som andraspråk på språkvetenskaplig grund (Upplaga 1). 

Studentlitteratur. 

Flyman Mattsson, A. (2021). Andraspråkets grammatik. Studentlitteratur AB. 

Flyman Mattsson, A., & Håkansson, G. (2021). Bedömning av svenska som andraspråk: En 

analysmodell baserad på grammatiska utvecklingsstadier (Andra upplagan). 

Studentlitteratur. 

Freed, B. (Ed.). (1995). Second language acquisition in a study abroad context (Vol. 9). 

Freed, B., Dewey, D., Segalowitz, N., & Halter, R. (2004). The language contact profile. Studies 

in Second Language Acquisition, 26(02). https://doi.org/10.1017/s027226310426209x 

Freed, B. (Ed.). (1995). Second language acquisition in a study abroad context. J. Benjamins. 

Gardner, R. (2004). Attitude/motivation test battery: English version [Questionnaire]. University 

of Western Ontario. https://publish.uwo.ca/~gardner/docs/englishamtb.pdf 

Gardner, R. (1985). Social psychology and second language learning: The role of attitudes and 

motivation. E. Arnold. 

Gardner, R., & Lambert, W. (1959). Motivational variables in second-language acquisition. 

Canadian Journal of Psychology / Revue Canadienne de Psychologie, 13(4), 266–272. 

https://doi.org/10.1037/h0083787 

Glahn, E., Håkansson, G., Hammarberg, B., Holmen, A., Hvenekilde, A., & Lund, K. (2001). 

Processability in Scandinavian second language acquisition. Studies in Second Language 

Acquisition, 23(3), 389–416. https://doi.org/10.1017/S0272263101003047 

González Fernández, B., & Schmitt, N. (2015). How much collocation knowledge do L2 learners 

have?: The effects of frequency and amount of exposure. ITL - International Journal of 

Applied Linguistics, 166(1), 94–126. https://doi.org/10.1075/itl.166.1.03fer 

Google Maps. (2025, March 18). Universities in the world with tuition in Swedish. 

https://www.google.com/maps/d/u/0/edit?mid=13yPZz1VTZHC93yApFz7X6gpFWiZx8

hE&ll=11.19646763604624%2C0&z=2 

Graziano, M., & Gullberg, M. (2024). Providing evidence for a well-worn stereotype: Italians 

and Swedes do gesture differently. Frontiers in Communication, 9, 1314120. 

https://doi.org/10.3389/fcomm.2024.1314120 

Heinzmann, S., Hilbe, R., Ehrsam, K., & Bleichenbacher, L. (2024). Study Abroad students’ 

social contacts in different linguistic contexts and their relationship with English use and 

development. Language Learning, 74(S2), 24–57. https://doi.org/10.1111/lang.12674 

Henry, A. (2010). Contexts of possibility in simultaneous language learning: Using the L2 

Motivational Self System to assess the impact of global English. Journal of Multilingual 

and Multicultural Development, 31(2), 149–162. 

https://doi.org/10.1080/01434630903471439 



 

 

50 

Henry, A. (2011). Examining the impact of L2 English on L3 selves: A case study. International 

Journal of Multilingualism, 8(3), 235–255. 

https://doi.org/10.1080/14790718.2011.554983 

Henry, A., & Apelgren, B. M. (2008). Young learners and multilingualism: A study of learner 

attitudes before and after the introduction of a second foreign language to the curriculum. 

System, 36(4), 607–623. https://doi.org/10.1016/j.system.2008.03.004 

Hult, F. (2017). More than a lingua franca: Functions of English in a globalised educational 

language policy. Language, Culture and Curriculum, 30(3), 265–282. 

https://doi.org/10.1080/07908318.2017.1321008 

Jackson, J. (Ed.). (2012). The Routledge handbook of language and intercultural communication 

(Second edition, first issued in paperback). Routledge. 

Jenkins, J. (2010). English as a lingua Franca: Attitude and identity (Nachdr.). Oxford Univ. 

Press. 

Jensen, S. (2017). Gaming as an English language learning resource among young children in 

Denmark. CALICO Journal. 

Josephson, O. (2018). Språkpolitik (Första upplagan). Morfem. 

Krashen, S. (1982). Principles and practice in second language acquisition (Reprinted). 

Pergamon Press. 

Krashen, S. (1985). Second language acquisition and second language learning (Reprinted). 

Pergamon Pr. 

Kulturdepartementet. (2009). Språklagen 2009:600. riksdagen.se. 

Kusyk, M.,Arndt, H., Schwarz, M., Yibokou, K. S., Dressman, M., Sockett, G., & Toffoli, D. 

(2025). A scoping review of studies in informal second language learning: Trends in 

research published between 2000 and 2020. System, 130, 103541. 

https://doi.org/10.1016/j.system.2024.103541 

Lambert et al., W. E. (1974). Bilingual schooling through the elementary grades: The St. 

Lambert project at grade seven. Language Learning, 24(2), 183–204. 

https://doi.org/10.1111/j.1467-1770.1974.tb00501.x 

Larsen-Freeman, D. (2012). Complex, dynamic systems: A new transdisciplinary theme for 

applied linguistics? Language Teaching, 45(2), 202–214. 

https://doi.org/10.1017/S0261444811000061 

Leszczynska, U., & Szarkowska, A. (2018). “I dont understand, but it makes me laugh” 

Domestication in contemporary Polish dubbing. The Journal of Specialized Translation, 

30. 

Lieven, E. (2014). First language development: A usage-based perspective on past and current 

research. Journal of Child Language, 41(S1), 48–63. 

https://doi.org/10.1017/S0305000914000282 

Lightbown, P., & Spada, N. (2015). How languages are learned (4. ed). Oxford Univ. Press. 



 

 

51 

Liu, M., Lin, C.-H., & Zhang, Y. (2023). Editorial: Dynamic roles of anxiety and motivation in 

second/foreign language acquisition. Frontiers in Psychology, 14, 1145368. 

https://doi.org/10.3389/fpsyg.2023.1145368 

Long, M. (1983). Native speaker/non-native speaker conversation and the negotiation of 

comprehensible input. Applied Linguistics, 4(2), 126–141. 

https://doi.org/10.1093/applin/4.2.126 

Lund University. (2025, August 5). Study Abroad: Swedish as a foreign language. 

https://www.lunduniversity.lu.se/lubas/i-uoh-lu-SFSH60 

MacIntyre, P. D., Clément, R., Dörnyei, Z., & Noels, K. A. (1998). Conceptualizing Willingness 

to Communicate in a L2: A situational model of L2 confidence and affiliation. The 

Modern Language Journal, 82(4), 545–562. https://doi.org/10.1111/j.1540-

4781.1998.tb05543.x 

MacIntyre, P., Gregersen, T., & Mercer, S. (Eds.). (2016). Positive psychology in SLA. 

Multilingual Matters. 

Mackey, A., Oliver, R., & Leeman, J. (2003). Interactional input and the incorporation of 

feedback: An exploration of NS–NNS and NNS–NNS adult and child dyads. Language 

Learning, 53(1), 35–66. https://doi.org/10.1111/1467-9922.00210 

Meisel, J. M. (2013). First and second language acquisition: Parallels and differences (Repr). 

Cambridge Univerity Press. 

Mercer, S., & MacIntyre, P. (2014). Introducing positive psychology to SLA. Studies in Second 

Language Learning and Teaching, 4(2), 153–172. 

https://doi.org/10.14746/ssllt.2014.4.2.2 

MinHye, K., & Godfroid, A. (2023). The interface of explicit and implicit second-language 

knowledge: A longitudinal study. Bilingualism: Language and Cognition, 26(4), 709–

723. https://doi.org/10.1017/S1366728922000773 

Norrby, C., & Håkansson, G. (2007a). Språkinlärning och språkanvändning: Svenska som 

andraspråk i och utanför Sverige. Studentlitteratur.  

Norrby, C., & Håkansson, G. (2007b). The interaction of complexity and grammatical 

processability: The case of Swedish as a foreign language. IRAL - International Review of 

Applied Linguistics in Language Teaching, 45(1). https://doi.org/10.1515/IRAL.2007.002 

Norris, J., & Ortega, L. (2009). Towards an organic approach to investigating CAF in instructed 

SLA: The case of complexity. Applied Linguistics, 30(4), 555–578. 

https://doi.org/10.1093/applin/amp044 

Oakes, L., & Howard, M. (2022). Learning French as a foreign language in a globalised world: 

An empirical critique of the L2 Motivational Self System. International Journal of 

Bilingual Education and Bilingualism, 25(1), 166–182. 

https://doi.org/10.1080/13670050.2019.1642847 

Ortega, L. (2014). Understanding second language acquisition. Taylor and Francis. 



 

 

52 

Ortega, L. (2023). Second and additional language acquisition across the lifespan. In L. Wei, Z. 

Hua, & J. Simpson, The Routledge Handbook of Applied Linguistics (2nd ed., pp. 27–40). 

Routledge. https://doi.org/10.4324/9781003082644-4 

Phillipson, R. (1992). Linguistic imperialism. Oxford university press. 

Riad, T. (1997). Svenskt fonologikompendium. Stockholms universitet. 

Riggenbach, H. (Ed.). (2000). Perspectives on fluency. University of Michigan Press. 

Rothman, J., González Alonso, J., & Puig-Mayenco, E. (2019). Third language acquisition and 

linguistic transfer. Cambridge University Press. 

Rowland, C. (2014). Understanding child language acquisition. Routledge. 

https://doi.org/10.4324/9780203776025 

Schmidt, R. (1990). The role of consciousness in second language learning. Applied Linguistics, 

11(2), 129–158. https://doi.org/10.1093/applin/11.2.129 

Skehan, P. (1991). Individual differences in second language learning. Studies in Second 

Language Acquisition, 13(2), 275–298. https://doi.org/10.1017/S0272263100009979 

Sockett, G. (2014). The Online Informal Learning of English. Palgrave Macmillan UK. 

https://doi.org/10.1057/9781137414885 

Språkcentralen. (2023, December 22). Mother tounges in Malmö [Personal communication]. 

Språklag (No. 423/2003). (2003). FINNLEX. 

Swain, M. (1985). Communicative competence: Some roles of comprehensible input and 

comprehensible output in its development. Input in Second Language Acquisition, 235–

253. 

Swan, O. (2002). A grammar of contemporary Polish. Slavica. 

Swedish Institute. (2024, November 25). Svenskan i världen. Swedish Institute. https://si.se/sa-

arbetar-vi/svenskan-i-varlden/universitet-med-svenskstudier/ 

Swedish Institute. (2025, January 22). Stöd till undervisning i svenska. Swedish Institute. 

https://si.se/sa-arbetar-vi/svenskan-i-varlden/sa-stodjer-vi-undervisningen-i-svenska/ 

Taguchi, N. (2008). Cognition, language contact, and the development of pragmatic 

comprehension in a study‐abroad context. Language Learning, 58(1), 33–71. 

https://doi.org/10.1111/j.1467-9922.2007.00434.x 

Thorén, B. (2023). Svensk fonetik och uttalsundervisning (Tredje upplagan). Morfem. 

Tomasello, M. (2003). Constructing a language: A usage-based theory of language acquisition. 

Harvard University Press. 

Trost, J. (2016). Enkätboken (Femte upplagan). Studentlitteratur. 

Ushioda, E. (Ed.). (2009). A person-in-context relational view of emergent motivation, self and 

identity. https://doi.org/ISBN%25209781847691286 

WALS. (2025, March 15). Polish typology. WALS, Polish. 

https://wals.info/languoid/lect/wals_code_pol 

Wilkoń, A. (1987). Typologia odmian językowych współczesnej polszczyzny. UŚ. 



 

 

53 

Williams, M. (1994). Motivation in foreign and second language learning: An interactive 

perspective. Educational and Child Psychology, 11, 77–84. 

Zetterholm, E., & Tronnier, M. (2019). Perspektiv på svenskt uttal: Fonologi, brytning och 

didaktik (Andra upplagan). Studentlitteratur. 

Zhang, C., Meng, Y., & Ma, X. (2024). Artificial intelligence in EFL speaking: Impact on 

enjoyment, anxiety, and willingness to communicate. System, 121, 103259. 

https://doi.org/10.1016/j.system.2024.103259 

Zhu, H. (2019). Exploring intercultural communication: Language in action (Second edition). 

Routledge. 

 



 

 

54 

9 Appendix 1 Questionnaire in English 

Study Swedish abroad 

 

This questionnaire forms the empirical data of a master thesis in the department of linguistics at 

Lund’s University in Sweden. The main purpose is to uncover why students choose to study 

Swedish at Polish universities, and what the usage and practice of Swedish looks like outside of 

the university context. Your participation in this study, as a student of Swedish at a Polish 

university is voluntary, and you can at any time decide to quit. 

 

The responses that you give in this questionnaire will be kept confidential and are anonymous. 

Your honest and detailed responses will be greatly appreciated.  

Thank you for your cooperation. 

 

The questionnaire is expected to take about 15 minutes to complete. 

 

If you have any questions, please contact: 

 

Magda Wandlén Szymczynska 

MA student in Language and Linguistics, Specialization General Linguistics 

Centre for Language and Literature, Lund University 

Tel +46 (0) 733 82 37 52 

magdawandlen@hotmail.com 

 

mailto:magdawandlen@hotmail.com
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10 Appendix 2 Questionnaire in Polish 

Niniejsza ankieta stanowi dane empiryczne pracy magisterskiej na wydziale lingwistyki 

uniwersytetu w Lund w Szwecji. Głównym celem jest zbadanie, dlaczego studenci na polskich 

uniwersytetach wybrali naukę języka szwedzkiego oraz jak wygląda użytkowanie języka 

szwedzkiego poza kontekstem uniwersyteckim. 

Twój udział w tym badaniu jako student języka szwedzkiego na polskim uniwersytecie jest 

dobrowolny i możesz w każdej chwili zrezygnować. Udzielone odpowiedzi będą traktowante 

poufnie i anonimowo. Szczere i szczegółowe odpowiedzi są bardzo docenione. Dziękujemy za 

współpracę. 

Ankieta zawiera 24 pytania i wypełnienie jej zajmie około 10-15 minut. 

W razie pytań prosimy o kontakt: 

  

Magda Wandlén Szymczyńska 

MA student in Language and Linguistics, Specialisation General Linguistics 

Centre for Language and Literature, Lund University 

tel +46 (0) 733 82 37 52 

magdawandlen@hotmail.com 
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11 Appendix 3 Questionnaire items and their 

theoretical constructs 

Overview of questionnaire items related to theoretical constructs 

 

 

Item number Focus of question Theoretical construct 

1–5 Study time and location of studies, 

gender, age, L1 

Background 

6 Linguistic skills Multilingualism 

7 Average language usage Active multilingualism 

8–9 Mode and age of contact with 

Swedish 

Integrativeness, 

engagement 

10 Main motive of studies Self-reported motivation 

11 Agreement on instrumentality Instrumentality 

12 Agreement on linguistic confidence Linguistic confidence 

13:1–4 Agreement on emotional 

engagement 

Emotional engagement 

13:5–7 Agreement on integrativeness Integrativeness 

14 Extramural usage Engagement 

15 Mode of extramural practice Engagement 

16 Time of extramural practice Engagement 

17 Practice with pees Engagement 

18 Hypothetical communication 

situations 

WTC 

19:1–4 Future L3 self L2MSS 

19:5–7 Effort in learning Effort 

20 Interest in studies in Sweden Integrativeness 

21 Reason to not to study in Sweden  

22 Interest in other languages Openness 

23 Interest in Swedish Openness 

24 Future hopes of Swedish (written)WTC, 

integrativeness, 

instrumentality 

 


